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GENERAL SUMMARY

Modern educational systems have very important and complex objectives.
Socialisation into the highly complicated cultural, and ever evolving
“technical-rational”, characteristics of the economic, social and political
arrangements of their societies are amongst the most imporiant objectives.
But individuat and personal development, preparation for work and adult
life, and the classification and certification of individuals’ avainments are
almost equally imporiant. This study investigates the success of the Irish
educational system in achieving some of its more important stated
objectives, as measured by school leavers’ assessments of the effectiveness of
their own education,

Extensive interviews were carried out in late 1987 with a large sample of
school leavers who had first left school in 1981/82, most being between 15
and 18 years old at that tiime. In these interviews we asked ex-pupils 1o
assess the quality and effectiveness of their education for post-school life.
Over thirty questions were asked which covered six aspects of educational
preparation: basic education and cogniuve development; preparation for
work, and for other adult roles; personal and social development; civic
education; and preparation for third-level entry. By late 1987 most
respondents had already spent at least 5 ycars in the tabour force. So their
views about the adequacy of their education had been extensively “reality
tested” by their adult life experiences. Nevertheless their priorities and
assessments conform closely o those of previous studies of students within
schools (Raven et al., 1975).

This study is the first 1o look at young people’s assessments of their
education since the work of Raven ef al., (op. cit.) in the mid-1970s, and
the first ever in Ireland o examine the “mature judgements” of ex-pupils
after spending some time out of education. These young people are
particularly well-placed to assess their education, having spent 5 years out
of school in the labour market. So, unlike earlier studies, we can compare
ex-pupils’ assessments 1o their actual labour market experiences on leaving
school. Remarkably, however, their priorities and satisfaction levels
conform closely o those of Raven et al’s. (op. ciL) respondents a decade
and a half earlier.

Highest educational priority is given by school leavers to basic education
and cognitive development goals, but preparation for work and other adult

1




2 THE QUALITY OF THEIR EDUCATION

roles is given almost equally high priority — over 90 per cent saying they are
“very important” to attain. Almost equal priority, however, is placed on
personal and social development goals; while civic education is given
rather low priority.

Assessments are most positive for “basic education”, ranging from
moderately to highly satisfied, with over 3 out of 4 respondents saying the
“3Rs” are very satisfactorily provided for. There is only moderate to low
satisfaction with most other aspects of educational preparation. Only
between 17 10 55 per cent of respondents are highly satisfied with most
aspects of preparation for work and adult life, and with education for
personal and social development. Civic education is given the lowest
satisfaction rating of all, but it is also given the lowest priority. It is a
troubling finding for the development and nature of our civic culture, that
both schools and pupils attach so little importance to civic/political
education.

The following illustrative results show the quite distinct differences in
the evaluation of education by the kind of objective, or programme,
pursued. The 11 items used are the most characteristic of the 27 used to
measure the 6 dimensions.

The results show a high level of satisfaction with basic education,
moderate satisfaction with personal and social development - even though
the responses to these two questions show the highest ratings for this
dimension, somewhat lower satisfaction with preparation for work and
other adult roles, and extremely low satisfaction with civic/political
education,

These are the average results, but both individual school leavers, and
schools in the collective judgement of their ex-pupils, varied widely in the
adequacy of the education they received or provided.

Ceruain aspects of the individual’s education do have clear positive
effects on assessed educational effectiveness across all dimensions: level of
education received; curricular “track™ chosen or allocated to, and the
extent to which one had taken within-school Vocational/Technical courses.
The most dissatisfied clients are those who left without taking any
examinations, and the most satisfied tend to be the most qualified. There
are two exceptions to this general linear trend. Those specialising in
“Vocational/Technical” subjects, particularly boys taking those options in
the Group and Intermediate Certificates, tend to be almost as satisfied as
those taking the Honours level Academic subjects in the Leaving
Certificate. But almost as equally dissatistied as the early school leaver, or as
those who leave early having experienced educational “failure”, are those
who took, or were assigned, the broad and general - or non-speciatised,




GENERAL SUMMARY

Figure GS.1: Overall Satisfaction with the
Provision of Six Main Educational Objectives
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4 THE QUALITY OF THEIR EDUCATION

Pass level, Academic courses. Those who leave school without any
qualifications are most dissatisfied along all dimensions, even with their
basic education (see Figure GS8.2), a finding which must cause serious
concern.

The high level of dissatisfaction of early school leavers across all
dimensions is clearly reflected in most school leavers’ actual experience of
the labour market. The early employment experience of most school
leavers emphasises the importance of educational quatifications — the lower
the level the higher the unemployment rate; and the longer the period in
the labour force the greater the relative advaniage to the better qualified.

This actual labour market outcome is clearly reflected in school leavers’
own views about the importance of educational qualifications and
examination results in gaining employment. The predominant view is of its
great significance in employment decisions with the unemployed being, in
fact, more likely to regard qualifications as significant. For the least
qualified, however, this recognition of the importance of educational or
training qualifications does not lead o any intention to go back 10 school
and correct the deficit — even if the opporumity existed. The early leavers,
and most poorly qualified - or those who have failed in or been failed by
the school system — appear 1o be so alienated from schools as institutions
that they do not intend te go back for second chance education, even if the
opportunity existed. Their alienation from the conventional schooling
system, or their feeling of being hurt by it, is so high that even when they
recognise the wisdom of getting further educational qualifications the
conventional school would certainly not attract them back 10 education,

Besides the school level variables already described as important,
coeducation tends to be a very important predictor of educational
effecliveness for personal and social development. And for many of the
dimensions — pariicularly work and adult life preparation, both Vocational
and Comprehensive schools tend to get a better evaluation on average than
Secondary schools. However, most of the between-school variance remains
unexplained and it appears that Secondary schools arc just as likely as the
former to vary in the quality and effectiveness of the educational
programmes they provide. Future research work should, therefore,
concentrate on what it is that effective schools do that makes them effective.

There are four main policy implications of this study:

The first is the need to intervene actively to reduce the high alienation
levels and failure rates amongst early school leavers ~ both those who leave
before taking any examination, and those who leave having failed junior
cycle examinations. Both combined appear to be about 10 10 12 per cent
of the total school-leaving cohort — a figure which is not very high by
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Figure GS.2: Respondents’ Satisfaction with their Basic
Education, by the Level of Education they

attained
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6 THE QUALITY OF THEIR EDUCATION

European levels (Hannan, Hovels, Van Den Berg, White, 1991, forth-
coming). Three policy approaches appear necessary: programmes 1o
reduce the flailure rates, programmes to reduce pupil alienadon - like
“Home-School Liaison”™ and the development of post-school programmes -
like “Youthreach” - to provide second chance education. If even the
alienation levels from schooling could be reduced it would make it much
casier to intervene later to correct the original educational deficit

Secondly, there is the need to considerably improve the content and
quality of personal and social development education and pastoral care
programmes in schools. These goals are given very high priority by school
leavers, and rather low satisfaction marks result for their schools. Much the
same situation holds for preparation for work and for other adult roles.
But in this case there has been considerable expansion of Vocational
Preparation and Training (VPT) courses in recent years, which generally
appear to have been positively evaluated.

Thirdly, given the significance of curricular “wracks” in student
assessments and in employment outcomes, there is the apparent overusage
of the general, Pass level, Academic course “tracks” by many schools for
their average to below average performing pupils. This would suggest a
significant underusage of curricular specialisations — whether Vocational-
Technical, Languages, Sciences, Arts, Mathematics, Social Sciences, etc. -
all at either Pass or Honours levels, so as to maximise the achievements of
pupils who vary widely in their aptitudes and abilities across the
curriculum, It appears from our results that too many schools base the
management of their curricular and teaching resources on single-
dimensional ability/curricular assumptions — ranking both pupil “abilities”
and subjects/levels along one dimension; and that they do not use the full
range of ability/teaching/curricular resources available 10 them. There is,
in any case, a clear and dysfunctional overusage of the general, Pass level,
Academic subject “specialisation”. This needs to be corrected. What
schools do with their teaching and curricular resources is at least as
important as the range and content of the curriculum available o them;
vet state policy seems to be almost exclusively concerned with the latter.

Finally there is the necessity to correct for the disturbing level of both
pupil and school disinterest in civic-political education. As our society
hecomes more complex, and it becomes more difficult and complicated 1o
devise and negotiate economic and political solutions to our very serious
problems, it is disturbing to find that the main institution that could
increase the knowledge and competencies of our young people in their
civic and public roles places such litile emphasis on this objective.




Chapter 1

THE OBJECTIVES AND EFFECTIVENESS OF EDUCATI ON
Introduction

The main purpose of this study is 10 assess the extent to which recent
graduates of our second-level schools are satisfied with the effectiveness of
their education, or the extent to which, given their post-school
experiences, it has provided them with the knowledge and skills they feel it
should have. The extent to which the educational expectations of these
clients correspond to the nationally stated (or clearly implied) objectives
for education, will also be examined. Essentially, therefore, the report deals
with past pupils’ assessments of the effectiveness of their schooling, and of
the relevance of both national and schools’ educational goals and
provision arrangements to clients’ priorities, experiences and assessments.

This is a study, therefore, of past pupils’ views of the kind of education
they had, and feli they should have received; as well as their assessments of
how effective their education had been. These assessments of educational
effectiveness, however, varied considerably, so we also attempt to explain why
client satisfaction varied. There are two general reasons why this might
occur: what it was their schools were attempting to do — their objectives and
programmes — might have been significantly different from what their
clients had wished them to do; or, given shared goals and objectives, schools
were ineffective in achieving these objectives. The objectives and priorities
of educational decisionmakers and providers — mainly schools and the
Department of Ecucation - may, therefore, have heen different from those
of clients; but also the content of schools’ programmes of siudy, as well as
the effectiveness of programme implementation, may not have
corresponded to these objectives. Clients are likely, therefore, 1o vary both
in their educational expectatons and in the standards they use in judging
the adequacy of the education provided them. Given equal standards of
evaluation, schools 0o may vary in how well they themselves actually
provided for respondents’ education. For instance, university enuants are
likely 1o apply higher standards to judging literacy provision, and to have
somewhat different priorities for educational provision than people entering
apprenticcships, or those aspiring 1o unskilled manual occupations. These

7




8 THE QUALITY OF THEIR EDUCATION

distinctions in expectation standards applied by clients, and in provision
effectiveness, will be maintained in the analysis.

In this chapter, therefore, we first review the evidence available on the
objectives pursued by Irish second-level education, in the context of a
review of the general research literature on modern educational objectives.
There appear o be four broad objectives pursued which are, to varying
extents, represented in Irish state documents on education: (i) national
cultural and ideological objectives (culiural wansmission); (ii) modern
rational-technical knowledge transmission and skill development
(cognitive and technical rationality development); (iii) the measurement,
ordering and certification of ability, skill and knowledge attainment
differences amongst pupils; (iv) personal and social development of
individuals. These objectives tend to be differentiated by the origin and
kind of pupil being taught and the broad economic and social destination
toward which they are journeying.

Within this broad and rather abstract statement of general educational
goals and values we focus on six applied educational objectives. A large
sample of recent school leavers were extensively questioned about the
achievement of these objectives in a recent nationwide survey: (i)
development of basic educational skills and cognitive development; (ii)
preparation for adult work roles; (iii) preparation for adult gender and
related roles; (iv) preparation for adult civic and public roles; (v) personal
and social development; (vi) preparation for third-level entry. These
questions on the very specific and applied outcomes of education do
include extensive assessments of 3 of the 4 main educational objectives
referred to above but, because of resource limitations, do not include
quesuons on the broader cultural and ideological objectives of education.
The function of selection, sorting and certification, is also examined in
some questions to respondents, and level of auainment and certification
plays a central role in our analysis.

In the rest of this chapter, therefore, having first briefly reviewed the
general research literature on educational objectives we then examine in
detail the siated objectives of Irish educational policy at second level, select
an important subsct of these for detailed assessment by clients, and put
forward certain hypotheses as to why clients would vary in their assessments.

Chapter 2 provides an overview of some of the most important post-
school outcomes of differential educational achievement: the effects of
how well - in market terms — people have been educated over the 1980s. It
is against this background of markedly unequal market outcomes that
people’s views and assessments of the quality of their education is assessed
in later chapters. Chapter 3 provides the results of analysis of the main
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structure of respondents’ attitudes towards and assessments of their
education. Later chapters provide an analysis of school leavers’ assessments
of the effectiveness of their educational preparation for: (i) work and
associated adult roles {Chapters 4 and 5); (ii) basic educational skills and
cognitive development {Chapter 6); (iii) personal and social development
(Chapter 7); and (iv) an overall assessment of general educational
provision by one’s own school (Chapter 8).

Educational Objectives

The aims or objectives of education — those educational outcomes that
are aimed at, intended or even clearly implied, can be analysed ata number
of levels of analysis.

At the level of the nation state these objectives refer 1o the intended or
clearly implied effects of the total educational system on the enure society,
hence they can only be stated at a broad and somewhat abstract, or very
general, level. The main agent here is the state, or others acting for the
state or the whole society: in our case mainly the Deparunent of Education,
although the Churches, and particularly the Catholic Church, are also very
important.

At an individual school level, or for an organisation of schools, such as
the Vocational Educational (County) Committees or religious orders, these
national objectives may be quite variably interpreted and implemented.
Vocational schools, Comprehensive schools and Secondary schools have
different objectives and priorities and provide different cypes of education.
Even within the Secondary school sector religious orders vary in their
educational priorities and in their educational provision arrangements.
(See Hannan, Breen et al, 1983; Hannan with Boyle, 1987.) So, within the
broad remit of societal objectives, schools’ educational goals and priorities
vary widely though systematically.

At a nation state level two broad reasons were advanced for the modern
development of mass educational systems; (i) the increasing inadequacy of
traditional socialisation arrangements in modern socicties; and (ii) the
growth of the modern “democratic” state system.

Cultural and fdeological Objectives

The conventional sociological view was that such educational provision
expanded to provide effective socialisation for each youth cohort into the
increasingly more complex and technically more sophisticated culwures of
modern societies — functions which had become more and more beyond
the competency of individua! families. The increasing division of labour,
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rapid technical and organisational change, and rising rates of migration
and social mobility made it more difficult for families to adequately
prepare their children for adult life; and such preparation proved
inadequate for the needs of a rapidly changing society. In addition the
decline in the dominance of kinship and communal systems as the division
of labour proceeded, and the growing cultural heterogencity of rapidly
expanding urban societies, meant that states had to intervene to guarantee
the continued presence of common values and identities (Durkheim, 1956;
Parsons, 1951). So the dominant, more conservative, view was that
educational systems had cxpanded both to take over technical educational
functions from an increasingly inadequate family socialisation system as the
knowledge wnd skill requirements for adult roles both expanded and
changed rapidly, as well as to guarantee sufficient common ideological
commitment to political arrangements as shared communal identities
declined. As Parsons (1951) puts it “it is, of course, about this complex
cultural content that the process of formal education comes to be
organised” (p. 237). The increasing complexity of modern society has
gradually rendered the nuclear family an inadequate socialisation agency.
Schools have gradually become a more effective method of socialisation
into the common norms, values and beliefs of the society; and the shared
vision of "socicty” is both legitimised and reproduced by this type of agreed
agenda of socialisation,

Modern school systems, however, not only attempt to socialise their
pupils into the "accepted shared culture” of the society, but also
communicate the values of citizenship such as “equality” - in that everyone
is perceived as having “equal access” to education and equal opportunity 1o
compete. But the educational process itself, based on ideas of meritocratic
achievement, results in highly stratified outcomes - mainly by level of
education and certification. The actual reality of “equality of access” and
“equality of weatment” may, ol course, be quite different from the stated
values. This modern educational process, therefore, paradoxically both
legitimises the values of “equality” and the concepts of unequally rewarded
meritocratic achievement, and also contributes 1o the cultural and
ideological stability of modern societies {Bourdieu, 1983). Durkheim
(1956) neatly summarises this type of objective when he says: “Of what use
is it to imagine a kind of education that would be {atal for the society that
putitinio practice?” (p. 64).

However, the differential timing and pace of development of modern
mass educational systems in different countries conforms more closely to
the stages of development of more highly organised levels of (state)
collective authority than it does to differential levels of development of
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industrialisation or urbanisation in those countries (Ramirez and
Robinson, 1979; Ramirez and Meyer, 1980: Boli and Ramirez, 1988).
Modern mass educational systems arose most rapidly in those societies
which first developed modern highly organised patterns of state or
collective authority. So, the development of modern states and the
promotion of the modern concept of citizenship underlies the
development of modern compulsory mass schooling — at least in western
societies. Schools promote qualities in students that are appropriate for
modern citizenship -~ an appreciation of individual rights, the values of
meritocratic treatment, social justice (the duties of the state to the citizen);
and self-discipline, industry, efficiency, loyalty, punctuality, etc. — i.e., the
duties of the citizen 1o the state {Boli and Ramirez, 1988).

Technical-Rational Socialisation

Besides the development and promotion of these *modern” culturat and
ideological orientations modern education also involves the cultivauon or
development of knowledge and of those intellectual or cognitive abilities,
and technical and manual skills, which are necessary for economic
development and the hastening of modernisation and industrialisation.
This view of education as a prerequisite for, and even engine of, economic
growth found justification in the influential human capital theories of the
1950s and 1960s and had powerful support in international organisations
such as the OECD and the World Bank, (see Musgrave, 1965 for Ircland).
And this view certainly underlay the rapid expansion of Irish second-level
education in the 1960s (Department of Education, 1965).

Education was scen as “a crucial type of investment for the exploitation
of modern technology. This fact underlies recent educational development
in all the major industrial societies ... the development of education bears
the stamp of a dominant pattern imposed by the new and often conflicting
pressures of technological and economic change” (Floud and Halsey, 1961,
p. 1.

This type of technical-rational socialisation could be perceived as being
at odds with the culwural/ideological objectives. Schools, working as
technically modernising agencies, could come to regard traditional
cultures and social arrangements as stumbling blocks to progress. However,
schools are generally expected to attempt both kinds of socialisation
simultaneously. The Curriculum and Examinatons Board’s consultative
document on “Senior Cycle: Dcvelopmént and Direction” {(1986) states
that “young people must be equipped not only with the wechnological
expertise vital in today’s world, but also ... there is an urgent need to find
expression for many of our wraditional beliefs and [for our] sense of
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human relations in innovative corporate forms and Irish-style
entrepreneurship appropriate to our industrialising society” (p. 9). Quite
an uneasy mix of objectives!

Education as Selection

The measurement, ordering, selection and allocation of talent and skill,
or rather the certification of differences in talent quality and type, which
may be used by employers in allocating people 1o positions in the
economy, is another major objective of modern education systems which is
stressed in its literature. Parsons’ (1951) funcuionalist view stressed how the
“selection” function of education is a means of selecting the most capable
people for the varying tasks and occupations in society. Educational
certificates, in this sense, are considered as “tickets of employment” (Watts,
1985, p. 15). The concept of selection used emphasises merit and equality
of reatment: performance is to be evaluated on the basis of meriied
achievement where “equal treatment” in educational provision and
assessment is assumed.

So graduation from schools in this sense is a “rite ol passage” intLo
modern society, where the necessary certifications are generally considered
valid and meritoriously conferred. Schooling, in this sense, "serves as an
extended initiation rite, ... once children leave school, nothing else is
required of them; they are chartered as social participants” {Boli and
Ramirez, 1988, p. 13}. As an objective this “rite of passage” into adult
society is clearly implied in the Irish senior cycle curriculum where the
preparation of young people “for immediate entry to open society” is
stated as one of its main aims. (See p. 15, Rules and Programmes for Secondary
Schools, 1987/88.)

Individual Developrment

Within conventional educational perspeclives the personal and social
development of the individual has long been considered one of the main
aims or objectives of education. The traditional functionalist views of
Durkheim and Parsons emphasise that the primary goal of education is the
development of individual abilities and capacities, but in a context within
which they need to be fitted to the needs ol society: so that the individual
student’s expectations are directed to those that are realistically attainable
given varying individual abilities. So that, although Durkheim emphasises
that “the educator should take into account the germ of individuality that
is in each child. He should seek to foster its development by all possible
means” (op. cit,, p. 105), he clearly sees this as fitting, or being fitted,
within societal demands where ability is matched with relevant opportunity.
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Thus differential socialisation for the varying needs of society is seen as
allowing for individuals’ personal devclopment through adequately and
fairly fitting varying talent to varying needs. So “what is socially expected
becomes individually needed” (C.W. Mills, 1959}. Later sociologists (like
Young, 1971; Keddie, 1971; Esland, 1971} or economists like Bowles and
Gintis, (1976), while emphasising that personal development should be a
priority aim of education, are much less sanguine than the functionalist
sociologists about its attainment or about the priority of fitting pupils o
“socictal demands”.

Although these different views of its priority and feasibility exist in most
analyses the personal and social development of pupils is usually proposed
as a main goal of education. Indeed Boli and Ramirez (1988) in their
review of modern educational objectives, see the primary source of
compulsory mass schooling in the modern state’s need for “active
citizenship™. Active citizenship requires the siate to promote individualism
and individual development the enhanced individual being seen as the
source of progress, with the individual in turn supporting the state as the
most effective organiser of the national polity. The dominant ideology of
schools in this instance would be the development of the child who, in
turn, contributes 1o national development. Rather contentious debates
over the role of education for individual development have, in fact, raged
since the 1960s. This progressive role of schools has significant support in
the research literature dealing with “modernisation” {(Inkeles and Smith,
1974) and is very clearly emphasised in recent Irish educational reforms.

This developmental and “modernising” view of schools, both personal
and national, is at odds with other - generally neo-Marxist or conflict views
— that emphasise schools’ restrictive socialisation, and their social control
and social reproduction functions.

A Contending Viewpoinl

In most of the “consensus” perspectives the school system is seen as a
rationally organised and functional societal arrangement to ensure that
cach new generation is sufficiently socialised 1o take up adult roles in the
society, and is equally socialised to accept the legitimacy of the socictal
arrangements used 1o allocate people to differentially rewarded positions,
so guaranteeing the legitimacy of these arrangements.

It is this role in allocation and legitimacy that is specifically contested by
later critics of such “consensus” or “functional” views of education. The
persistence of substantial class inequalities in educational achievement in
most modern societies, which cannot be explained by “innate” individual
ability differences, and the fact that the contents of educational
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programmes taken are often only tenuously related to subsequent work
role requirements, means that it is school certification of “meritorious
achievement” that is the main discriminator in subsequent achievement —
not merit in some ideally valid sense, nor even appropriate content. So, if
substanual inequalities in educationally certified achievemenis exist, one of
the most important outcomes of the operation of the school system may
well be to legitimise ~ 10 make widely acceptable - this inequality. In
addition, conventional schooling may tend to make acceptable particular
practices of subordination which are characteristic of adult society -
legitimising authority differences by emphasising obedience and docility,
acceptance of rigid timetabling of activities, and acceptance of their
failures as just and well deserved by those who are poor performers. (See
Bowles and Gintis, 1976; Karabel and Halsey, 1977.)

So, instead of advancing egalitarian achievement, and spreading
rationality and enlightenment, schools have also been seen as reproducing
inequality and reinforcing repressive tendencies in the society (Bowles and
Gintis, 1976; Bourdicu, 1983). Their graduates are released on o the
world stage at different levels of achievement and certification: pre-second
level into manual and lower service jobs; completed second level into lower
white collar jobs; and third-level graduates into upper non-manual and
professional jobs. Unskilled manual or service employment it is proposed,
within this perspective, effectively requires a work-force alienated from
essential human development potential — one attuned to failure and to the
performance of low-skilled and discrete tasks which do not add up to
meaningful wholes - characteristics of the bottom rungs of a highly
differentiated labour market (Bowles and Gintis, 1976). And if the
expertence of this inequality is reproduced educationally from generation
to generation, in that the same families occupy the same privileged or
deprived positions from one generation to another, class inequality also is
highly legitimised, in that merit, not inheritance, can be claimed as the
reason for continuity (Bourdieu and Passeron, 1977).

This equally “functionalist” critique — from the left - of the conservative
perspective on education is obviously over theorised. There is also a good
deal of contrary evidence to the viewpoint. The educational goals of
human capital development, personal development, preparation for
citizenship, secem to refute it; while school emphasis on the equality value
itself further weakens the argumenl, Some studies, such as Hickox (1982),
show that school leavers have been much less seduced by the meritocracy
claims for schooling achievement and occupational attainment than has
been assumed. Other work such as Willis” (1977), shows that school pupils
who have not achieved well may actively develop a school counter culture.
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So ideological indoctrination may not be as successful as has sometimes
been claimed.

The intention in discussing this highly critical viewpoint on schooling, is
that, along with the original more positive viewpoint, it clearly indicates the
difficulties and ambiguities surrounding investigations of educational
objectives. Are educational goals primarily individually developmental and
societally integrative; or mainly directed toward social control, and social
stratifying and differentiating objectives? And even if the intentions or
stated goals are of the former type, whai are the actual effects or outcomes
of education?

The discussion also indicates the intricate, subue and often hidden
nature of the roles schools actually play in a society: that is, the nawre of
the personality characteristics developed and the consciousness produced,;
the nature of the beliefs, attitudes, knowledge and skills acquired; and the
nature of the integration of children into adult relationships and social
hierarchies by the development of their conformity to authority through
the disciplining nature of timekeeping, rule following and authority ~
subordination practices characteristic of schooling pracuce.

To conclude this inwoductory section, therefore, there appear o be
four main types of objectives underlying the expansion of modern
education systems. These appear 10 be present in most analyses irrespective
of the political ortentation of the authors.

(i) Socialisation inwo, and the promotion of identification with, the
central elements of the complex culwural and ideological
characteristics of modern nation states,

(i1} Socialisation into modern rational-technical culiure, both in terms
of direct curricular cantent but also in terms of the personal and
social disciplines required to function effectively in modern
economies and socielies,

(i) Classifying, sorting and certifying individuals in terms of their
relevant abilites and the extent Lo which they have conformed with
or mastered the contents of (i} and (it} above.

(iv) Individual and personal development, though usually this is seen in
the context of individuals fining into societal demands.

These appear to be the main macro-objectives underlying the rapid and
almost universal expansion of educational provision that has occurred
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since the end of the Second World War. They are well represented in the
Irish case as we shall see in the next section — particularly in the rapid
expansion that occurred in sccond-level education from 1967 onwards.

Irish Educational Goeals

The most comprehensive analysis of Irish second-level educational goals
is that by Mulcahy (1981). His detailed analysis shows that the aims of Irish
second-level education, even those of the rapid state initiated educational
expansion after 1967, are not easily discerned. In fact state policy making
shows a general disregard for clarity of goals. The general aims of
secondary education seem to be so taken for granted, or its values so
deeply institutionalised, as not 1o require articulation or justification.

The “Ceneral Education” Model

The dominance of the Grammar/Secondary school model of “general
education” has been so great in Ireland that, up to very recently, the
contents taught within that tradition appeared justified by their mere
mention: Language and Literature, Classics, History and Geography,
General Mathematics, Science, Arts, Religion, etc. The importance of the
educational rhetoric of a liberal “general education” has its origins in the
dominant position of Secondary/Grammar schools in lrish second-level
education. Since this Grammar school model is so elite based - with its
cighteenth and carly nincteenth century origing in educational provision
for a predominantly Protesitant, aristocratic or stable bourgeots class, or
later a growing Catholic, rising bourgeois, elite — the depth of
institutionalisation of this modet can hardly be unexpected. The historical
roots of this tradition in the Protestant English Grammar school tradition
and the equivalent Catholic European tradition has been elucidated by
many writers {see McElligot, 1966; Atkinson, 1969; Hannan with Boyle,
1987). The widely shared values underlying this educational model are so
highly legitimised within the elites dominating the educational system that
they appear to require no rationalisation. Many of the so-called goals of
second-level education then are no more than post-factum rationalisations
for contents already “chosen” by this elite tradition and for reasons that are
not clearly articulated {see¢ Mulcahy, 1981, pp. 51-63). This “general
education” model, however, is expected 1o give:

(i) an all-round general education for tife after school which is aimed
at the general enrichment of the person rather than a preparation
for any specific vocation or skills; the production of persons of
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character, knowledge and culture capable of taking responsible
roles in the society — but designed with the expeclation that these
roles would be at an elevailed level:

(i1} an intellectual, liberal and humanistic general (i.e., non-specialist)
education which is concerned with the production of an “educated
person” in intellect and character, but was generally thought of also
as providing the intellectual and knowledge base for entry o third-
level educauon;

(iii) religious/moral and characier development goals arc also empha-
sised, particularly in the Irish and European Catholic tradition

(Mulcahy, 1981).

Whether, however, the school develops the particular capabilities
necessary for successful enury w adull society is not really asked in this
tradition of educatdion. Rather indeed the role of the Grammar/Secondary
school is to add o the cultivation within the society: the school is not seen
as a societal instrument subordinate to economic or societal
modernisation needs, but rather as an important civilising institution in its
own right. Educational goals here do not come from an analysis of societal
needs but rather are expressions of traditional, and often unexamined,
elite values. In a very real sense these implicit values about a rational and
cultivated life style are to be implemenied in the school, rather than the
school programmes being instrumentally determined by externally given
ends. Since this kind of education was originally designed for the
socialisation of the children of privileged elites or for entry into the
Church — or for the induction of the children of nouveaux riches into that
elite culture - these characteristics of convenuional grammar school
education are hardly unexpected.

The 1960s Reforms

The dominance of this educational wradition was contested by the
reforms of the mid to late 1960s. Two main objectives appear 1o underlie
the rapid expansion of educational provision at that time - the
educational- vocational needs of the rapidly developing econemy, and the
necessity 1o ensure equality of opportunity in educational attainment and
talent development. The obvious inadequacies in the pre-existing system of
cducation, and the dominance of human capital theories in economic
development policy at that time, ensured the significance of economic
goals in education policy. The necessity to correct the obvious imbalance
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between the conventional output of schools and the needs of the rapidly
developing economy were very clearly emphasised. But of almost equal
significance were equality of opportunity values, which were being clearly
emphasised internationally and were being obviously breached by the
glaring social class and regional inequalities in educational provision in
Ireland (Department of Education, fnvestment in Education, 1965, pp. 369-
394). Besides the dominance of economic goals and of equality of
opportunity values another goal, or value, was emphasised: the necessity
to respond positively 10 each individual’s developing abilities and needs
and the maximisation of each individual’s talents (sec Department of
Education, 1969; Craft, 1970). '

Although of secondary significance in terms of status and number of
pupils, Vocational schools were a very important segment of post-primary
cducational provision in the 1960s. These schools had been devetoped
partly to provide continuing education up to 15 or 16: “to continue and
supplement education provided in primary schools” for those not going on
Lo Secondary schools {Vocational Educational Act, 1930). But Vocational
schools had mainly been developed to provide skill relevant education and
training for their local economies: providing a practical education to
“prepare boys and girls who have o start early in life for the occupations
open to them” (Deparunent of Education Technical Branch Meme V.40.
1942). They had, in fact, already been singled out for further development
in a number of Ministerial and government statements preceding the
publication of the Investment in Education report and the subsequent 1967
decisions on educational change (Randles, 1976; Mulcahy, 1981, pp. 19-
23). So besides the general objectives of re-orienting secondary education
away from its elitist roots, educational policy at that time was directed
toward a considerable expansion of Vocational-Technical education
directly retevant to economic needs. And, atlthough the outcomes were not
as expected, the intentions of many of the reforms at that time were
directed toward expanding the practical and Vocational-Technical
provisions of Irish education. The curricular reforms of the late 1960s
included, on an equal basis to the older academic subjects, many Practical-
Vocational courses in the new junior cycle and senior cycle curricula. The
distinctions between the Vocational and Secondary curricula and
examination systems were abolished and senior cycles were ailowed and
rapidly developed in Vocational schools. New Comprehensive schools were
introduced and a clear comprehensivisation strategy for future educational
provision was developed which integrated fully both of the older traditions
in Irish education.
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State Policy: Explicit Curricular Objectives

Clarity of goals is not an obvious virtue in the state’s general policy
documents, even in the 1960s. They are even less clear in the practical state
documents which up to 1990 guided everyday practice in schools: the Rules
and Programmes for Secondary (and Vocational) Schools (1987/88 1o 1983/90).
Since the school leavers’ interviewed in the study left school in the early
1980s the older, pre 1990-91, curriculum is the relevant one.

Some general purposes are spelled out, sometimes in unexpected
places. The Civics syllabus, for instance, which is intended to complement
overall curricular objectives (op. cit., 1987/88 pp. 175-176), does have
some of the most explicit statements on general educational goals:

One of the main purposes of education is training for citizenship.
Education is concerned with the inculcation of virwues and of right
moral principles; with the formation of correct habits and attitudes of
mind and of action, towards oneself, one’s family, onc’s fellowman, one’s
country and towards the world community; with the development of
character and the training of the mind; and with the inculcation of
social virtues and a sense of social and civic responsibility, all issuing
finally in a true regard and solicitude for the common good (p. 175).

These goals of socialisation into expected Civic and Social virtues, and
character and intellectual development have much the same status and
character as many parental value admonitions to children: things that
ideally should be achieved but are given litle practical effect in
programmes of study or in the actual everyday behaviour of schools.
Although schools are obliged, for instance, to teach Civics in the junior
cycle, many schools do not take this obligation seriously and it, or any
equivalent Political and Social Studies course, is rarely taught at senior
cycle level. It is not examined and modern revisions of its outdated syllabus
have not, as yet, been accepted.

The general aims of the “old” Junior Cycle (Intermediate) Curriculum
are bhoth brief and vague. They are stated to be: (i) the provision of a well
balanced “general education”; (ii) the provision of an education suitable
for people leaving full-time education at age 16 and taking up employment
and adult roles; (iii) the provision of an education suitable for more
advanced senior cycle courses. The issue of what a well balanced “general
education” consists is not developed but the fact that preparation for work
and entry Lo “open society” is so emphasised should be noted (Rules and
Programmes for Secondary Schools, 1987/88, pp. 12-14).

The approved course for junior cycle pupils requires instruction in Irish,
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English, Maths, History and Geography, Civics, and at least two other
subjects from a recognised list of 18 other subjects. So this required
curriculum and obligatory subject syllabi clearly indicate the priority of
basic educational goals in literacy and numeracy, a minimum socialisation
into a shared culture and ideology and a knowledge and appreciation of
Irish nationhood and its position - historically, culturally and
geographically — in the modern world. Since only Irish remains an
obligatory subject in the senior cycle — although in practice both English
and Mathematics are also almost universally taken ~ the “foundational”
basic educational, cultural and ideological goals of the junior cycle are very
clearly implied. Two additional subjects are to be taken from a list of more
applied or less value laden subjects: in Science, Continental Languages,
Business Studies, Vocational-Technical subjects, Art and Music, etc. The
aesthetic, the recreadonal or Physical Education, or even the Religious-
Philosophical, goals of education are not given much precedence in state
documents or provision arrangements in education. The influence of the
Churches, and the residues of an historically adapted restricted role for
state involvement in philosophical-moral-religious education can,
therefore, be clearly seen in current policy developments (see Coolahan,
1981; O Buachalla, 1988).

The general aims and purposes of senior cycle education are stated in
equally curt and general terms in The Rules and Programmes for Secondary
Schools: (i) The continuance of “general education” at an advanced level is
presumed. (ii) The preparation for immediate entry 1o “open society” is
explicitly stated. Preparation for work and adult roles generally is given
priority = although it is emphasised that schools do not prepare or certify
direcdy for employment. (iii) Adequate preparation for third-level entry
and courses is required.

Adequate mastery of the required and chosen curriculum, which is state
regulated and which sometimes very clearly sets specific objectives, is
obviously expected and the extent of this mastery is measured by state
examinations. In the various courses’ specifications “knowledge”
acquisition is emphasised: with a stress on both the content, and the
cognitive development associated with the learning of academic contents.
Mastery of abstract theoretical knowledge is a requirement, c¢specially in
the honours courses, and is rewarded in the examinations.

Additionally certain “skills” — cognitive, scientific, manual and technical
— are also emphasised. Laboratory and practical work in the Science and
Technical-Vocational subjects is required and tested in the examinations,
but was not, up to very recent revisions, given high priority. Competence in
the basic educational skills — reading, writing and calculating — are, of
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course, presumed. Besides the requirement for mastery of the normal
reading and writing skills, competence in aural and oral language skills is
also currently emphasised - and examinations now assess this, particularly
in Irish and other second language courses at junior and senior cycle.

Underlying the rules for the provision of Irish language and literature
courses there is a clear ideological rationale: the reproduction and
reinforcement of Irish identity and cultural characteristics. However, these
are not stated explicitly, though they are clearly implied in the
requirement for all pupils to study Irish. The programmes for English,
however, do contain more explicit educational goals. To “think, to speak
and to write correctly”, and the “pupils’ powers of oral expression should
be developed” to “elicit the pupils’ sincere response to their own
experience of life and literature”, are two of the main goals of the junior
cycle English curriculum (Rules and Programmes, 1987/88, p. 33).
Development of the capability o reflect and think through problems —
eliciting and developing the capability to rationalise inital responses to life
experiences, and 1o develop powers of expression and communication
through language mastery — with swudents being encouraged o “speak
articulately, coherently and correcily” (op. cit., pp. 33, 185) is, therefore,
explicitly emphasised in the junior and senior cycle syllabus goals. So,
besides the normal reading, writing and composition skills the
development of the capability to think through issues and the concomitant
ability to express thoughts logically and coherently, both orally and in
writing, are clearly emphasised.

The specification of general educational goals for the Intermediate and
Leaving Certificate courses, as well as the specific subject goals, appears 1o
presume relatively persistent and unavoidable intellectual ability
differences amongst pupils. They also appear to presume equally varying
aptitude differences. For example, “Employers and others wishing to use it
(the Leaving Certificate examination) for selection purposes are advised 1o
institute their own supplementary tests, which should assess aptitude
rather than achievement” (Rules and Programmes, op. cit., p.15).

Although rather short on its analysis of educational goals {Mulcahy,
1981) ~ the White Paper on Educational Development (Depariment of
Education, 1980), does deal with some of the modern dilemmas of post-
compulsory education. It is emphasised that education must ury to meet
both the needs of the individual and the needs of society. These goals ure
o he pursued by providing adequately funded programmes, and equal
educational opportunites, so that each pupil can develop his/her talents
and “potental as a human being” (p. 43): that is, individual developmental
goals are emphasised for all pupils. The school system, however, is also
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expected to provide those “competencies and attitudes nccessary for social,
economic and cultural progress” (p. 43): here the needs of the society are
emphasised. Although the objectives of the senior cycle are manifold;
“among them is the expectation of society that it should provide young
people with the opportunity to prepare for the jobs which are available in
the economy” (Department of Education, White Paper for EFducational
Development, 1980, p. 46). However, it also emphasises that, due to the rapid
rise in participation rates, there are many pupils who leave school after the
Leaving Cerltificate to enter the world of work and “that the present
Leaving Certificate courses are not always of real value to such pupils and
that alternatives are needed” (op. cit., p. 49). This suggests that the
educational system did not then consider itself 10 be successfully achieving
its desired goals for the “bottom” ability-performance fraction of Leaving
Cert pupils; and subsequent curricular reforms have attempted to correct
some of these defects.

These broad educational aims, it is emphasised, cannot be achieved
unless pupils are well schooled in spoken, written and artistic expression,
scientific method, manual dexterity, acceptable forms of social behaviour
and the excrcise of social responsibilities — “These are the prerequisites for
personal fulfilment, for good citizenship, for the creative use of leisure, for
further education and for vocational adaptability” (Ibid.,p. 49). Thus
education is expected to satisfy both the developmental needs of the
individual, while at the same time providing for the needs of the
developing cconomy, polity and rapidly changing society.

The New Curriculum

The broad aims of the new Junior Certificate programme introduced
first in 1989/90 are very similar to those already described for the old
Intermediate Certificate course. The main differences are in the content of
the curriculum, the suggested methods of teaching the course, and the
examination system: having more to do with the methods of achieving the
objectives rather than any significant change in the latter. The curriculum
is broader and is specifically designed (o cater for a wider ability/aptitude
range. It is less academically dominated, more integrated -~ in the
Bernstein (1971) sense — more experiential, and is more explicily linked
in the first year to the “pupil based” primary school curriculum. It is
intended also to use broader and more continuous methods of assessment.

The new programme integrates the old Group and Intermediate
Certificate courses and examinations - so as to overcome the clear status
distinctions between pupils of different ability/aptitude ranges and social
backgrounds that characterised the older dual system. (See Deparunent of
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Education, 1989, A Guide for the funior Certificate, pp. 8, 12, 13, 19).
There appear to be four major innovations in its inwroduction:

(i) There is a greater breadth and depth to the curriculum. All
subjects are taught at two levels, and a number are taught at three.
This is explicitly designed o cope with the wider ability/aptitude
range that has occurred as most of the cohort not only complete
Junior cycle but even the senior cycle. So this change should not
only allow for greater differences in ability and aptitude but also
help 10 maximise achievement across a range of subjects and
abilities/aptitudes, and minimise failure rates amongst the lower
achieving pupils (op., cit, pp. 18-19).

(i) The syllabi are based more on an “integrated” and more
experiential approach than the older academic and subject based
approach; with linkage between subjects being emphasised (Ibid,
p-18). It is also explicitly more integrated with the pupil - centred
primary school curriculum (lbid. p.19).

(iii) Like the older programme, however, the new one retains priority
on a “well balanced general education”.

(iv) Examinations are to allow for a greater extent of teacher
(continuous) assessment, and 1o be more widely based on projects
and practicals, with more oral and aural tests, etc (Ibid, p.23).

These current and proposed changes in the junior cycle curriculum and
examination system are of no immediate relevance to the post-school
experiences and assessments of the school leavers who were interviewed
for this study, however, since they had completed their second-level
education by May 1982. In the conclusions, however, the relevance of these
educational changes will be considered in detail.

Conclusion

Having reviewed the evidence, therefore, there appear o be 9 broad
objectives of Irish second-level education which are either presumed,
explicitly stated, or clearly implied in the main state educational policy
documents. Although not mutually exclusive these objectives, or general
motivating values, of Irish second-level education are sufficiently different
as 1o require separate reatment:
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(i) A broad general education which is concerned with the all round

development of the person intellectually, personally and socially.

(i) Mastery of the basic, conventional, educationally developed,

knowledge and skills — the “3Rs”.

(iii) Cognitive and intellectual development.

(iv) Ideological and Culwral objectives.

(v) Vocational preparation for adult work roles — particularly

emphasised in the Vocational school programmes.

(vi) Personal and Social Development.

(vii) Civics and general “political” education for life in modern societies.

(viii) Religious, moral, and character development.

(ix) Preparation for enury to third-level education, which is clearly

stated as a goal of senior cycle education.

Of these 9 “objectives”, or values, of Irish second- level education the
extent to which school leavers believed that 6 of the more applied of them
had been successfully achieved in their own education is examined in this
study:

1: Basic Educational Goals: basic literacy and numeracy skills.

2: Inteilectual and Cognitive Development Goals.

8. Personal and Social Development Goals.

4: Preparation for Entry to the World of Work.

5: Preparation for Entry 1o other Adult'Roles: Particularly Sex Roles and

Political and Civic Roles.
6: Preparation for Third-level Entry.

Because of resource constraints the other 3 objectives mentioned above
were not covered.

Interviews were carried out with a large national sample of school
leavers in late 1987 about their views and assessments of the adequacy of
their education. By then most of them had spent at least 5 years in the
labour force. The majority had been employed for some time and over half
had established independent residences, with a small minority married.
The transition to full independent adult status, in other words, was in most
cases very well established. They were asked to assess the extent to which
their education had adequately prepared them for adult life on each of the
chosen 6 educational preparation dimensions.

There are at least four general sources of variation in the level of
satisfaction of school leavers with their education: their own expectations
for education — what it is they want out of it; institutional differences in
educational objectives and the nature of the education supplied,
particularly between Vocational, Secondary and Comprehensive schools
(i.e. the nature of supply); how well individual schools met expectations -
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the effectiveness of supply; and the outcomes of education - particularly
success or failure in the labour market. The first 3 refer to schooling
experience per se and expectations for it. The fourth refers to post-school
experiences retrospectively affecting judgements.

Two major Irish studies of educational values and expectations amongst
pupils, teachers and parents have been carried out since the early 1970s
(Raven et al, 1975, Madaus et al, 1979). Although the Raven et al (1975)
study showed high consensus on some educational objectives, it also
showed considerable variation in both teachers’ and young people’s
priorities. The Madaus et al., (1979) study also indicated significant
variation in parental educational goals and priorities.

In Raven et al’s (1975) study conventional educational goals, such as
basic education (the “3 Rs™) and certain aspects of intellectual and
cognitive development including their attitudinal and behavioural
correlates — like independence of thought and action, personal and social
development and moral and characier development goals — had over 80
per cent priority. The development of a critical and sceptical inwelligence, a
critical cultural and philosophical education, and direct vocational
preparation goals, or the development of practical skills for after-school life
did not, however, have equally high priority (Raven, et af 1975, Vol. 1, p.
13). In teachers’ actual experience of teaching priorities the
preoccupation with examination success tended 1o dominate. So, provision
of a wide academic education and development of setf-motivated
characteristics, like initative and independence, were felt to be amongst
the least well auained gouls in education (op. cit, p. 34). As {or pupils’
expectlations, inteltectual and cognitive development and associaied
atvtitudinal and personal development (independence and setf-confidence)
goals, and vocational and characier development goals, had the highest
priority; but examination preparation loomed very large in their
preoccupations also. Satisfaction was more pronounced with the
conventional educational goals, but was much lower for vocational and
personal development goals (Raven et al., Vol. 2, 1975, p. 6).

The research by Madaus et al, (1979) showed that “basic education” and
general “scholastic” education had a high priority, and relatively high
satisfaction rating, amongst the general public; and these priorities
appeared to conform closely to those of teachers’. Personal and social
development goals were given a high priority but low achievement; and
cultural and aesthetic educauon, although with a lower priority, had even
lower satisfaction scores. Vocational preparation with a higher priority and
satisfaction than culwural, aesthetic or personal development goals, had stilt
a low satisfaction rating — with less than 50 per cent being satisfied that
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school emphasis was right.

Dissatisfaction with schooling was higher amongst the more poorly
educated, and amongst working class and farm respondents. The relative
importance of goals sought - such as higher education or basic education
— varied by social group and this variation had a major influence on
satisfaction levels. The third-level educated were less satisfied with the
former and the poorly educated with the latter. Dissatisfaction with
aesthetic education is most marked amongst the middle class and beuer
educated. Although general dissatisfaction with school practice is most
marked among the better educated middle class, dissatisfaction specifically
with their own education was clearly most marked amongst the more
poorly educated. So expectations and satisfactions varied systematically by
social class and educational level. There were, however, certain deviations
from this - those with Group Certificate qualifications particularly were, in
many respects, similar to the most highly educated in their level of
satisfaction. Though different in their emphases on objectives, particularly
schools’ (over)emphasis on scholastic and vocational goals, both groups
tended to be amongst the most satisfied clients (Madaus, et al, 1979).

Toward Hypotheses
Given this evidence about clients’ educational objectives and satisfactions,
as well as the significant changes that have occurred in educational
participation and labour market outcomes since the 1970s, the following
hypotheses are proposed;

- The conventional basic educational goals, and associated cognitive and
attitudinal development goals are expected to have the highest priority
and highest satisfaction ratings.

— Personal, social and character development goals are equally likely to be
given high priority, but are expected Lo have much lower tevels of
sausfacuon.

— Given the current saliency and difficullies in employment, vocatonal
preparation goals are now likely to be far more significant than in the
early to mid-1970s; but are even more likely now to have low levels of
client satsfaction.

— Satisfaction is likely to be positively correlated with level of education
achieved, but is also likely to be responsive to the type of education
received - these with Group Certificate and Tech nical-Vocational
qualifications are also likely to be hightly satisfied. (See Madaus & al.,
1979.)

- The social and cultural background of pupils’ families, particularly their
social class background, is likely not only to influence schooling type
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and level but is also likely to affect priority in educational objectives and
level of satisfaction. Priority on elite academic goals, and level of
dissatisfaction with their achievement is likely to be most marked
amongst the middle class (and beuer educated). Priority on practical
vocational goals and dissatisfaction with their auainment is likely to be
most marked amongst those from working class origins.

There is, therefore, considerable variation in satisfaction among schootl
leavers, Why this is so nceds to be examined. Besides the actual extent to
which, and the effectiveness with which, schools actually provided relevant
programmes, there are other factors which influence school leavers’
assessmentis of the quality of their ectucation.

We have already identified 4 general sources of variation in school
leavers’ satisfaction with education. These were: (i) school leavers’ own
objectives for, and expectations about, education (mainly the influence of
social class, gender and remoteness on these expectations); (ii) institutional
differences in educational objectives and provision - mainly the effects of
different school types on school philosophy and provision, as we lack
information on the individual school's goals, values, etc.; (iii} the extent to
which individuals attain, or schools meet, "normal” educational objectives -
particutarly in the level of education achieved, and the subject “track”
taken; (iv)} the outcomes of education as experienced by school leavers —
mainly their labour market histories.

These various influences on school leavers’ attitudes 1o education are
illustrated in Figure 1.1 which represents a crude model of the hypothesised
relationships.

Two main types of “intervening variables” are likely to structure school
leavers’ evaluations of, or satisfaction with, their schooling: the level and
type of expectations held for education, and the level, type and quality of
education. Although highly intercorrelated these variables are besi
thought of as separate. The higher the level of education achieved, and the
more relevant the “curricular track” is 1o outcomes being evaluated, the
more likely it becomes that school leavers are satisfied with their
education. So the adequacy of “work preparation” is more likely o be
highly evaluated by the more highly qualified and the more vocationally
educated. On the other hand, early school leavers, or those with poor
qualifications, are likely to be amongst the most dissatisfied.

As well as level of education atiained, the subject “wrack” chosen or
allocated to is likely to have imporiant effects on satisfaction. The most
satisfactory are likely to be Vocational and Academic “tracks”, while
allocation to a Pass level, general, track is likely 10 be very unsatisfactory.

Allocation to, or choice of, “tracks”, as well as leve! of education
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attained, is also highly correlated with school type: Vocational, Secondary,
and Comprehensive/Community.

These different schools vary systematically in their educational
objectives, schooling practices and in the social class, gender and ability
characteristic of their pupil intakes (Hannan with Boyle, 1987, pp. 25-67:
Hannan, Breen et al.,, 1983, pp. 80-114). Vocational schools place a high
priority on pragimatic, instrumental and vocational goals, and less emphasis
on personal and social development goals — particularly compared to
Comprehensive schools, girls’ Secondary schools, and schools catering for
middle to upper middle class pupils. Intellectual development and
personal development are linked and equally emphasised goals in schools
catering primarily for middle class pupils; with significantly less emphasis
on immediate vocational preparation goals. The median social class
characteristics of a pupil body is highly correlated with these schooling
priorities. Almost 60 per cent of schools catering mainly for working class
pupils have pronounced pragmatic/instrumental and vocational goals,
compared to less than 10 per cent of schools with predominantly middle
class clients {Hannan with Boyle, 1987, pp. 60-65).

The differentially “chartered” origins of the three school types, and of
the different religious orders running our Secondary schools, as well as the
predominant gender and social class and ability characteristics of their
pupils — and their likely or expected social destinations — have substantial
effects on schooling objectives and on schooling practice. So, both the
expectations and the experience of schooling, and the “quality” of the
education received, is likely to vary systematically by school type auended.

Allocation to, or choice of, school type is also highly dependent on
certain social background factors — social class, gender, and rural-urban
origins {Hannan with Boyle, 1987, pp. 25-67). Most of the probable effects
of such social background factors are likely to be mediated through
“school type”, educational level and curricular track; though the type and
level of respondents’ educational expeciations are also likely to be
independently influenced by such social background variables. In
particular gender is likely to be an independent influence on some
attitudes — males still appear more likely to be preoccupied about
“preparation for work” and less about “personal and social development”,
But both type and level of such educational expectations are likely to be
influenced by many other unmeasured factors.

Besides educational type and level, and the relevant background effects,
subsequent employment history and occupational attainment are likely to
have some independent influences on schooling assessments. A successful
employment history is expected 1o be positively correlated with educational
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assessments: i.c., some post-factum “praise” or “blame” being assigned to

schooling due o success or lailure in the labour market. The main effects,

however, are hypothesised to be educational.

A number of factors are, therefore, likely to differentially influence the
dimensions of educational satisfaction - particularly social background,
school type and subject track. Middle class pupils are likely to concentrate
on, and be more satisfied with, the Academic/Intellectual aspects of
education; while working class students are likely to emphasise and be
more satisfied with the Vocational/Technical aspects of their education.
This applies particularly among boys. Girls are concentrated in more
“generalist” streams (and therefore are likely to be less satisfied); but, on
the other hand, are given more attention in personal and social
development. The interaction benween class, gender and school wpe (i.c.,
Vocational, Community/Comprechensive or Secondary) can be
hypothesised as follows:

- School leavers from Vocational schools and Comprehensive schools,
particularly those with successful labour market careers, are likely to be
most satisfied with the vocational and educationally instrumental
objectives of their education. This is likely to hold for all levels of
educational attainment.

~ School leavers from Secondary schools, particularly those from schools
with predominantly middle class clients, are likely 1o both emphasise
and to be most satisfied with the academic/intellectual goals of
education.

- Those school leavers, therefore, who had auended Secondary schools
and had taken a Pass level, “general educational” curricular track, are
likely to be most dissatisfied with their schooling. Their achievements
are neither valued within the predominant ethos of their schools nor
have been of any great advantage outside.

— Boys in the Vocational-Technical tracks, and all those in the Academic-
Honours “tracks”, are most likely to be satisfied: most people in these
“tracks” are likely to have taken courses that correspond to their
expectations and to have been in schools that valued these courses.

- Personal and social development goals will be most emphasised in
predominantly middle class schools, particularly in girls’ schools.
Dissatsfaction with such education is likely to be most marked amongst
academically educated boys — with high expectations and poor
provision.




Chapter 2

DECLINING LABOUR MARKET OPPORTUNITIES AND THE INCREASING
RELEVANCE OF EDUCATIONAL QUALIFICATIONS

Introduction

Rapidly growing youth unemployment over the 1980s led 10 substantial
changes in state policies in west European countries (OECD, 1088, 1989).
In Britain increased participation in schools, and subsanual expansion in
state training and work experience schemes were developed to cope both
with rapidly rising youth unemployment rates but also with public and
political dissatisfaction with previous education and training programmes
(Gleeson, 1985; Finn, 1986; Young, 1987). In Scouand, for instance, a
country with a very similar education system to Ireland, while school
leavers” unemployment levels grew only from 11 10 17 per cent between
1977 and 1987, participation of school leavers in state training and work
experience schemes grew from 4 to 27 per cent and participation in
further education grew from 20 to 30 per cent of school leavers (Ralfe,
1988). So, while employment was the dominant status of school leavers (for
over 80 per cent) in the late 1970s it was clearly a minority (less than 30
per cent) status by 1987 (Raffe, 1988). As we shall see below the Irish case
almost completely replicates that of Scotland.

To some extent, however, school leavers” employment or unem ployment
rates in their first year out of school misrepresents the true employment
situation for young people from the mid-1980s onwards, particularly as
employment generally started 1o increase in Britain. The employment
preparation functions of state training schemes such as the Youth Training
Schemes (YTS) have grown substantially in the past decade. In the late
1980s more than half of the young people entering the Scouish labour
force for the first time, for instance, came from YTS schemes. So while in
the carlier period such schemes were mainly directed oward “looking after
the poorly qualified” by the late 1980s they had acquired much wider
significance in pre-employment induction (Raffe, 1983, 1988). In The
Netherlands too, the rise in post-compulsory vocational education is seen
as a reflection of the lack of available jobs for young people. There was, for
instance, a 12 per cent decrease between 1980 and 1985 in those who
finished education at 16 years (The Netherlands Social and Cultural Report,
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1988, p. 162). In Ireland also both the growth in third level and other post-
second level education and training programmes, as well as substantial
expansion in shorter-term training and work experience schemes, has
meant a significant postponement in labour market entry over the 1980s -
most of it probably a once-off effect aithough having permanent
consequences.

One of the paradoxes of growing unemployment levels has been an
increase in the significance of educational and training qualifications in
employment decisions and expectations. This growing significance of
qualifications cannot, in the main, have been due to an increase in the
need for improved quality of intake — since both the number of jobs and,
in some respects, the “quality” of jobs for school leavers had actually
declined up to very recently (see Breen, 1984; Hannan, 1986). As the
OECD Employment Outlook points out, this increasing emphasis on entry
qualifications is unusual also in that a significant acceleration in
technological change renders specific occupational qualifications obsolete
more quickly (July 1989, p. 81). What appears to have occurred is that
since employers use qualifications and certification to select likely
candidates amongst applicants for jobs - in the belief that such educational
qualifications, particularly the more generic ones, index both a measure of
“general ability” and a more general personal(ity) suitability for jobs — as
overall empioyment opportunities declined so certification requirements
correspondingly increased (see Raife, 1983). In additon increasing rates
of on-the-job training and retraining may mean also that employers use
such school cerdfication as indicators of potential for such constant
retraining. However, this is likely to hold only for a subset of occupations.

Waus (1985) and Bills (1988) maintain that in Britain and the US
respectively, because educational qualifications are now almost universally
used as “tickets” to employment, and level of qualification is constantly
increasing, many workers are overqualified and their skills are not being
used. Similarly Levy-Leboyer (1980) found some evidence that enury into
the French labour market is equally marked by “overqualification” - i.e., an
accumulation of educational and training qualifications, which did not
necessarily mean an increased capacity to do a particular job. In The
Netherlands also, the increased competition in the youth labour market
has increased the pressure for more and more qualifications (The
Netherlands Social and Cultural Report, 1988). Breen (1984) and Hannan
(1986) have clearly shown the extent of such “qualification inflation” for
[rish school leavers over the early 1980s as young people (particularly
males) “traded down” the occupational status scale in order to get jobs.
The cffect of this was to cffectively push those without any qualifications
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out of employment altogether as the unskilled manual or service jobs
previously available 1o them were now being taken up by the beuter
qualified. OECD Reports point out also that the growing importance of
qualifications has had detrimental effects on those with the lowest levels of
avtainment as differences in unemployment rates by level of attainment
have widened considerably (OECD Employment Outlook, July 1989).

Combined with growing third-level entry enrolments and expecilations
this increasing occupationally extrinsic value of educational certifications
is, therefore, likely to have had increased motivational and social conurol
effects within schools: perhaps the main reasons influencing the growth in
senior cycle participation. Both instructional and learning processes within
schools are likely to have been strongly affected by such an increasingly
extrinsic reward environment. As a result reforms, which are based on
improving the intrinsic reward system, like the new junior Certificate
Programme, may be found difficult to operationalise successfully when
there has been an increasing perception that only the final examination
results matter. Similar apprehensions have been expressed in The
Netherlands, where they have intreduced a new “Foundation curriculum”
which is remarkably similar 1o the new Junior Certificate. They anticipate
problems with its implementation if secondary schools continue to use the
first three years (when the foundation curriculum will apply) to prepare
pupils for progression to the later stages of their education in the same way
and with the same expectations as they do now (The Netherlands Social and
Cultural Report, 1988, p. 179).

Besides the coercive educational effects of such increasing certification or
qualification pressures it is likely also that both educational and labour
market inequalities grew with unemployment levels (see Raffe, 1983, 1986;
Breen, 1984). As the “tightening bond” between education and employment
grew so 100 should the relative importance of differences amongst students’
families in the economic and cultural capital which facilitate academic
performance. A great deal of recent research supports the continuing
importance of such home background factors in educational attainment
{Etzioni-Halevy, 1987; De Graaf, 1988; Furth, OECD, 1988). The rapid
change in job markets in OECD countries has increased the value of
knowledgeable educational and vocational choices; so that students (and
families) who know of and choose strategics valued by employers fare better
and, therefore, differences in access to, as well as quality of use of, such
information increases educational inequality. Less privileged young people
tend to be left behind by those who have “the experience and the social
capital” 10 adopt strategies and use information that ensure their dominance
in the more valuable courses (Furth, OECD, 1988, p. 13).
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In the following analysis we first examine the changing educational,
training and labour market circumstances of school leavers from 1979 to
1988. Having established the overall economic context within which they
acted, subsequent sections of the chapter then examine in detail the
educational, training and work experience of the 1981/82 school leaving
cohort over the first 5/6 years of their post-school life. The relationship
between educational and labour market experiences is analysed later in
Chapters 4 and 5.

The Department of Labour’s School Leavers’ Surveys provide the data for
our analyses in this chapter {Department of Labour, Economic Status of
School Leavers, annual surveys). The 1978-79 cohort was the first school
leaver group to be surveyed since this became an annual survey. Almost a
full year is allowed to elapse after the school leavers have left second-level
schools before they are interviewed. This allows a more settled picture to
emerge of their labour market experiences or their persistence in further
education. The sample is a stratified, random, two stage, sample of all post-
primary schools and of all leavers from these schools. The sample size is of
around 2,000 school leavers annually. The response rates for the school
leaver surveys have been very high, and the very low refusal rate (less than
1 per cent} is a distinctive feature of the survey. The sample of schools is
selected randomly from the Department of Education’s list of post-primary
schools and is stratified by school type, location, sex mix and size of school.
The sample of pupils is further stratified by the level at which they left
school. {For a more complete account of how the survey is conducted, the
reader should consuit Breen, Whelan and Costigan, 1986.)

Schooling and Work in Ireland 198(-1989

As can be clearly seen from Figure 2.1 below (and Appendix Table A2.1)
employment opportunities for school leavers declined substantially in the
1980s — falling from an estimated 43,000 in jobs in 1980 to 25,000 in 1985
and stabilising around 28,000 between 1986 to 1989. Figure 2.1
dramatically illustrates both the rapidly declining employment of school
leavers between 1980 and 1985; and equally dramatic unemployment
growth. These trends occurred despite the decline in the number of
school leavers entering the labour market, due mainly to significant
increases in the retention rate of older pupils in schools as well as growth
in entry to third-level colleges. As a result the number of school leavers
entering the labour market declined by almost 6,000 between 1980 and
1985. Despite this decline in labour supply however the unemployment
rate almost quadrupled between 1980 (10.5%) and 1985 (41%), but has
declined since then.
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"Figure 2.1: Cumulative Percentage Graph of the Employment
Status of School Leavers in May of Year after
leaving Second-Level Education: 1980-1989 .
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Besides the increasing retention of older pupils in second-level schools -
partly the result of the newly introduced VPT! courses, there was also a
significant increase in post-second-level educational participation: from 20
to 26 per cent of school leavers.

While unemployment peaked in 1985 (with 29 per cent of school leavers
either seeking a first job or having lost a job ~ see Table A2.1) its value as
an indicator of overall employment opportunities for potential school
leavers declined progressively over the decade. This is clearly indicated by
the declining numbers entering the Irish labour market directly from
school, even though the total number of leavers was actually greater in
1988/89 than it was in 1980/81. There is an estimated decline from
47/48,000 in the labour force in 1980/81 10 39/41,000 in 1988/89. There
are three factors accounting for that decline. (i} In the initial period up to
1985 it is pardy due to an increased retention of eenagers in second-level
schools. (ii) There was also a substanual increase in participation in third
level and other full-time education and training courses — from an
estimated 20/24 per cent of school leavers in 1980/81 1o 31/32 per centin
1988/89. (iii) And finally there is a substantial growth in emigration from
1987 onwards. In fact, if one combines the percentage unemployed and
the percentage emigrated, it has remained almost constant at between 26-
32 per cent since 1983,

These trends, however, suggest too pessimistic a view of the youth labour
market in Ireland in recent years because there has been a significant
increase in the proportions postponing entry to the labour force until they
had 1aken some post-second-level education or training. As can be seen the
proportions going on to become full-time students (mostly, though not
exclusively, in third-level colleges) increased from 20-24 per cent of the
1980/81 school leaving cohorts 10 31-32 per cent of the 1988/89 cohorts.
The number entering third-level colleges is estimated to have increased
from 13,400 in 1980/81 to 17,200 in 1986, and has continued to increase
up to 1989. At the same time participation in full-time FAS/CERT
(Training and Employment Authority/the State Tourism Training Agency)
and other related training programmes more than doubled between
1980/81 and 1985, and has continued since then (Brecen, Whelan and
Cosuigan, 1986, pp. 94-107).

So both conventional third-level education - particularly technological
education - and provision of FAS/CERT and other related full-time
education wraining expanded considerably over the 1980s (See Breen,

! Vocational Preparation and Training courses offered fulltime both for postjunior cycle
and post-Leaving Certilicate students from the mid-1980s enwards.
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Whelan and Costigan, 1986). This expansion is more obvious for males
than females, because of a compensating substantial decline in induction
into teacher training and nursing for the lauer over that period. Of course
third-level education is almost exclusively confined to those who
successfully completed second level, while full-time training with
FAS/CERT, etc., is much more characteristic of those leaving at an earlier
stage of education.

The school leavers whose post-school progress is examined in detail in
the following sections and later in Chapters 4 to 8, therefore, entered a
rapidly deteriorating labour market situation in 1982-1983 as can be seen
from Figure 2.1. As it worsened schools and pupils reacted by considerably
expanding provision and participation. This is clearly indicated in the
following section. Post school education and training provision also
changed markedly as will be seen in later sections.

Crowing Unemployment and Participation Increases

Like many other OECD countries, but particularly akin to Britain, both
school participation rates and subsequent continuing education and
training levels increased rapidly over the 1980s. Figure 2.2 below clearly
shows the rapid growth in senior cycle participation and completion raies
over the 1980s. The total outflow declined by almost 10 per cent up 1o the
mid-1980s as potential school leavers posiponed their exit from school -
mainly to stay on to complete senior cycle. In addition, however, there was
a significant expansion in post-juniorcycle Vocational preparation courses.
For example the number of pupils taking Vocational, Technical, Secretarial
and other related courses in schools increased by over 50 per cent (from
13,000 1o 21,000) between 1980 and 1986 (Deparument of Education,
Statistical Reports, 1980, 1986).

The total outflow from schools declined from an estimated 64/65,000 in
1979/80 1o 61/62,000 in 1981/82, but then started 1o increase again o a
maximum outflow of up to 68,000 in 1987/88. As a percentage of the
relevant single year (average) age group, within the 15-18 age group, the
outflow declined from an estimated 99 per cent of the potential cohort in
1979/80 to 91 per cent in 1980/82, but grew again 1o 98 per cent by
1986/88. (See Appendix Table A2.2)) The outflow decline, in other words,
was due completely to increased retention within second-level schools as
the actual cohort size (potential outflow) increased by over 1,000 in the
interim. This declining outflow is clearly illustrated in Figure 2.2 (topmost
line).

Within second-level schools the increased participation was almost
equally distributed in 2 categories; (i) increased participation in the senior
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Figure 2.2: Changes in the QOutflow from Schools

and Changes in Qualification Leveis of

School Leavers 1980-1989 by Gender
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"cycle general education stream leading to the Leaving Certificate
qualification; or (ii) in the considerably expanded provision of alternative
Commercial/Vocational courses or the new Vocational Preparation and
Training (VPT) programmes introduced in the mid-1980s. These latter
programmes have mainly concentrated on Post-Group or Post-inter Cert
pupils.

The increasing participation in senior cycle Academic type courses is
clearly illustrated in Figure 2.2 (sce also Appendix Table A2.3). As a result
the average level of educational qualification of the school leaving cohort
increased markedly over the decade: from 60/61 per cent of all school
leavers having completed the Leaving Certificate in 1980/81 to 71 per cent
by 1987/88.

Although their actual level of qualification remains lower throughout,
this increase in qualification level is most marked for males - from 51 1o 65
per cent with some Leaving Certificate qualifications. This is a much fasier
rate of growth than amongst females — who were already, however, at a very
high rate (70 per cent) of second level completion by 1980/81.

To compensate for this growth at senior cycle level the proportions
leaving school with only a junior cycle qualification (i.e. Group or Inter
Cert level) have shown a comparable decline - again particularly for males.
But, since 1982, the proportion of those dropping out early, before
completing the junior cycle course, or without taking any examination, has
remained stubbornly fixed at 7 to 9 per cent for males and 6 to 8 per cent
for females; although the total rate has shown some decline from around 9
per cent for 1980/81 to 6-7 per cent for 1986/88. In general, however,
growth in participation appears to be limited o those type of students who
previously had been content with junior cycle qualifications.

In conclusion, therefore, the level of higher qualifications increased
markedly over the 10 years: from around 60/61 per cent of leavers taking
the Leaving Certificate in 1980/81 to 70/72 per centin 1988/89. with liule
change, however, in the proportion leaving without any qualification.
There appears to be about 5,000 leavers in both the 1980/81 and 1984/85
surveys leaving without any qualification, though these are estimated 1o
have dropped to between 4,100 10 4,400 in the 1988 and 1989 Surveys.

This estimated decline in early leavers is proportionally more marked
amongst males — from around 10 to 7 per cent, but is still higher than the
female rate of 6 per cent in 1989. Equally the decline in those leaving with
Junior certificate qualification is more marked for males — from 37/40 per
cent to 28 per cent for males, and from 21/24 per cent 1o 17/19 per cent
for females. Obviously increased labour market pressure, combined with
the greater leeway available 1o them in any case, has meant that males
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disproportionately increased participation rates.

This remarkable participation rate increase, within the normal senior
cycle Academic courses — 1o over 3 out of 4 females or 2 out of 3 males,
means that both have now almost a 50 per cent higher rate of completion
of second-level education compared to Scotland, Northern Ireland or
England and Wales (See Raffe, 1989). However, most of this increase
appears to be at a “general” rather than an achieved honours (3+)
academic level. The equivalent (honours) courses for “A levels™ and the
Scottish “Highers” generally take one year longer to complete than the
Leaving Certificate but, with suitable adjustments at honours level, can be
taken as roughly equivalent examinations. The following table gives
roughly equivalent figures for Ireland and the UK countries. At the upper
academic levels Irish attainments appear to be roughly equal to those of
Scotland and Northern Ireland and are higher than England and Wales.
The proportions completing a somewhat lower level “general course” of 5
years’ duration or more is substantially greater than in any of the UK
countries. At the other extreme the proportion leaving without any
qualification is somewhat higher than England but is substantially lower
than Scotland or Northern Ireland.

Table 2.1: Estimated Second-Level Completion Rates

Certificate Scotland*  Ingland* Wales*  N.heland*  Ireland**
FLevel 1986/7 1986/7 1986/7 1986/7 1986/7
Per Cent
{1} % Passing 3 or
more “Highers™ 23 - - - -
(4+)

{2} % Completing 2 or
more “A Levels™ 14 13 20 -

(3} % Passing Leaving
Cert. {5 or more,

passing,D grades): - - - - 66

(4) % Geuing 4 or more
honours (C+) at
Leaving Cert. level: - - - - 16

(5) Percentage with No quals
or No graded results 19 9 16 20 13

*  Sources: McPherson, 1989; Centre for Educational Sociology (CES}, 1989; HMSO,
Regional Trends, 24, 1989, p. 104
** Source: Estimated from 1988/89 School Leavers Survey Report.
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Irish second-level education then compares favourably with Scottish and
Northern Irish education at higher levels and more than favourably with
England and Wales; at least as measured by advanced level public
examination results. And at the lower “failure” or “drop-oul” level the Irish
rates are again relatively favourable — except for the English figures.

Besides significant differences in the nature and timing of our
examinations, three other important underlying economic and culwral
processes are at work: our higher youth unemployment rates which have
led o significant “qualification inflation™; the higher proportions going on
to third level — perhaps also indicating an institutional and popular
response to the search for economic and occupational success; and finally
the much greater significance in popular and public authority
consciousness, in a much less developed economy, of the role of education
in personal and national economic success. Whatever the reason, however,
there is no doubt that educational certification has considerably increased
over the past decade.

Having described the overall picture of changing education, training
and labour market trends among young people over the past decade in the
rest of the chapter we examine these trends in more detail. We first look at
the situation of school leavers after one year out of school and suggest
some conclusions on the basis of these data. However we then go on to
examine the school leavers’ position up to 3 years after leaving school and
then up to 5 years after school. At each of these three sample points we
examine both the extent and the wype of post-school education or training
undertaken and relate these in particular to school leavers’ original
qualifications. In this way we hope to elaborate on the nawure of the
relationship between original post-primary school qualifications and laer
education and labour market outcomes. We conclude the chapter with an
examination of the role of part-time education over all 3 time-periods and
give a summary of the various career paths of school leavers into further
training and/or the labour market.

Post-School Training and Original Qualification

Year Following School

Since the late 1970s both within-school (VPT) and post-school training
has expanded enormously. Previously such training had been closely
linked to waditonal apprenticeship, or to commercial (business type
shorthand and typing) training. But growing youth unemployment,
particularly, led to a rapid expansion in training - some of it, in fact,
directly concerned with unemployment reduction. The following table
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details the extent of such training received by the 1982 school leavers
surveyed, within one year of their leaving school, by May 1983.

First, those leaving without any qualifications received no such in-school
training. Secondly, substantial in-school vocational preparation type
training courses were provided for those who left school upon completing
the Group or Intermediate Certificate: for 14 per cent of all those who left
with a Group Certificate and 18 per cent of those who left after the
Intermediate Certificate. The proportions taking such courses increases
substantially — to 44 per cent for those leaving in the pre-Leaving Cert year.
This declines to 9 per cent of those with a Leaving Cert. Most of these
courses were of a “commercial” or business studies nature. So within-school
vocational training is more concentrated amongst those with junior
certificate qualifications - mainly the Inter Cert, though almost 60 per cent
of those taking such courses had the Leaving Cert.

Table 2.2: School and Post-School Training Recetved by School Leavers (1981/2) up to one year
Following their School 1eaving: Percenlage of Each Educational Level Tuking the Relevant Courses

Level of Education Attained in Second Level

i 2 3 4 3
Training No Croup Inter Post Leauving
Courses Quals Cert Cert Inter Cert Total
(N) (135) (126) (181) {130) (1,055) (1,644)%

%
(1) Percentage who had
taken addidonal
Vocational Courses while
in Second Level - 14.4 - 435 8.9 10.3

(2) Percentage who ook a
FAS/NMS training
course/schemes in
year following school 13.5 26.6 24.4 26.6 19.1 20.2

(3) Percentage who took
any post-sec. level
Vocational or Training .
course (FAS/CERT/
Teagasc.cte.): 14.6 33.2 35.3 33.4 26.2 27.2

(4) Percentage who took
any within-school or
Past-School Training
Course 14.6 41.5 35.3 64.5 31.5 33,7

* Numbers do not always add up across the rows 1o equal the toal in right hand column
because of differing missing values on variables.
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During the year following school leaving, however, participation in
official state provided training and work experience programmes doubled -
from 10 per cent of school leavers in the year preceding their departure 10
20 per cent in the year following it: specific vocational training and work
experience programmes being roughly equal in coverage. And, where in-
school training had been directed 1o those who left after junior cycle
examinations, post-school training was much more widely spread -
although the very early school leavers were much less likely than others to
be involved. If we include all forms of post-school training irrespective of
funding source or provider, the total proportion who had taken any such
course increases to 27 per cent — though this increase is minimal for those
with no qualifications. So, if we include all forms of in-school and out-of-
school training, it increases progressively and substantially by level of
education — from 15 per cent of those leaving without any qualification to
over half of those leaving after Inter Cert or Leaving Certificate exams,
excluding from the latter those going on to third-level education. So some
type of training or work experience had become normal {or senior cycle
school leavers, while this héld for only a small minority of very early leavers.
Clearly training has not operated 10 correct for educational disadvantage
for this cohort of school leavers. To a large extent this bias appears to have
been corrected for in later post-school training programmes (see Appendix
Table A2.4), where in subsequent years these programmes have become
increasingly directed towards the more poorly educated.

Post-school education

For almost all school teavers there was very little evidence of any
“second-chance” (second-level) education in their first year out. Almost all
of those who wished to improve their grades or qualifications had sayed
on full time in schools. The transition from second-level education was
abrupt and final for almost everyone. Less than | per cent of school lcavers
took any second-level course in their first year out of school which might
lead to an improvement in qualifications, and all of these had taken the
Leaving Cert or had some pre-Leaving Cert qualifications.

Almost a quarter of all school leavers (22%) went on 1o atiend full-ime
third-level courses. (See Table 2.3). Almost all of these had previously
completed their Leaving/Matriculation examination. A small number of
carlier leavers, however, were attending full-time vocational courses
(mainly apprenticeship, etc.)} in Technological Colleges. In addition there
is some part-time course participation at third level — about 6 per cent —
although most of these courses appear to be of a vocational nature.
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Table 2.3: Estimated Percentage Participation in full and Part-Time Thivd-Level Education Courses
by Level of Education — May 1983: (Full-Time Courses in Parentheses).

Level of Education Atlained at Second Level

Auendance at Full-Time and i 2 3 4 5 Total
Part-Time Third Level Courses  No Group Inter. Post Leaving
Quals Cant. Cert. inter Cert.
(Nal35) (N=126) (N=181) (N=130) (N=1,055) (N=1,627)
Yo % % % % Yo

(1Y Au Universities and

Teacher Training

(Academic/Professional) - - - - 18.5 11.9

Courses {17.4) (11.3)
(2) Technological and

Regionul Technical

Colleges (Academic and - - - - 18.9 9.1

Professional Courses) {13.1} (8.3)
(3) Technical and Regional

Technical Colleges

{(Vacational Courses, - 6.3 6.6 7.2 5.8 5.5

including Nursing) (0.8} 2.2 (1.6) (2.4) (2.0)
{4) Total Third Leve!

Participation

{a) Full-Time: - 0.8 2.2 1.6 329 21.8

{b) Part-Time: 5.5 4.4 4.6 5.0 4.7
(3) Total Education and

Training 14.6 41.5 35.3 64.5 61.3 52.0

Compared to the US particularly (see Markey, 1988), post-school
“second chance” education in Ireland (in order to improve one's second-
level educational qualifications) is very underdeveloped. In the United
States it is estimated, for instance, that roughly half of high-school
dropouts (who leave without a high school diploma) later go back either
on a full or part time basis to complete their course or 1o get an equivalent
diploma. In Britain also “Continuing Education” colleges do provide a
small but important alternative channel for upward educational mobility
for those completing their post-primary education without “A” or “Q”
levels. In some respects, Ireland is similar 1o The Netherlands. Although
Dutch higher education is becoming more accessible, the secondary phase
is and is likely to remain highly selective. One of the consequences of this
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is- that it will become harder to compensate through adult education for
the effects of selection during compulsory schooling: “Youngsters leaving
secondary school unqualified will find it increasingly difficult 1o improve
their position through adult education” ( The Netherlands Social and Cultural
Report, 1988, pp. 190/191). Whatever the underlying reasons are, the
outcome in Ireland is quite stark - there is almost no auendance at part-
time corrective, “second chance” second-level education courses at least in
the first year out of school. Of course if young people stay on full-time in
school 1o repeat a course, or examination, or Lo improve upon grades, they
would not form part of a study of school leavers such as this until they have
left full-time education. There is a substantial amount of such *full-time”
repeating, though most of it appears to occur at Leaving Certificate level in
order to improve their grades (Clancy, 1988). What one wants 10 draw
attention to here, however, is the extraordinary extent of finality of second-
level qualifications in Ircland once one leaves the full-ume system.

If any movement to correct previous educational underachievement by
school leavers occurs, therefore, it is difficult to detect in their first year out
of school. The movement o third-level education, however, building on
second-level success, is quite pronounced. As can be clearly seen from
Table 2.3, third-level education is built on second-level achievement. Thirty
three per cent of those who completed the Leaving Cert in 1982 were in
full-time third-level education in May 1983; with in addition a small
number having “dropped out” of third-level before completing their first
year. These are roughly evenly divided between university lype, degree
giving, institutions, like Universities or Technological Colleges, and
Regional and other Technical Colleges with 2 and 3 year Certificate and
Diploma courses.

Besides the full-time students there was an additional 2 per cent of
Leaving Cert graduates laking pari-time academic courses in third-level
colleges. In addition 3 to 4 per cent of all school leavers were taking part-
time vocational wraining courses in Technical Colleges.

In total, therefore, 37 per cent of all school leavers were taking either a
full-time or pari-ime educational course at the time of the Survey in 1983:
28.4 per cent full-time and 8.3 per cent part-time. (Sce Appendix Table
A2.5.) Almost 80 per cent of full-time courses were in Universities or
Technicat Colleges, most of the remainder being FAS/CERT or
Agriculture courses. Two-thirds of part-time courses were also in
Universities or Technical Colleges.

By and large, therefore, both full and pari-time courses for school
leavers are heavily biased toward those who were successful at second level.
Nevertheless, fooking at all non-third-level educational and training
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courses undertaken in the first year out of school, and excluding those
without any qualifications, there is a remarkable similarity in participation
- at around one-third of all leavers from those with Group Cert to those
with Leaving Cert qualifications. Indeed for those leaving with a Group or
Inter Cert qualification over 40 per cent have received some additional
vocational training before or after they left school. “Dropout” therefore, is
clearly a misapplied term in their case. An obviously conscious and
organised effort is being made by, or for, them to prepare them for the
labour market. Early leavers, however, are obviously highly disadvantaged.

Adding up all the training and educational courses taken in the first post-
school year, therefore (row 5, Table 2.3), there is obviously a very
pronounced relationship between original educational level and total
education-training participation. Participation increases consistently from
15 per cent to over 35 per cent and again to over 60 per cent, from the very
low participation of the unqualified to the majority participation of those
leaving from the senior cycle. The higher the iniual level of education the
greater the subsequent probability of further education or training.

Kind of courses taken in first year out of school

The nature of the educational or training institutions attended and of
the courses taken in first year is illustrated by the following graph (see also
Appendix Table A2.6).

One characteristic that is immediately obvious is that although full-time
third-level education dominates, the Technical Colleges do provide
substantial full and part-time Vocational training courses in addition to the
more Academic/Professional courses. For almost 6 per cent of the school
leaving cohort, in fact, they appear to be more important than AnCO -
The Industrial Training Authority/CERT in providing that kind of
Vocational training.

As can be seen part-time Academic type education is, in lact, very poorly
developed at third level; and is almost completely absent at second level. It
appears to be somewhat better provided for at the RTC and Technical
College level than at the University level.

In other words Irish Academic or Scholastic type education, at least in
the first year out of school, is provided in extended, full-time courses with
rigid uimetables, and with strict entry requirements. Once people finish
with one level of education they very rarely go back to complete the course
programme, examination or qualification which they had missed or failed.
Of course a significant minority now stay on in full-time second-level
education o repeat their final examinations.2 But the system does not

2 Estimated by Clancy (1988).
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Figure 2.3:Nature of Post-School Courses Taken
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facilitate the gradual piecemeal acquisition of examination results - like
the Intermediate or Leaving Certificate — over a number of years while the
individual is in full-time education, nor does it facilitate “second chance”
part-lime education once people leave school. Alternance - that is, joint
work/education arrangements — is not well developed. The Irish education
system appears, therefore, 10 punish “incompletes” and failures heavily;
and “continuing education” is, by and large, built upon previous
attainment. It is not progressively corrective, but is rather cumulatively
advantaging in its effects.

Ouside traditional school or college provision, which in general
provides full-time uninterrupted courses of study, there are a number of
state funded Vocational Training Institutions and course programmes
(AnCO/F[\S; CERT;Teagasc — The Agriculture and Food Development
Authority; — BIM Irish Fisheries Board, etc.). These provide cither
specifically designed apprenticeships — mostly FAS, or related Vocational
Training Programmes (as in most CERT, Teagasc, or BIM programmes), or
typically shorter general vocational programmes of study — usually
provided by FAS. Together they provide training for around 7 per cent of
school ieavers at any one time in the year following their leaving school.
Although substantially less unequally directed than college courses they are
clearly biased against the early leaver. This, however, appears to have been
corrected for the later cohorts of school leavers. (See Appendix Table
A24)

In conclusion, therefore, judging {rom progress achieved in the first
year after school leaving, Irish education has the following clearcut
characieristics.

(i) A dominance of the fuli-time college (institutional) system of
provision, in generaily full-time uninterrupted courses of study.

(i1) A hierarchical or progressive system, so that successful certification, or
completion of one level, is necessary 10 go on o another.

(iii} Besides such academic education, another equally developed
apprenticeship training system has existed. Here both continuous
block release, and part-time, training is provided in RTCs, FAS centres
etc. This traditional apprenticeship system, however, has been
declining in significance.

(iv) There has been some growth in occupationally specific vocational
training and education for the hote! and tourist business (CERT),
agriculwure (Teagasc), and fishing (BIM).

(v} A substanual growth has occurred in training and work experience
schemes for unemployed youngsters. These are designed to provide
training, work experience, work search and personal development
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courses for unemployed, particularly poorly educated and disadvant-
aged, youth. They operate also as unemployment reducton schemes.

(vi) The lack of publicly validated and portable certifications/qualifications
for the non-apprenticeship ANCO/FAS training programmes appears
to be a serious deficit.

(vii) There is therefore, a significant lack of openness in our second or
third-level educauon system. Certification or qualificauons cannot
generally be acquired on a part-time, cumulative credit, basis, lor
instance; nor is “return” or “second chance” education a feature of
the system.

These conclusions, however, are based on school leavers’ experiences in
their first year out of school. Perhaps these obvious gaps or deficits in
provision or takeup are corrected in later years, In the following Section
we first look at progress up to the end of 1984 - 2 10 3 years after leaving
school — and then later go on 10 examine trends up 10 1987 — 5 to 6 years
after.

Continuing Education and Training up to Nov. 1984: 2 1o 3 Years After School

Quile a wide range of educational and training courses now exist for
school leavers. Indeed, if we ignore the length of courses, conventional
third-level education now provides only around half the number of such
“places” provided for school leavers; particularly if we limit consideration
to those who successfully completed second-level educauon. Besides the
pre- cxlsung range of apprenticeship, commercial and business type
training courses, a range of state funded courses by AnCO/FAS, CERT,
Teagasc, BIM, and other private and public education and training bodies,
Nnow exist.

Figure 2.4 below illustrates the extent 1o which school leavers add to
their educational or training qualifications within 2 to 3 years of
completing their second-level education. Within that period almost half
(44%) 100k at least one other full-ime education or training course. Even
if we exclude third-level students from consideration 31 per cent of the
remainder ook at least one full-ime course - with a small proportion (6%}
taking two or more courses,

Buit the choice, or chance, 10 do so depends crucially on level auained
in conventional second-level schooling — as can be clearly seen from Figure
2.4. The participation rate increased from only 11 per cent of those who
left early without taking any examination 1o 17 10 21 per cent of those who
left with a group cerdficate qualification to 58 per cent of those who
completed the senior cycle and did the Leaving Cert examination. Even if
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Figure 2.4;: Summary of Post-School Educational
and Training Participation(Full-Time) of
1981/82 School Leavers by November 1984
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we exclude those who went on to take third-level courses we suill find that
almost 4 times the proportion (42%) of those compleling second-level
education went on o take further education and training courses within 2
years after school as compared with those early leavers without any
qualifications. The advantages acquired in the highly institutionalised
primary and second-level education system, therefore, clearly carry on into
the much less formalised posi-school education and wraining system.

Interestingly, little difference exists in post-school educational or
training participation amongst the 3 “intermediate” educational categories
- all having participation rates of about double the early leaver rate but
half that of those with a Leaving Certificate.

Besides participation in such courses Figure 2.4 also provides data on
“completion” and “drop-out” rates. From this it is clear that incompleton
is a serious problem with many courses. Between 15 to 25 per cent fail to
complete or “drop-out” of most courses. As a proportion, however, of those
who completed a course and got a qualification plus those siill in courses,
the proportionate dropout-rate is higher for the “ecarly leavers” or the
poorly qualified than for those with a Leaving Certilicate; or for those who
went on to third level,

The value, public acceplability and “portability” of these qualifications
also varies by original level of qualifications - from a certificate of
completion of a short term training course to apprenticeships, to externalty
validated {(NCEA - Natonal Council for Educational Awards, €wc) two and
three years Certificate and Diploma courses, to a University degree.

Type of courses taken by Nov. 1984

The following table summarises the situation up 10 November 1984. By
this time almost all third-level entrants were well advanced in their courses
and most other educational and wraining programmes had been completed.

Three dilferent types of full-time further education and training
dominate: (i) conventional third-level education — almost exclusively for
those who successfully completed second level; (ii} apprenticeship and
related Vocational training courses run by AnCO, CERT or other training
agencies on their own or in co-operation with the Regional Technical
Colleges (RTCs); and (iii) a set of other Vocational Training (mainly
Commercial/Clerical Training) courses taken in Vocational schools or in
Private Colleges. The first type of education came to almost a quarter of all
school leavers, or a third of those completing the Leaving Cert. {See Table
2.4, rows 1 and 2.) The sccond type of organised, generally state funded, -
raining was almost equally as popular (22%), but was much more diffused
amongst all educational levels — though mainly concentrated at Group
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Table 2.4: Type of Course Allended: Percentage Participation in Third Level, Vocational Training,

and Other Educationel and Training Courses, by Novewber 1984

Kind of Cotrses

% Participation -
ai least one course ~
in Fducation/
Training.

Level of Education x 1983

No

Quals
(133)

2
Group
Cert
{126)

(181

3 4 5
Inter Post  Leaving
Cert Inter Cert
(130 (732)

6
RTC

{140)

7

Uniu.

(184}

Total

(1,644)*

(1) Participation in
University {N)
Academic/
Professional Courses

(2) Parucipation in
RTC ctc. Academic/
Professional Course
(Both RTC and s
Univ. Courses)

(3) Participatdon in RTC,
etc., short Vocational/
Training Courses

(4) Participation in
AnCO/CERT and
other related
Vocational Training
Courses: (2+)

(5) Partcipation in other
{non AnCO ctc)
Vocational Courses
(Voc. schools, Pyvi,
Secrewrial Colleges)

(6) Participation in
Agricultural Courses

(and resident Domestic

Science, etc., Courses)

(7) Participation in
second-level
academic/scholastic
courses

12.4
(2.7)

9.4

19.9
(3.2}

0.2 - 58
(0.6)

1.0 5.8

17.0

14.1 10.5
5) (1.9}

23 (L.

0.8 6.3 109

0.5 - 1.8

0.8 1.0 1.0

14.4

4.4

(6.4)

16.6

6.2

0.4

95.0

5.1
{3.5)

3.6

0.6

12.9
8.5
(1.2)

9.3

13.1
(1.7}

09

0.7

* Numbers do not add up across rows because of missing daia.
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Cert (29%), Inter Cert (25%) and Leaving Cert (29%) levels (rows 3 and
4). This indicates the much more graduated entry, of boys particularly, into
apprenticeships and related skilled manual wrades, and clearly indicates the
continuing relevance of junior cycle exams for entry into such irades.
Equally “other vocational training” mainly indicates the continuing
relevance of Commercial/Clerical type wraining for girls, partcularly those
with senior cycle qualifications.

Of course many individuals can take two or more courses, so Table 2.5
takes only the “highest” level of waining/qualification courses taken, if
respondents had taken more than one. The courses are coded: 1 =
University, 2 = RTC ~ 3rd leve}; 3 = RTC-Vocational; 4 = AnCO/CERT and
all other training; 5 = second-level courses. Nineteen per cent of all
respondents had taken a third-level Academic course — 32 per cent of those
with a Leaving Cert. There is very litle overlap between the two third-evel
courses - although 19 individuals (2% of those completing the Leaving
Cert) had taken both RTC and University courses. Almost all third-level
courses are at least of .2 years' duration, most of 3 years or more. Over a
quarter of all individuals had taken at least one Vocational Training course
either in a Technological College {mostly for apprentices), or in an
AnCO/CERT centre or another training establishment. Very few
individuals appear 1o have gone back to improve upon their second-level
qualifications — less than 1 per cent of all school leavers. And those who did
had already completed a junior cycle course.

Table 2.5: Type of Full-Time Courses Tuken ufr to Now 1984

Level of Education

Type of Training: i 2 3 4 5

Highest Level of No Croup Inter Post Leaving  Total

Course/Qualiftcations Quals Cert. Cert. Inter Cert.

Taken: %o %o % Yo Yo %o
(No.) (135  (126)  (I181)  (130)  (1053) (1644)

1. University courses - - - - 19.9 12.0

2. RTC (acad/profl) - - - - 12.1 7.0

3. RTC Vocational 0.5 1.8 3.6 1.6 5.9 4.0

Preparation Courses
(apprentice)} courses
4, AnCO/CERT /Agriculture 1.7 20.0 15.3 12.9 20.5 18.6
and ail other training
courses

5. Second-level courses - - - 1.5 0.4 0.4
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Taking all full-time educational or training courses, therefore, almost
half of all school leavers had taken some additional courses. But this
chance to improve upon qualifications increcased progressively with one’s
level of attainment at second level — from 12 per cent of early leavers, to
around 20 per cent of those leaving with junior cycle qualifications, to
almost 60 per cent of those with terminal Leaving Cert qualifications. And
while short-term general vocational wraining was concentrated almost
exclusively on the most poorly educated, those with intermediate levels of
education to a larger extent concentrated on apprenticeship and
Commercial-Clerical training, while those leaving having successfully
completed second level went predominantly on to third-level education. So
both the chance to get any further education or training as well as the
quality, content and length of that education or wraining, depended on
previous educational qualifications.

As we have seen already the achievement of different second-level
educational attainment levels depends crucially on certain individual
attributes and background sociocultural characteristics (Greaney and
Kellaghan, 1984; 1985; Whelan and Whelan, 1985) as well as some
schooling characteristics (Hannan with Boyle, 1987). So it appears from
the above results that a significant proportion of working class children —
particularly boys of lower Academic ability, neither attain minimum
educational qualifications nor any post-school Vocational Training; and
have very litle probability of “second chance” education. The ending of
fulltime second-level education at either 14 or 18, therefore, is final for
almost all pupils. In our sample it was final for all of the early leavers. Not
only is third-level education restricted to those with Leaving Cert
qualifications, but other education/training programmes are also highly
biased against early leavers. However, we have deailt only with the first 2
years out of school, It may well be that in later years {i.e,, 3 o 5) such
obvious inequalities will be corrected. The following section explores this
possibility up to the end of 1987.

Education and Training up to 1987: 5 to 6 Years after School

Very few people, in fact, who had not already taken at least one cducation
or training course by the end of 1984 then took up any course afterwards.
The overall proportion who had taken any course increased only from 44 to
47 per cent between 1984 and 1987. Of course many of those who had
started out by taking a further education or training course did go on to
take further ones. The following table summarises the extent of full-time
education or training participation up to the end of 1987 — with the 1984
base for comparison. Unfortunately the 1983 survey did not distinguish
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between full-time and part-time courses so a direct comparison with 1983 is
nol possible here.

As can be seen very few additional people took courses after 1984,
Interestingly, proportionately more of the least qualified had taken at least
one course after 1984 — though the towal proportion only increased from
1T to 14 per cent. In all other cases the proportional increase is very low.
So by 1987 the inequalities had decreased slightly — but even by then those
with a Leaving Cert were more than 3 times more likely 10 have taken a
post school training course.

Table.2.6: Percentage of Respondents who had Taken Various Education or Training Courses ufi to
November 1987 and the Percentage who had got Suceessful Certification or “Dropped Out”

Level of Education 1983

Full-Time Education I 2 3 4 5 6 7

or Training Courses No Group  Inter  Post-Inter. Leaving

laken by end 1587, Cuals Cerl. Cert. Cert, Cert, RTCs Univesity  Total
-G

(1) Percentage who had
taken at least one
course by end 1987 14.3 225 215 228 45.4 96.7 99.7 16.8
{by end 1984} (10.6) (21.2) (186) (16.8) (42.5) (955} (96.3) (437}

(2) Percentage who had
taken fwo or more
courses by end 1987 32 6.5 4.6 7.1 1.7 40.9 42,7 15.3
(by end 1984) (3.2) (2.5) 3.3 (3.7) (7.6) (24.7) (8.4} (7.6)

(3) Percentage who had
completed a course
and got a qualilication 5.7 14.6 14.6 17.9 33.8 75.2 724 3.4
{by 1984} (2.7)  (138) (125 (16 (27.8) (512} (40}  (20.9)

{4) Perceniage who had
“dropped” or left
incomplete an
cducatonal/uaining
course 2.3 39 2.1 5.4 9.2 24.1 21.5 9.8
(by 1984) {2.3) (3.3) (2.1) (4.2) (8.6) (19.9) (14.6) (8.1}

(5) Percentage still
aucnding a fulltime
educadonal/raining
course in Nov. 1987 0.9 - 0.7 0.6 2.1 5.9 205 39

Total No. 135 126 181 130 734 140 184 1.644
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The proportions taking 2 or more courses almost doubled, however, for
almost all tevels of educational attainment between 1984 and 1987. There
is one exception ~ the most poorly qualified, of whom none at all took 2 or
more courses after 1984. University graduates’ probability of taking a
second course only emerged after 1984, Except for those who went on to
third tevel, however, the overall proportionate takeup of 2 or more courses
is very low; being one-third to a quarier of those who took any full-time
course. For those who went on 1o third level, however, almost half (41 to
43%) hacdl taken 2 or more courses by the end of 1987.

It appears, therefore, as if people in general either take additional
courses within the first or second year of leaving school or not at all,
although at the highest tevels there is a srong tendency to “accumulate”
courses. In relauve terms the most poorly qualified are more likely than
others to delay taking up courses. However their absolute level of
participation is so low on either occasion that this modest deviance from
the overall pattern hardly matters. Continuity in or persistence with the
“habit of education” from the school to the post-school environment
appears to depend highly on initial success. Schooling appears, therefore,
to have both an initial “level effect”, and a persistent “habiwual effect”. Very
few of those who do not go on within a year or two of leaving school
appear to be willing or able to do so later. “Education time” in the life cycle
of individuals appears to be very tightly packaged both interpersonally and
institutionally. “Return education”, or “second chance” education, is
particularly poorly developed, with less than 1 per cent of school leavers
going back later to get better results.

As can be seen from rows 3 and 4 of Table 2.6 not all of those who ook a
full-time course completed it successfully, and not all of those who even
completed a course got a recognised certification. But in all educational
categories the extent of successful completion of courses, resulting in such
certification, had increased significantly by 1987 over 1984, The increase
was from 21 to 34 per cent overall, or from less than half of those who had
taken one full-time course by 1984 to three-quarters by 1987. This increase
in qualification is particularly marked for those third-level courses. Almost
none of those in universities had any qualification in 1984, but 3 out of 4
had some certification by 1987.

Once again, the probability of such successful qualification from a course
depended crucially on level of initial education: from three-quarters of
those in third-level courses or with a Leaving Cert, to two-thirds of those
with junior cycie qualifications, to less than 40 per cent of those who left
school without any qualification. In other words the probability of getting
further (portable) educational or training qualifications from a post-school




EDUCATION AND DECLINING LABOUR MARKET OPPORTUNITIES 5

course depended crucially on the level of one’s initial certification; the
lower the initial level the lower the probability of such further certification.
The main reason for this variation is not because of a disproportionate
failure rate amongst the initially poorly educated but rather the absence of
markeiable or portable qualifications for a high proportion of the latter’s
courscs.

The “dropout rate” from courses had not changed significantly benween
1984 and 1987, except for third level where it had increased marginaily. A
total of 10 per cent of all respondents had “dropped out” or left at least
one course incomplete, or 21 per cent of those who had taken at least one
such full-time course. The proportionate “dropout” rate varied from 20 to
25 per cent for those iniually entering third level, or those getting some
senior cycle (second-level) certifications, to between 15 10 20 per cent for
those with junior cycle certifications, or with none. The higher the initial
level of certification or atlainment, in other words, the higher the
probability of taking further courses, the higher the success in qualification
from them, but also the higher the probability of dropping out from them.

A rather high proportion of full-ime education or waining courses for
the most poorly qualified, therefore, do not appear to have any recognised
certification or qualification — at least as reported by respondents: around
half the courses taken by those who left school without any qualifications,
and around 1 in 4 of those with Group or Inter Cert qualifications. On the
other hand, almost all of the courses taken by those with a Leaving Cert, or
of those taken by initial third-level entrants, appear to have clear
certification potential. Education and wraining systems, therefore, provide
both clearly signalled and highly swratified outcomes for labour market
scrutiny. The nature of the educational or wraining courses, of course, also
varied substantially by initial level of education, The following results
clearly illustrate this.

Type of cowrses taken by 1987

By the end of 1987 not only had almost all of those initially in University
(in 1983) waken a University degree course but so had 1 in 6 of those who
had initially gone to RTCs; so some at least of the RTC “dropout” or
“incomplete” rate is due to people leaving for Universities. Most of the 17
per cent involved, however, had initially completed an RTC Ceriificate or
Diploma course. In addition about 10 per cent of those with an initial
(1983) Leaving Cert qualification had subsequently (after 1983) gone on
to do a University or RTC (Diploma or Cerlificate) course.

Over 20 per cent of those who initially (in 1983) stated they were taking
an RTC Diploma or Certificate course subsequently said they were not (or
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categorised themselves wrongly in 1983). But an additional 10 per cent of
those who had initially gone to a university type of institution had
subsequently taken an RTC, etc., course. Overall, almost 1 in 4 of all school
leavers, and around a third of those completing the Leaving Certificate,
had gone on to third- level courses. Almost all had done so immediately,
but an additional 10 per cent of those initially content with a Leaving Cert
qualification (in 1983) had gone on 1o third-level after the 1982/83
academic year, mostly in the following year.

Table 2.7: Percentage Participation in Contintuing Third-Level or Other Full- Time Education or
Training Courses from School Leaving ufr to November 1987, (1984 figures in parentheses)

Educational Level in May 1983

Type of Full-Time i 2 3 4 5 6 7
Courses laken No Group  Inter Post-Inter Leaving 1o 1o
Quals Cert. Cert. Cat. Caort. RTCs University  Total
(N) (135} (126) (18D  (I30) (73 (140) (184} (1,640)
(1) University Courses - - - - 4.0 16.8 98.0 14.2
(academic) (4.0) (144} (93.00 (12.9)
(2} RTC Courses - - - - 6.1 77.7 9.7 10.6
{academic) (5.8) (744) {5.1) (8.5)
{3) RTC Vocational
Courses 0.5 1.8 3.6 30 7.8 15.3 1.7 59
{4) AnCO/CERT & aother 14,3 19.9 14.1 16.0 17.6 89 3.4 14.4

Vocational Training (12.4)  (199) (4.1 (105) (17.0) (6:2) (1.0} {13.1)

{5) Towal Full-Time 16.2 22.6 17.9 20,9 35.7 19.8 47 24.7
Vocational Courses (13.3)  (218) (14.9) (16.8) (27.9) (6.2 (1.6) (189}

(6) Second-Level
Academic/Scholastic 09 1.0 0.5 1.0 1.5 - 0.5 0.8
Courses

The RTCs are still important sites for short-term Vocational Training
courses — particutarly for apprenticeships. Around 6 per cent of all school
leavers had taken such Vocational Training courses in RTCs, compared to
15 per cent who had taken such courses with AnCO, CERT, BIM or ACOT
ctc.; or 25 per cent of all school leavers who had taken some such,
generally short-term, Vocational Training course.
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Full-time Vocational Training courses had been taken by 1 in 4 of all
school leavers (Row 5, Table 2.7). In numerical terms this is greater than
the proportion who had gone on to third level. Between the two types of
courses, therefore, about half of all 1981/82 school leavers had taken some
further education or training; and over a third had got some addiuonal
qualification or certificate for this additional training by the end of 1987
(almost 40 per cent if one adds in those still in full-time education in
1987). The extent of this additional certification crucially depends,
however, on initial second-level certification:

No Quals = 6%
Group/Inter = 15%
Leaving Cert = 34%
Third Level = 80-100%

Clearly initial educational advantage is being substantially added to both
in terms of additional courses but also by additional certifications, and this
pattern has persisted throughout the three time periods we have examined.

The information so far analysed, however, refers only Lo full-time
courses. It may well be that part-time courses are distributed differently,
though this would appear unlikely. The following and final section
examines this question.

Part-Time Education/ Training Cowrses

The extent and nature of part-time education or waining is only partly
ascertainable from the interviews. Only questions on contemporary part-
time education or training were asked at each interview. So, what follows
significantly underestimates its extent. It should none the less sausfactorily
estimate the distribution of part-time education and training oppor-
tunities. Table 2.8 contains the relevant information.

Even restricting consideration to the 3 interview points it is remarkable
how much part-time education and training has occurred — with 21 per
cent of all school leavers having taken at least one course.

Other than those leaving without any qualifications there is very little
variation by original educational level achieved. Only a minuscule pro-
portion of the unqualified took any part-time course. Their self-imposed or
institutional exclusion is even more complete than for full-time courses.
There is very litde variation amongst other educational levels (sec bhottom
row Table 2.8).

Compared to full-time courses, attendance at which declines signifi-
cantly over time, part-time education and training persists strongly. By 1987
it had become as important as full-time education for the third-level
educated, while it is the only type of training of significance for those with
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a Leaving Cert. However, for those with only.a junior cycle qualification, it
becomes insignificant after 1984.

Table 2.8: Percentage Participation in Part-Time Education or Training on Each Occasion of
Interview: May 1983, Now. 1984, Nov. 1987

Level of Education 1983

Participation in

Pari-Time and ! 2 3 4 5 /] 7 Total
Full-Time Fducation No Group  Inter Post  Leaving RTC  University
or Training Quals Cert. Cert. Inter. Cert.
(N =) (135) {126) (181) (129 (727) (138} (183)  (1,630)
- per cent —

(1} Part-time and lull-
time cducation or
training courses in
May 1983:

Parttime 1.2 9.9 1.6 10.2 12.6 - - 8.6
Full-time 0.4 11.0 6.2 7.5 14.6 100 100 28.6
None 98.4 78.2 823 82.3 725 - - 62.6

(2} Percentage in part-
time and full-ime
educ./training in
Nov. 1984:

Part-lime 1.0 15.4 12.6 7.3 12.3 10.9 28 9.9
Full-time 4.7 26 3.0 2.4 7.8 478 87.0 18.9
None 94,3 82.0 85.6 90.3 80.0 41.3 10.2 71.2

(3)Percentage in part-
time or full-time
education/training
in November 1987:

Part-time 20.6 2.2 31 2.3 9.7 8.7 15.0 7.6
Full-iime 09 - 0.7 0.6 2.1 5.2 205 3.9
None 98.5 97.8 93.5 97.2 87.1 86.1 64.5 88.6
(4) Percentage in at

lcast one part-time

education/training

course (on any of

the 3 occasions) 29 19.5 19.7 17.6 26.9 17.9 17.5 20.8

The nature of pari-time courses varies significantly - from apprenticeship
type courses, to other Vocational Training courses, to third-level Academic
courses (Table 2.9). Part-time apprenticeship courses are most common
amongst those with junior cycle qualifications — where almost a third of
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boys had taken at least one such course by 1987. Apprenticeship training is
less important for those with the “Leaving” but is still slightly more
important than third-level courses. The latter is more important for those
with a Leaving Cert or higher. In 1983 almost half (5.6 per cent out of 12
per cent) of the part-time courses taken by Leaving Cert respondents were
third-level Academic type courses. By 1987 almost 8 per cent had taken such
courses at some lime — a significant addition to the original third of such
second-level graduates who had gone directly to third-level (see Table 2.3.)

Table 2.9: Some Characteristics of Part-Time Courses Tuken in 1953, 1 984, 1987.

Level of Education (May 1983)

! 2 3 4 5 6 7 Total
% of Each Educational Category who had taken course

{1)Had taken an
Apprenticeship
Coursce at some 5.8 18.9 31.1 19.5 12.0 2.4 0.7 12.6
stage up to 1987

(2)Had 1aken a part-time
third level course:

1983 - - - - 5.6 - -

1984 - - - - 2.7 7.1 0.5b 2.1

1987 - - - 0.9 5.0 3.6 8.4 3.6
(3YHad taken a part-time

third level course - - - 0.9 7.5 8.6 8.5 4.5

at some stage in 1983,
1984 or 1987

Conclusion

To conclude, therefore, the following flow chart roughly indicates the
proportionate flow of 1981/82 school leavers, with various levels of initial
educational certification, into ¢ither full-time waining/education or into
the labour market in their first year out of school, as well as the cumulative
participation in full-time training up o 1987. Almost all of those who left
school without any, or with junior cycle, qualifications entered the labour
market directly - with around 10 per cent of them taking up some full-time
training courses during their first year out. The flow into further
training/education is shown with a broken line 10 indicate that people
entered such full-lime training or education courses aL various times —
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rarely immediately upon leaving school. And much of the movement into
training amongst the most poorly qualified appears to result more from
failure in the labour market than from anticipatory planning to improve
tabour market chances. The only exception to this are those with a Leaving
Certificate who, proportionately, do appear to use further education and
training in such a planned fashion.

The choice, or the chance, to 1ake further training/education courses is
highly correlated with beginning educational advantage. And this relative
advantage of the better educated increases over time. In the first year out,
only 1 in 20 early leavers with no qualifications took a full-time training
course. This increases to around 1 in 10 for those with junior cycle
qualifications, and to 1 in 4 for those with a Leaving Cert. And, while over
time this proportionate disadvantage of the poorly educated does not
deterioraie, the absolute advantage of those with a Leaving Cert, has
widened by 1987 10 almost 20 percentage points from an initial 10 points.

As already indicated, however, a lot of full-time training for the less
qualified is provided for unemployed youth, rather than being a fully
integrated part of the developing individual’s integration into work life. As
a result a lot of such “training”™ was provided to “take care” of this large
group of unemployed youngsters and may not have been paid much
significance in employment decisions. So, the fact that such training was
highly biased toward the better educated, while it certainly relieved their
burden of unemployment, may not have contributed substantially to their
labour market chances. Since it is necessary to control for so many other
variables in estimating the employment effects of such training - such as,
for instance, gender, level of education and amount of time spent unem-
ployed — a much more extended and sophisticated analysis is necessary,
and has been carried out by Breen (1991). The direct relationship between
the number of training courses taken and unemployment in 1987 is nega-
tive = conwrolling for level of education. The more “wraining courses” an
individual has had the more likely is he/she 10 be unemployed by 1987
(Appendix Table A2.8). However, as Breen (1991) points out, since a high
proportion of those taking such courses had been unemployed before they
ook them, when adequate statistical controls are introduced such
“training” does have a positive impact on employment choices.

This study shows clearly a quite biasing and differentiating role of iniual
educational certification levels, particularly on subsequent training and
cducational decisions — whether made by the affected individuals or hy
other, mainly institutional, decisionmakers. This effect of initial
educational certification persists through each of the time periods we have
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identified and, as we have just seen, may in fact become more
differentiating in effects over time. Those with the highest levels of iniual
education tend to accumulate further certified training, while those with
lower levels of education — particularly those with no qualifications - have a
much lower probability of gaining further training. And any training that
they do get is less likely to be formally certified. There is, therefore, a
strong concentration of educational advantage built upon initial
ceriification levels. The effects of such initial certification auainments on
people’s attitudes and satisfaction will be explored in detail in later
chapters.




APPENDIX 2

Appendix Table A2.1: Employment Status of school leavers in May following year of leaving school 1980 - 1989.

(Source: Annual School Leavers Surveys, Dept. of Labour).

Employment Status

Year of Survey (May)

at Time of Survey 1980 1981 1982 1983 1984 1985 1986 1987 1988 1989
% % % % % % % % Yo %o

A Work 68 GO 55 42 46 41 44 44 43 42
No. ('000) (43.3) (39.1) (33.5) (26.0) (28.8) (25.0) (28.2) (28.4) (28.5) (27.9)
Linemployed 3 4 4 5 4 4 4 5 5 5
Seeking First Job 5 9 13 23 20 25 19 18 14 il
(% Enwering Labour

Market) (75) (73) (72) (70) (70) (70) (66) (66) (62) (58)
Student 20 24 26 27 26 26 28 28 31 32
Notavailable 3 2 2 2 2 1 2 1 1 |
Einigrated 2 | 1 1 3 3 4 4 7 10
%o 100 100 100 100 100 100 100 100 100 100
Toual: No. (000) 64.1 64.7 60.9 61.6 62.6 60.9 63.7 65.4 66.5 66.8
No. Entering

Labour Market {000) 48.2 47.1 43.7 42.9 43.9 42.3 42.3 43.4 40.9 38.5
Unemployment Rate (%) 10.1 17.1 23.3 39.3 34.3 41.0 33.3 346 30.3 27.5

Seurces: Dept. of Labour School Leavers Surveys, Economic Status of School Leavers, 1980 10 1989. Breen, Whelan and Costigan,

“School Leavers 1980-19857, Report to Depl. of Labour, ESRI, 1986,
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Appendix Table A2.2: Estimated Outflow from Post-Primary Schools 1978-79 to 1987-88

School Year Male Female Total % of Average
13-18(single
year cohort)

1978-79 31,900 32,200 64,100 99.1%

1979-80 33,400 31.300 64,700 97.4%

1980-81 31,100 29,800 60,900 91.4%

1981-82 31,200 30,400 61,600 91.1%

198283 32,400 30,200 62,600 92.7%

1983-84 31,600 29,800 61,400 91.6%

1984-85 32,500 31,200 63,700 96.4%

1985-86 33,300 32,100 65,400 97.2%

1986-87 34,100 32,400 66,500 98.4%

1987-88 34,900 32,900 66,800 98.2%

Source:  Department of Labour, SLS, 1980-1989, Department of Education, Statistical

Reports for the 1980s.




Appendix Table A2.3: Estimat.d Percentage Breakdoum of School Leavers by their Educational Level and Sex 1978/7% to 1987/88

Year of i 2 3 Total Qualifications

Leaving No Qualifications Group/Inter Lenving/Matric P 2 3 Total

School Male Female Male Female Male Female

%"s add across X row - % - %

1978/79 M 9 40 ol 8 32 61 100
F 6 24 70

1979/80 M 12 37 51 10 29 60 100
F 9 21 70

1980/81 M 7 37 56 8 28 65 100
F 8 17 75

1981/82 M 9 33 59 8 26 66 100
F 8 19 74

1982/83 M 9 32 60 8 25 67 100
F 7 19 75

1983/84 M 9 29 63 8 23 69 100
F 6 18 76

1984/85 M 7 29 64 7 22 71 100
F 7 16 78

1985/86 M 9 28 63 7 24 69 100
F 5 19 76

1986/87 M 7 28 65 7 23 70 100
F 6 19 76

1987 /88 M 7 28 65 6 22 72 100
F 6 17 78

Sonurce: Relevant School Leavers Surveys, Dept. of Labour

SALLINNLAOAAO LAHAVIN UNOUVT DONINTIDAA ANV NOLLYONAE
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Appendix Table A2.4: Percentage of 1980/81, 1981782, 1984/85, 1987/88 and 1988789 School
Leavers on Training or Work lxperience Schemes in May following School Leaving: i.e., May 1982,

1983, 1956, 1989, 1990 Uy Level of Education

Level of Education 1982 1983 1986 1989 1990
% % % % %
(1) No Quals 3.2 2.9 52 9.9 12.6
{2) Group/
Inter Cert. 7.0 13.9 8.4 7.8 5.1
(3) Leaving Cer. 3.8 8.1 4.6 1.9 1.6
Toual 4.7 82 5.4 36 3.1

Source:  Breen, Whelan and Costigan, 1986; rclevant School Leavers Surveys, 1986, 1989,
1990.

Table A2.5: Full-Time and Part-Time Educational and Training Courses attended in May 1983 by
Level of Education and Type of Institution

Level of Education 1983

Type of Institution Full or i 2 3 4 5 Total
Parit-Time

(1} University and Full - - - - 17.4 1.2
Teacher Training, cte.  (Part) - (5.7} (3.5) (1.0) (1.6) (1.9)

(2) RTC and Other Full - 1.2 2.0 2.6 16,7 11.3
Technical Colleges (Part) - (0.7) (46) (4.5) (4.6) (3.9

(3) Agriculwral Full - - - 0.6 2.4 1.6
Colleges (Part} - - - - - -

(4) School and Private Full - - - - 2.0 1.3
Secretarial Schools (Part) - (1.9) - - (1.6) (1.2)

(5) AnCO/CERT, c1c. Full 0.4 9.8 3.9 43 2.2 3.0

(Part) 0.7y (L) (30) (29 (09) (1.8

(6) None Full 99.6 89.0 938 925 503 716
(Party  (98.5) (90.0) (88.9) (91.0) (91.3) (91.7)
Toual No. 135 126 181 180 1055 1644




Appendix Table A2.6: Breakdown of Courses being Attended by 1981/82 Sechool Leavers in

EDUCATION AND DECLINING LABOUR MARKET OPPORTUNITIES

May 1983

69

(1)

(2)

(3)

(8)

"

(10)

Full Time, Third Level Academic Courses: Univ:
RTCs:

Full Time RTC
Vocational Courses:

Part Time University
Academic Coursce:

Part-Time RTC
Academic Type Courses

Part Time RTC
Vocational Courscs
{mosdy block release apprentice wype courses etc.)

AnCO/CERT cuc.
Full-Thne Vocational Courses

AnCO/CERT cte.

Part-Time Vocational Courses

Agricultural/Domestic Science
Full Time Courses

Vocational School and Private Secrewarial Colleges
Scerctarial Courses: Full Time
Secretarial Courses: Part Time

Second Level Schools or Private Schools to
do Academic Second Level
Courses: Part Time

Total atlending any
course [ull or part-ime

11.2%
8.5%

2.1%

1%

3.0%

1.3%

1.6%

1.3%
0.9%

0.4%

37.1%
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Appendix Table A2.7: Percentage of 1981/82 School Leavers Who Participated in, Completed, or
Dropped Out of Post-Second-Level Educational or Training Programmes by November 1984

Educational Level Achieved or Attending Full Time in May (1983)

Education and ] 2 3 9 5 6 7 Toual
Training Courscs No Group  Inter Post  Leaving RTCs Univ.
taken, completed Quals Cert Cent Inier Cent etc.
or dropped by
Nov. 1984
(N) (135) (126) (187} (130} (737) (140} (184)  (1,639)

(1) Pereeniage who

had taken at

Icast one full- 10.6% 21.2 18.6 16.8 423 95.5% 96.3* 43.7
lime education ar

training coursc**

(2) Percentage who

completed an

educational/training 2.7 13.8 12,5 1.6 278 51.2 4.0 207
course and got a

qualification

(3) Percentage who

had “dropped omt™ar 2.3 33 2.1 4.2 86 19.9 14.6 8.2
left an incompleied

¢ducational or

Training Course

(4) Perceniage siill

in a full dme 4,
educ. training

course by Nov. 1984

2.7 2.7 25 7.3 47.0 83.8 17.8

1]

* These figures should equal 100 per cent but by November 1984 4 10 5 per cent of both
groups said they had not gone on to third level,

** Figures here refer o full-time courses whereas figures in Table 2.2 refer o all courses
both full and part-time.
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Appendix Table A2.8: Some Employment Effects of Post-School Fulb-Time Training

{1) No fulltime
Training
Courses

(2) Atapart-or
full-iime
Course

(3) Two or more
lull-time
Courses

!

No Quals. or
Group Cert

% Unemployed (Fo Unemployment Rate} in Nevember 1987

25.6
(26.1)
(N=213)

39.6
(39.6)
(N=35)

409
(41.7
(N=13)

y=.28

3

inter

20.1
(22.2)
(N=241)

24.8
(26.5)
(N=51)

51.4
(52.9)
(N=17)

y=.22

5

Leaving

9.5%
(10.3)
(397)

11.4%
(11.9)
(246)

11.4%
(13.2)
(N=85)

y=.10

6
RIC

0

(5)

5.0
(5.4)
(77

11%
(11.8)
(N=56)

y=48

/
Univ




Chapter 3

FIVE YEARS LATER: DIMENSIONS OF SCHOOL LEAVERS' ASSESSMENTS
OF THE ADEQUACY OF THEIR EDUCATION

Introduction

The main objective of this chapter is 1o describe the nature and struc-
ture of school leavers’ responses to almost 40 questions asked them about
their assessments of the quality or effectiveness of their education. As
indicated in Chapter 1, 6 different sets of questions were asked, corres-
ponding to the 6 types of educational objectives. Whether the pattern of
our respondents’ perceptions, beliefs and evaluations correspond to the
pattern of the 6 categories of questions proposed is one of the main
questions explored in this chapter. As we shall see, in some significant
respects they do not.

These school leavers’ attitudes o the adequacy of their education
cxpress their assessments of it in linked cognitve (beliefs), affective (feel-
ings} and evaluative (normative) judgements. Attitudes are defined as rela-
tuvely enduring orientations - linked sets of beliefs, feelings and ~— toward
education and its adequacy for adult life (Upshaw, 1968; McKennell,
1977). Since serious problems of reliability and validity exist when using
single items or questions in measuring such attitudes (See McKennell, op.
cit.) a multi-item “attitude scale” approach is used to provide reliable and
valid measures. Only “closed”, graded response categories - e.g., “very
sausfied” to “very dissatisfied” — are allowed to respondents to express their
level of satisfaction/dissatisfaction with the different aspects of educauon.
These responses to the different questions can then be scaled — correlated
from high 10 low sausfaction and, if valid and reliable, are added up to
provide an overall score which expresses cach respondent’s level of satis-
faction. The detailed questions and response categories are given in
Appendix 3A.

These attitudes toward the adequacy of education are based on
reflections and evaluations which are articulated 5 years after respondents
had left school. They are evaluations - primarily cognitive and affective -
about the utility or effectiveness of what was learned in school, of what
competencies were built up by schools or of general experiences while in
school; all of which had been “tested” by at least 5 years out in the labour

72




DIMENSIONS OF SCHOOL LEAVERS' ASSESSMENT OF EDUCATION 73

market, and by related adolescent to adult developmental experiences.
They are, therefore, different from equivalent awtitudes or judgements of
older students in school, or even of very recent school leavers, Taken at
face value they could be regarded as more mature, or more solidly
grounded, judgements — since the adequacy of schooling for adult life has
been more fully “wested”. However, such more mature attitudes may also be
subject to post-factum rationalisation — with those failing in the labour
market, for instance, “blaming” education for their predicament. We are
sensitive to this possibility in the analysis which, however, shows that
although some such rationalisation occurs it appears to be minor. The
similarity between the results of this survey and earlier ones such as that by
Raven et al.(1975), which was carried out with students in school, will also
be used to test the generalisability of the results.

The data come from a national sample of school leavers carried out in 8
weeks from mid-November 1987. This is a re-survey of the original 1981/82
sample of school leavers who were first interviewed in May 1983. The
survey was carried out for YEA/ FAS. It is the third interview wave for this
panel of school leavers. First interviewed in May 1983, one year after they
had left school (Deparunent of Labour, School Leavers’ Survey, 1983),
they were re-interviewed in November 1984 (Corcoran et al,, YEA, 1986),
and thirdly in laie 1987 and early 1988. An average of over 5.5 years had
elapsed, therefore, from the point at which they had completed their post-
primary education in 1981 /82 1o their third, 1987/88, interview,

In addition 1o this 1981/82 sample a further subsample of all third level
entrants in the 1980/81 school leavers survey was included. These were
first interviewed in May 1982 after they had completed almost one year of
third-level education. This provides a “double sample” of third-level
entrants from 1981 and 1982, This was done so that we would have a
sufficient number of third-level graduates and students, in order that their
progress could be compared with that of the majority of 1981/82 school
leavers who had directly entered the labour market upon leaving school.
The following table briefly summarises the sumple and final interview
oulcomes.

The completion rate at 84 per cent was quite satisfactory. In order o
avoid any sample biases however, the sample was carefully reweighted to
fully reflect the original sample characteristics first selected for the May
1983 survey: by level of education, sex, size and type of school, region, etc.
In most cases in the following analysis we use either the fully reweighted
1987 sample from the 1931 /82 school leavers’ survey (N = 1,644) or - since
many respondents had migrated and could not be personally contacied -
the sample of respondents who were personally interviewed (N = 1,114).
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There are some minor variations in the numbers reported in different
analyses due to missing data - but these are very small differences.

In this first part of our analysis we focus on the beliefs and attitudes of all
the school leavers who were interviewed. We pay particular attention to
their views about the adequacy of their own education: particularly the
adequacy of preparation provided for work and other adult roles over the 5
o 6 years after completing post primary education. The analysis mainly
focuses on the responses to around 40 separate questions designed to tap
their assessments of the 6 different dimensions of educational preparation
described in Chapter 1.

We first deal with the main structure of their responses 1o 35 different
questions about level of satisfaction with schooling: that is, the manner in
which the various responses hang together, or are different from each
other. The 6 different educational objectives we isolated were: basic
education and cognitive development, preparation for work, for other
adult roles and for third level enury, personal and social development, and
civic education. Since, however, respondents may not view or assess the
world in the same way as researchers we first need (o establish whether the
pauern of their responses corresponds to the pattern hypothesised.

Before we proceed to look at this we first examine these school leavers’
views of the relative importance of these various dimensions of educational
preparation.

Table 3.1: Details of Sample and Interview Completion Rates November 1987 — February 1988
Interviews of 1981/82 School Leavers Panel

Number Percentage

Towal Sample Selecred 2,380 100
(1980/81 3rd level) (440)
{1981 /82 School Leavers
Total Sample) {1,940)
Total Sample Interviewed 1,990 83.6
Towal Refused 127 5.3
FTotal Other Unauainable

{even with callbacks) 59 2.5
Towal Deceased, [l or Family

Moved and Uncontactable 149 6.3
Other — Non-Completions 55 2.3
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(613

School Leavers’ Priorities and Satistactions with Education

Priorities

Not all educational objectives have equal priority = for ¢ither schools or
their clients, as both Raven et af (1975) and Madaus et af. (1979) have
clearly demonstrated. If we were not aware of the priority attached to
various aspects of education we could assume that high client
dissatisfaction with one aspect of education which was not considered 10 be
important had more significance than moderate dissatisfaction with an
aspect of education which was considered vital. The following table
provides an overview of school leavers’ priorities in some major aspects of
educational provision — and their general level of satisfaction with such
provision. Nine separate questions, testing 6 different aspects of
educational preparation, were assessed: (i) basic education and cognitive
development (Questions 1 and 2), (ii) preparation for work roles
(Questions 3 and 4) and (iii} associated adult roles (Question 5), (iv) per-
sonal and social development (Questions 6 and 7), (v} civic education
(Question 8), and finally (vi) preparation for third-level education
(Question 9). These are the 6 selected dimensions outined in Chapter 1.

Table 3.2: Relative Priovity Placed Upon Diffevent Educational Functions and Goals

Dimensions: Hems %o who say % wheo say
it is “very these were
important” actually
these should provided

be attained (@) Very  (b) Not
well” at afl”

- Per cent -
1. 3Rs, Cognitive:  Reading, Writing and Calculating 98 75 1
Development Think things through and come to clear
solutions 84 21 23
I1. Work Roles: Preparc well so as to be able to do a good
job well 93 29 24
Prepare well so as 1o get a good job N 21 33
L. Adult Roles:  Preparc well for adult life when leaving school 91 18 35
V. Personal Develop seli<confidence and sclf-reliance 89 17 26
& Social Preparation for life — develop and apply good
Development values to everyday problems 85 14 34
V. Civic Lile: Play an active role in public affairs 42 6 60
V1. Third Level:  Prepare well for third level* 88 30 27

* Asked only of those who actually went on o third-level education.
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I is evident that there is a very clearcut rank order of importance: basic
educational goals have almost 100 per cent support, but some aspects of
cognitive development (Row 2} are given a lower priority than preparation
for work life. Preparation for work life and for other adult roles is given
almost equal priority as basic education. Preparation for third-level entry, a
dominating objective in most Secondary schools, is given a slightly lower
priority than work even when the question was asked only of third-level
entrants.

The development of an assertively rational capability and of a moral or
evaluatve capability is given somewhat lower status, though nevertheless
over 85 per cent regard these personal and social development goals as very
important. Civic and political education is given the lowest priority of all.

Almost everybody, therefore, places the highest priority on the traditional
basic objectives of education - particularly the 3Rs. And a surprisingly high
75 per cent think these objectives were achieved w a high level in their
own case. This very positive evaluation of the more basic goals of education
is supported by similar questions asked elsewhere in the survey, where
around 80 per cent respond that provision for reading and writing in their
own education had been very satisfactory — though satisfaction with
“calculating” appears to be less enthusiastic. The priority attached to
“cognitive development” is not as great — though still over 80 per ceni. But
satisfaction with it is very low with only 21 per cent very satished and 23 per
cent very dissatisfied. So while the more mechanical aspects of
conventional education = the 3Rs - get high priority and satisfaction,
satisfaction with the more subtle and emergent cognitive development
aspects of education is very low.

Only slightly less universally prescriptive is the emphasis placed on
preparation for employment and work life — indeed this is regarded as
more important than certain aspects of cognitive development. However,
satisfaction with the achievement of these goals was very low — indeed even
lower than for cognitive development. At a maximum, 1 in 4 respondents
thought that these objectives had been very well served/achieved in their
schooling, while up to 1 in 3 were highly dissatisfied with this aspect of
their education. The adequacy of preparation for other adult roles and
relationships — an almost equally prescriptive goal — was much less
satisfactory again with less than 20 per cent very satisfied with provision
and over one-third being very dissatisfied.

Only slightly less prescriptive as a goal of education is: (i) development
of seif-confidence and self-reliance, and (ii) preparing young people to
develop the capacity to implement and apply “good” values in an increas-
ingly individualised world. It is clear, therefore, that the development of an
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individualism which is self-confident and socially and morally assertive is
given very high priority by respondents — almost as imporiant as the
conventional 3Rs programme and practical “preparation for work” But
clearly these goals are not being achieved. The level of dissausfaction is
particularly high, with only 1 in 5 to 1 in 6 respondents being very satisfied,
and 1 in 3 or 4 being very dissatisfied.

However, education for, or socialisation into, one’s role in public life —
civil and political affairs generally — is not given very high priority. Only 4
out of 10 gave it the highest priority, although only 1 out of 9 say it is not an
important goal of education. Nonetheless, in relative terms the proportion
dissatisfied here is the highest of all: only 6 per cent say this objective was
“very well” atained by the school, with 60 per cent saying it was not carried
out at all by the schools.

With the exception of civic/political education, therefore, almost all
other aspecis of education previously discussed under the various
dimensions of education are given very high priority by school leavers. Of
the high priority dimensions, therefore, it appears that satisfaction is
highest for “basic education”, next highest for work and adult role
preparation, and lower again for personal and social development. The
lowest satisfacilion level of all is for civic education — but it also has very low
priority.

With minor exceptions this rank order of priorities is rather close o that
in Raven et al.’s (1975) study of students’ values in education. Here
personal and social development values received even higher priority than
the basic 3Rs. Taking the 50 educational objectives ranked by pupils as
“very important”, intellectual development and development of self
competency goals were given the highest priority, as well as personality,
character and social development competencies. Around two-thirds of
respondents thought both of these were very important. Next was the
development of innovative, assertive and initiative taking competencies,
Education for development of the capabilities to consiruct good and
fulfilling adult sex roles and familial relationships, and the capability 1o
take on associated responsibilities had an equally high rating. Around 60
per cent of respondents thought them to be very important. Next only in
importance came the more basic 3Rs, as well as development of
competencies in speech, artculateness, etc. After this came preparation for
adult work roles and assaciated life roles: while civic-polilical education
came lowest in the list of priorities as in our own case (ibid., pp. 5-10).

This low ranking of basic education in Raven's study is surprising. We
should remember, however, that the study was carried out in the carly
1970s when employment opportunities, and preoccupation about
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employment, was not as pressing an issue: so that “personal development”
goals may have declined somewhat in importance since then, while basic
education and preparation for work life may have substantially risen in
importance. With the lauer exception, however, Raven’s et al’s (1975) study
gives very similar rankings to those given by the school-leavers in our study.

The Structure of School Leavers’ Assessments

As already discussed, in our questions to school leavers, we concentrated
on the following 6 important dimensions of educational socialisation or
“preparation”.

1. Basic education: (a) basic language and arithmeucal skills; as well as
(b} basic aspects of intellectual and cognitive development (9
questions).

2. Personal and social development objectives; moral and character

development (9 questions).
. Preparation for entry to general adult roles (5 questions).
. Preparaton for enury to the world of work (8 questions).
. Preparadon for civic and politcal roles (6 questions).
. Preparation for third-level entry (2 questions),

In additon respondents were asked 2 general questions about the main
educational deficits they had experienced and the extent 1o which they still
planned to correct any deficit in their education. There are obviously
other educational goals or outcomes that could have been included but,
given severe resirictions on the time available in the interview, these 6
appeared 1o be the most relevant dimensions.

A total of 40 auitudinal type questions in all were asked to tap these
various dimensions of cducational assessment (sce details in Appendix
3A). Their distribution over the 6 different aspects of educational
preparation are given above — with between 5 10 9 questions usced w0 tap
cach dimension (See also Appendix 3A). There is an overlap in a small
number of questions — they could fit into either of 2 dimensions. The
following sections analyse the response Lo these questions, as well as the
basic structure of respondents’ answers — as revealed through the
conventional method used to assess the dimensionality of scored, or scaled,
responses Lo such questions - that is, to factor analyse the correlations
amongst these responscs.

Factor analysis is a statistical technique for analysing correlation matrices
- as, for instance, the correlations amongst all the scaled responses to the
above 35 questions asked of respondents. The technique enables us to
determine whether some consistent underlying pattern of relationships
exist in the data such that we can abstract out a small number of

S
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underlying “factors” or “components” that may be taken as “source
variables” which account for the observed consistencies in the pauwern of
correlations (Kim and Mueller, 1978). One may think of it as a way for
extracting the minimum number of clusters of highly intercorrelated items
from the total 35 x 35 matrix; each cluster of items are highly
intercorrelated with each other but have low, or no, correlatons with items
in other clusters. In this case we are using the method o test the
hypothesis that 6 underlying factors - the 6 different educational objectives
isolated above - are the “source” of the pauern of association amongst the
scaled responses o 27 different questions asked of respondents about the
attainment of educational objectives.

One, therefore, needs first 1o “scale”, or attach at least an ordinal value
Lo, each of the responses given. For example, question 31(a) asked
respondents about their second level education:

To what extent have you found that the things you learned there have

been of use o you in coping with employment and working life?
Responses were coded 1 if respondents said that their education had not
been of “any use at all”; 2 if of “some but very liule” use; 3 if of “good use™;
and 4 if of “great use”.

The number assigned expresses the ordinal “degree” of satisfaction -
i.e., more or less, higher or lower, ewc. Next one needs o calculate the
correlations amongst all of the scaled responses - the extent to which they
vary together. Finally, the resultant correlation matrix is “factor analysed”
in order to isolate the minimum number of underlying “factors”, or
dimensions, which explain as much as possible of the variance in the
correlation matrix.

The following table provides the main results from the factor analysis
(Principal Components with Varimax Rotation) of the scaled responses o
27 different assessments respondents made of their education. Twenty five
of these questions referred specifically 1o the first 5 of the dimensions
hypothesised above: basic education and cognitive development,
preparation for work and for other adult roles, personal and social
development and civic education.

The two questions dealing with the sixth hypothesised dimension,
adequacy of preparation for third-level education, were excluded from the
factor analysis because they were answered only by a small and elite subset
of the total sample — those going to third level. But two additional
questions were added to measure respondents’ views about specific deficits
in their own education. It was expected that these two items would “load
on” or be highly correlated with the “preparation for work™ dimension ~ as
they were highly praciicalty phrased.
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Table 3.3: Factor Weightings, Communalitics and Eigenvalues for 37 Attitudinal Variables. 6-Factor
Solution, Principal Components with Varimax Rotation. (Weightings of .35 or grealer)

Factors Communatlity
I. Personal and Social Development Fl F2 F3 F4 Fa F6 h?
— Factor Loadings -
1. (3412) Helping you 10 get on with other people .72 - - - - - 63
2. (3403) Making new friends i - - - - - .55
3. (3402) Sclfconfidence 62 - - - - - 54
4. (3415) Talk and communicate well .58 - - - - - 56
5, (3406) Well balanced person .58 - - - - - .54
6. (3404) Preparaion for adult life 49 - 45 - - - .62
7. (3411) Think for yourself 47 - - - - - 48
8. (3408) Play a responsible part in society 44 - 45 - o - 59
9. (3511) Self-confidence and sell-reliance 30 .66 - - - - 64
10. (3407) Reladons with opposite sex .38 - - - .55 - A7
1. General Assessment of oun Schooling as Preparation
Jor Adult Life

11. (3513) Preparation lor Life - and to apply

values w cvery day problems - 72 - - - - .60
12. {3511} Develop selfconfidence 39 66 - - - - .64
13. (3517 Prepare well for adult lile - .65 - - - - .64
14, {3516} Able to do a good job well - 63 35 - - - 59
15. (3512} Ability 1o think through things - 63 - - - - 57
16. {3515} Preparntion for role in Public Affairs - .60 - - -  -47 59
17. (3514} Preparation to get a good job b8 39 - - - 56

I Preparation for World of Work and Adult Roles

18. (3101} General assessment of utility for

work roles - - -7 - - - .56
19. (3201) General preparation for adult life - - -39 - - - 52
20. (3409} Increase chances of getting a good job - - b5 - - 53
21, (3301) Educaiion: lacked something - - =57 - - 50 .58
22. (3405} Understanding world of work - - 48 - -3 - 54
23. (3404) Aduld life in gencral A9 - 45 - - - 62
24, (3408) Responsible role in socicty 44 - 45 - 41 - 59
25. (3514) Well prepared 10 gewa good job - 58 3 - - - 56
26. (3516} Prepared 10 do a good job well - .63 35 - - - 59
1V Basic Education
27. (3401) Education has given suflicient

reading and writing skills - - - ii - - .64
28. (3510) Extent 1o which school provided

reading /writing/ calculating skills - - - 73 - -
29. (3410) Gave sufficient education flor

calculing amounts - - - 65 - - 56

30. (3414) Time-keeping and being able to
concentrale - - - 43 - - 43
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Table 3.3: continued

Factors Communality

V. Political/Ciuil Roles Fl F2 F3 F4 F5 FG& h?
31, {3413) Understand Politics - - - - i - 63
32. (3407) Good relations with fricnds of opposite

sex 38 - - - b - 47
33. (3515) Active role in public affairs - 60 - - A7 - 59
34. (3408) Full and responsible role in your socicly .44 - 45 - 41 - .59
35. (3405) Better understanding of world of work - - 48 - 35 - .54
Vi, Specific Educational Achicvement Defects
36. (3701) Educational qualifications you would
like o get - - - - - 84 73
37. (3301} Education - lacked something - - =52 - - b0 .58
Eigenvalues 9.0 1.7 1.5 1.1 1.1 1.0 Cumulative
% of Variance Explained: 334 64 57 42 41 38 58%

The factor analysis yielded 6 clear factors with eigenvalues? greater than
1.0. The 6 factors combined extracted 58 per cenl of the total variance.
Factor 1 was by far the most important factor (cigenvalue = 9.0), extracting
33 per cent of total variance. Factors 2 and 3 had eigenvalues of 1.7 and 1.5
respectively, and each extracted an additional 6 per cent of the 1o1al
variance. Factors 4, 5 and 6 had cigenvalues of 1.2, 1.1 and 1.0, respectively,
and extracted 4.2, 4.1 and 3.8 per cent of the variance. If we use a factor
weighting of .35 as a cutoff point, the above table provides the “factor
weightings™ — the “correlations” between individual items and the derived
“factor” - for the 6 factors extracted.

With some significant exceptions the dimensionality of school leavers’
assessments, as revealed by the factor analysis, does conform rather closely
to that originally proposed, as the factor “labels” and the individual items
included clearly indicate in Table 3.3.

The first and main factor extracted refers mainly to respondents’
assessments of the attainment of personal and social development goals.
However, ability to “think for oneself”, general preparation for adult life

3 Eigenvalues are statistical measures of the total variance exwacted by the factor. Their
relutive size provides an index of fctors” relative importanee.
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and for public civic responsibilities, and cross sex relationships are also
moderately correlated with this factor. The most highly intercorrelated
cluster of items that represent this dimension is, therefore, very close to
that hypothesised (see Appendix 3A). It does appear, however, as if
preparation of such competencies in interpersonal relatonships as ability
to communicate, seif-confidence and assertiveness — the hypothesised
aspects of personal and social development — are also judged as moderately
correlated with ability to “think for oneself”. Not too surprisingly, perhaps
- though not hypothesised - the development of all of these qualities
appears also to be linked to the development of ability to perform well in
adult roles.

Clearly, however, the main dimension tapped here is that of personal
and interpersonal development, in which the development of self-
confidence and associated personal competencies, and of cipabilities in
constructing new adult interpersonal relationships and organisational
roles, are the most important aspects.

The second factor is much more general or diffuse in context but is
restricted 1o 7 adjoining questions in the interview schedule which asked
people to rate their own education, or what could be interpreted as their
own school, on how well it provided programmes of instruction in
personal, social and cognitive development and preparation for work and
adult life. With two exceptions {provision of basic education and
preparation for third-level entry) the scaled responses 10 these questions -
from “very well” provided to “not at all” provided — were highly
intercorrelated. This suggests that respondents were judging the adequacy
of their own school’s programmes in an overall or summary fashion — one
which did not distinguish between different programme evaluations in the
same way as the other more dispersed sct of questions had done.

The main items here refer both to the adequacy of preparation for adult
life roles and o personal development, linking the development of
personal qualities of rationality, self-reliance and value assertiveness with
preparation for work and associated adult roles. Whereas the first factor,
therefore, emphasised the effectiveness with which their education had
developed personal and social qualities and skills of use in later life, this
second factor is specifically directed towards assessing the adequacy of
provision of instructional or developmental programmes in their own
schools for adult life preparation. The hypothesised dimension of
preparation for adult roles does not emerge therefore (see Appendix 3A).
Instead there emerges a much more general assessment of the adequacy of
schooling preparation for enury to “open society”.

The third factor refers exclusively o very ultilitarian assessments of
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schools as providing people with knowledge and skills of use in work life
and related adult roles in general. This factor, therefore, emerges as
hypothesised (sce Appendix 3A).

Factor 4 refers 10 very basic educationally-based knowledge and skills:
reading, writing and calculating competencies; as well as mental,
attitudinal and personal discipline associated with good pupil roles. So,
being able to concentrate and “keep time” are linked atuributes.
Revealingly, the few general cognitive or intellectual development
questions {e.g., ability to think through things, etc.) do not load highly on
this factor but tend to be “scattered”, particularly on F1 — dealing with
personal and social development, or on F2 — preparation for adult roles or
“open society”. Again this pattern of response is not as hypothesised, but
these item responses are correlated with the set of items on F4 — though
not as highly so as with other dimensions.

Factor 5 refers 1o effectiveness of preparauon for participation in public
or civic roles; but, interestingly, preparation for adult sex roles also loads
highly here. Since it also loads on Fl (personal and social development), it
appears as if respondents view and experience such relationships as both
interpersonal and “public”.

Finally, Factor 6 refers to respondents’ personal dissatisfaction with some
particular deficit in their educational background, or to a current personal
educational deficit that they would like 1o or intend o correct. The
responses 10 these two questions are highly correlated, although responscs
to one of the items also loaded highly on the “preparation for work” factor.
In other words the preoccupation about educational defects is linked most
closely with evaluation of one’s educational preparation for work. However,
the two items jointly form a separate dimension and will be treated as such.

So, in most respects the originally hypothesised dimensions do appear:
“basic education”, personal and social development, preparation for work
and adult roles, as well as preparation for civic/political roles, etc.
However, the evaluation of the intellectual-cognitive aspects of educational
development do not “load” on basic education - though they are
correlated; and preparation for work and adult roles tend to load wogether.
Perhaps there are too few items dealing with the cognitive development
aspect of education to allow them emerge as a separate dimension, but it is
revealing that the two items concerned are most highly intercorrelated
with factors other than “basic education”. In addition to the above factors a
separate and very general dimension appears: a general utilitarian
assessment of one’s own school’'s adequacy, which emphasises a more
general assessment of preparation for adult and work life as well as ability
o think and act for oneself.
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The following sections detail school leavers’ satisfaction with each of
these separate dimensions of educational provision. In each case the items
are rank ordered in terms of level of satisfaction. We will take each
dimension in the order it emerged starting with the first and most
important factor - in terms of the total variance it explains — personal and
social development.

Dimension I: Satisfaction with personal and social development goals

Table 3.4 provides the results for dimension 1 — the personal and social
development objectives of educational preparaton.

Table 3.4: ltems and Responses to Questions on Dimension 1.

Items Responses

“Yes “Yes “No
To what extemt has education benefited or helped you Alot” Some” Help™
in the follmving ways?

FPer cent

1. (3403) “Making new friends” 54.6 379 75
2. {3412) “Helping you to get on with other peaple” 40.9 19.9 9.1
3. (3415) *Talk and communicate well” 38.3 53.0 8.7
4. (3411) “Think for yoursell™ 33.2 53.4 13.4
5. {3402} “Increased your self-confidence™ 30.2 49.5 20.2
6. (3406) “Devclop into a well balanced person” 22.0 56.9 21.1
7. {3404} “Preparadion for adult life in general” 19.9 471 33.0
8. (3408) “Play responsible part in your society” 18.6 53.3 28.1
9. (3407) “Geod relationships with persons of opposite sex” 18.0 35.1 46.8

Compared to the assessment of how well the specifically instrumental
educational goals — (the 3 Rs) — are evaluated, schooling performance in
achieving these personal and social development goals is not very
satisfactory. For interpersonal relationships (items 1 and 2) the general
level of assessment is moderately satisfactory — with around half feeling that
their schooling helped them “a lot” in making new friends, and 41 per cent
feeting they were helped “a lot” to get on well with people. Almost half are
moderately satisfied and 1 in 12 or so are very dissatisfied. In general nota
bad result.

Satisfaction with schooling, in the sense of perceived benefits from it, in
improving personal communication skills and being able 1o think through
things logically and concisely, as well as in developing the self-confidence
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neccessary Lo act independently, rationally and decisively (items 3-5) is
much lower than this. Only around one-third are very satisfied, a hall are
moderately satisfied and one-twelfth to one-fifth are highly dissausfied. So
schooling is being moderately to negatively evaluated in these respects.
The related aspect of aiding the development of a “well-balanced person”
(item 6) is much less satisfactorily served by schooling.

An even less satisfactory position holds for preparation/socialisation for
those aspects of adult roles that demand a more public performance: both
in constructing interpersonal and organisational relationships and
forming good relationships with persons of the opposite sex (items 7-9). In
all of these respects schooling preparation appears highly inadequate. Less
than | in 5 respondents are highly satisfied and between a quarter to a half
are highly dissausfied.

In general, therefore, as one moves from the general level of
preparation for constructing interpersonal relationships 10 personal com-
municational skills and the development of personal qualities of reasoning
and self-confidence, and then 10 preparation for adult organisational rotes
and hewerosexual relationships, satisfaction percentages decline continu-
ously. It appears indeed ns if successful socialisation becomes more
problematic as one moves from the interpersonal 1o the public and
organisational level. There is one apparent exception to this trend:
preparation for relationships with the opposite sex — where dissatisfaction
is at its highest. It may well be, of course, that respondents conceive of such
relationships less as private matters but more in the context of
constructing new and initially more public relatonships.

Dimension 2: Querall assessment of effective schooling as preparation for adull life
The 7 items involved in this factor are highly intercorrelated and form a
single scale. They constitute a quite specific assessment by respondents of
the adequacy of their secondary schooling as a general preparation for
adult life roles, as well as some linked personal qualities such as sell
confidence, “ability to think through things” and ability to think for
oneself. It is, therefore, a very general assessment of the adequacy of one’s
educational preparation for the transition to adult life — or for life in “open
society”, 10 use the Department of Education phrase. In the following table
we give the 7 items in the rank order of their satisfaction — from most to
least satlisfactory. For comparative purposes we include respondents’
assessmentis of the effectiveness of teaching the 3Rs, as well as how well
third level enwrants evaluated the quality of their preparation for entry.
Responses to all 7 items — excluding the first and last — are moderately 1o
highly correlated with ¢ach other and can be aggregated to form a single
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attitudinal scale of overall schooling assessment as a preparation for adult
life.

Table 3.5: Ouverall Assessment of How Satisfactory Second Level Schooling was for Entry to *Open

Soqiety"

School or Programmes

Rank Order of Satisfaction educational were “not at

of items programmnes were “very all” provided
well ™ provided for Sfor

Per cent

1. (3Rs) (75) (nH
2. Do good job well 29 24
3. Preparation to get a good job 21 33
4. Think through things 21 23
5. Prepare for adult life 18 35
6. Develop self—confidence 17 26
7. Prepare to implement values 14 34
8. Role in Public AfTairs 6 60
9. (Well prepared for third level) (30) (27

As already discussed, schools are very highly evalualed on their basic
educatonal and direct curricular and pedagogical goals. With the “3 Rs”
98 per cent of respondents felt that the objectives were very important and
had been very well or moderately well provided for by schools. Only 2 per
cent were highly negative about this aspect.

However, evaluation of the less direct and less curricular-based objectives
are much less positive. It appears also that the more generalisable the
knowledge or skill required - the less tied to particular curricular contents
or Lo particular instructional arrangements - the less satisfied become
respondents. So general preparation for coping with adult life dilemmas,
particularly those which demand a self-confident and morally assertive
stance, appears to be least satisfactorily provided for. General preparation
for work life is the most highly evaluated of the 7 aspects. But only between
a quarter to one-third of respondents are very satisfied with their schooling
in this respect, with a further 40-50 per cent, however, being moderately
satisfied. AL the other extreme, are 24-33 per cent who are highly
dissatisfied. So there is considerable variation in the effectiveness of schools’
programmes in these respects.
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The next most satisfactory aspect refers to intellectual, personal and
social development goals: ability to think through things, development of
self-confidence and ability to argue one’s point. Only 1421 per cent are
very satisfied with their schooling in these respects, although another 50 10
60 per cent appear moderately sausfied. This gives us a tolal of around two-
thirds who appear 10 be at least moderately sausfied. But at the other
extreme are 23-34 per cent of respondents who are very dissatislied. There
is then not only higher dissatisfaction with schooling in these later
respects — but there is also increasing polarisation in school-leavers’ views
abut the adequacy of this aspect of their schooling. The underlying reason
for this increasing polarisation will be dealt with later. Satisfaction with the
adequacy of preparation for public affairs is exuremely low, with 60 per
centsayving there was no provision whatsoever.

Dimension 3: Assessment of prrepavation for work life

There are 8 items which load at greater than .35 on this scale. The most
highly loaded items refer dirccuy to the adequacy of preparation for work
life.

Table 3.6: Assessment of the Adequacy of Preparation for Work Life

“Yes,  lot~ “Yes, “No", or
Hems or, “very well”  somewhat  “not af all” ()}
Per cent
L. (3516) Programmes provided (o be able 1o do
agood job 29.1 474 235 {1130)
2. (3409) Increase chances of geving a good job 211 43.1 29.2 (1130
3. (3514) Programmes provided 1o prepare you o
getagood job 20.6 46.7 327 (1093)
4. (3404) Preparing you for aduld life in general 19.9 47.1 33.0 {1128)
. (3408} Ability 10 play responsible part in your
sociery 18.6 53.3 28.1 (1131)
G. {3405) Provided betrer undersianding of world
of work 12.9 341 53.0 (1132)
Yes, of Yes, quite Soine but None
great use good little

7. (3101) Education for work, coping with

employment and working life a.0 250 41.0 28.0(1132)
8. (3201) Educalion - preparation “for aduld life
in general” 5.0 29,0 38.0 29.0(1117)
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Satisfaction with practical preparation for work life is very low. Around
half are moderately satisfied, with the remainder split between being
highly dissatisfied and highly satisfied. In actually coping with everyday
work life (item 7), however, up o 70 per cent are clearly not satisfied,
Obviously different question wordings are giving different responses, but
the overall pattern of response is negative — and much more so than for
the personal and social development aspects of education. Satisfaction with
the related aspect of preparation for adult roles and for life in general is
also negative with similar percentages being very dissatisfied or seeing their
education as of no usc atall in these respects (items 5 and 8).

Dimension 49: Satisfaction with basic or fundamental educational skills or
comprelencies

Four items in all constitute this dimension of educational assessment:
provision of reading, writing and arithmetic or caleulaling competencics;
as well as the extent to which a limited set of personal disciplines or
competencies were built up by schooling; ability to concentrate,
Limekeeping or time budgeting, elc.

The following results generally indicate a rather high level of satisfaction
with those aspecis of education,

Atmost 80 per cent of respondents appeared very satisfied with their
schooling in generating adequate reading, writing and calculating skills.
Seventy-nine per cent said that schools benefited them a lot in reading and
writing, and 75 per cent indicated that these important functions,
combined with calculating, etc., were very well provided for in their
education. However, between | 10 3 per cent were highly dissatisfied. Basic
mathematical skills are not as highly evaluated as reading or writing skills —
with only 58 per cent of respondents giving it full marks, so 10 speak; and 8
per cent saying it failed badly in this respect.

As to rather basic personal skills and competencies, required for
modern “technically rational” society with its increasingly rigid
bureaucratic arrangements - like timekeeping, ability to concentrate,
ability to discriminate in time allocation, ewc. — respondents were somewhat
less satisfied. Around half were very satisfied but almost 10 per cent were
very clissatisfied. Nevertheless, compared to other aspects of schooling it is
obvious that it apparently does succeed in building up these competencies
Lo a greater extent than in other areas.

As already indicated the selected “cognitive development” items did not
“load” or were not most highly correlated, with this dimension of
education - although they were correlated at a rather low level. If we
triclude these items and compare levels of satisfaction with “basic
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education” and cognitive development, the following order of satisfaction
CITICI'gCS:

1. Reading and writing (75 - 80)

2. Mathemalics - calculating skills (60 — 70)
3. Timekeeping, concentration skills {50)

4, Ability to think for oneself (35)

5. Development of sclf-confidence (30 - 40)
6. Ability to think through things (21).

Table 8.7: Satisfaction with Basic Educational Preparation

Responses
ftems “Yes “Yes, “No
Alot™ Some” Help™ (N}
Per cent
1. (3401} Extent to which second level
education benefited helped "in 79.2 18.3 24 {1131)
giving you sulficient reading
and writing skills”
Function Somewhat or
very well moderalely Not at all ()
provided provided for provided for
2. {3510) Extent to which schooling
enabled or provided abiliy o
“read, write and do caleulations
well” 74.6 24.1 1.3 (1090}
“Yox “Yes, “No
Alot” Some™ Help™ (N}
3. (3410} Extent to which schooling gave
sufficient knowledge and skill to
calculate amounts {ctc.) for work 57.8 34.7 7.7 (1134)

and everyday life purposes

4, {3414} Exteni wo which schooling helped
in developing “tmckeeping” skills, 501 40.5 9.4 (12y)
and “being able 1o concentrate
well on doing things”

So one could say that schooling is generally very satisfactory in its direct,
curricular based educational functions, adequate for the general technical
competencies that are clearly related 1o such learning (such as concen-
wating and timekeeping) but not very satisfactory in huilding up those
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aspects of “substantive rationality” that are of cenural relevance in modern
societies.

Dimension 5: Assessment of preparation for political/civic roles and responsibilities

A clear dimension of preparation for civic/public responsibilities and
roles emerged. Three separate political/civic questions were involved. The
responses to two additional questions - relationships with opposite sex
friends and understanding of world of work - were also moderately to
highly correlated. However, since they deal with quite different subjects
and are included in other dimensions, they are excluded here,

Table 3.8: Satisfaction with Preparation for Adult Civic/Political Roles

ftemg Responses
Fxtenl lo which respondent felt that second “Yes “Yes “No
level schooling benefited or helped alot” some” help” {N)
Per cent

1. (34.13) Helping 1w understand Polidics and

how 10 make political decisions 5.8 26.7 67.5 {1129)
2. {34.08) Increasing ability to play a full
and responsible part in society 18.6 53.8 28.1 (H131)
“Somewhat
“Very well well “Not at alf

provided for™  provided for” provided for”
3. (35.15) Exuent o which school actively
provided/ helped o develap
ability “tor take an an active role
in public affairs and in comribwing 5.7 34.7 59.6 (1088)
to solving your country's and
community problems”

Here we can see that in civic and paolitical terms the schools are failing
dismally: only 5-19 per cent are very satisfied, while up to two-thirds feel
that schools do nothing to achieve this objective. However, as already
indicated, school leavers do not generally think this educational objective
is very important. So, if we limit high dissatisfaction to those who feel that
it actually is an important function of schools only 22 per cent are very
dissatisfied; with another 18 per cent dissatisfied but not apparently oo
upset since they do not consider such civic/political education to be very
important. So, although it is least provided for of all objectives the majority
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viewpoint of clients suggests that they are not really 100 upset about the
relative absence of civic education.

Dimension 6: Specific educational defects identifted by school leavers

As already discussed a number of questions dealt with respondents’
specific disappoinument with particular aspects of their education. Two of
them, as we have seen, were scalable and were included in the faclor
analysis. It was expected that they would be most highly correlated with the
more practical, or work related, evaluation of education. The scaled
responses to these two questions were so highly correlated with each other,
however, that they emerged as a separate factor.

The first question asked “thinking of all the education and waining you
received, do you feel strengly that it lacked something or that there were
major defects in it?” Fifty-three per cent of respondents felt strongly that it
was defective, 47 per cent indicated clearly that it was not.

The related question asked “Are there any qualifications or cerlificates,
or particular training you would really like to get, which you think would
improve your chances of geuting a good job (or help you in your present
job)2” Forty-five per cent of respondents replied “Yes™, that they would like
to get additional educational qualifications, and 55 per cent replied "No™.

On average, therefore, around half of these school leavers felt strongly
that their education had been defective in some specilic way and roughly
the same proportion would like to or intended to get additional
qualifications to try and correct these defects. The nature of these defects
and the nawure of the additional qualifications sought will be described
later. Here we emphasise both the magniiude of the dissatisfaction
involved, and the correlaton between such dissadstaction and intentions
to correct it: around wwo-thirds of those who felt their education was
defective would clearly like to correct it. Nevertheless over one-third did
not. In facy, less than one-third were definite in their intention to do so. So
the experience of educational failure and the explicit percepuon of the
necessity for additional educational qualifications does not necessarily lead
to definite plans to correct this deficit for a majority of school leavers. The
reasons why this occurs will be explored later.

Dimension 7. Assessment of adequacy of frepavation for third level

The questions dealing with the adequacy of preparation for third level
were not included in the factor analysis because these questions were only
asked of those who had actually gone on to third level = around 1 in 4 of
the wotal sample.
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Two specific questions werce asked. (i} The first asked: “how important ...
should ... [it be] .. to be well prepared for all the courses you had to do in
third level?”. Eighty eight per cent said it was “very imporwant”, and less
than 1 per cent said it was unimportant. {ii) The second question asked
“how well ... provided” were such courses in preparation for third level?
Only 30 per cent said such courses were well provided, but another 43 per
cent said they were moderately well provided. However, 27 per cent said
that they were “not at all” well provided. So, atthough a slight majority
exists on the very favourable side of the balance, a large minority is highly
dissatisfied with these aspects of second level education; particularly given
the emphasis on this objective.

Summary and Conclusions

As we have seen respondents tended to view and judge the quality of
their educational experiences along & dimensions: (i) basic education and
related personal disciplines, (ii) personal and social development, (iii) a
general or overall assessment of preparation for adult life provided by their
specific schools, (iv) adequacy of preparation for work roles, (v) prep-
aration for civic, political and public communal roles. The sixth dimension
which emerged referred Lo specific educational defects that pecople had
experienced in their work and adult lives, some of which they still hoped 10
remedy. Because questions about it were restricted to third-level entrants,
assessment of the adequacy of third-level preparation is wreated separately.
Cognitive development items did not “load”, as hypothesised, on “Basic
Educaton”

The level of client satisfaction expressed conformed to the above
ordering of the dimensions. The most satisfactory outcome, or goal best
achieved, was “"basic education”; and the least satisfactory was civic and
political education. The following figure illustrates these results clearly.
The figure reporis the percentages who are very satisfied with cach of the
main assessment dimensions of education isolated, using the items most
highly correlated with each “factor” or dimension of educational
assessment, Attitudinal 1ype scales have been constructed for each of these
factors. Details about these are given in the relevant chapters and the
average dissatsfaction score for cach scale is given in Appendix Figure 3A.
In Figure 3.1 the items are ordered in terms of the order of sausfaction.

As already discussed satisfaction with “basic education” is very high, with
personal and social development moderate, with preparation for work and
adult roles moderate to low; and with “civic education” extremely low.
Satisfaction with third-level enwy preparation is moderately high — roughly
on a par with that of personal and social development.
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Figure 3.1: Percentage of Respondents 'Very Satisfied’
with the six Dimensions of Educational Evaluation

100

807 % Very Satisfied

Basic Education

1: "Giving Sutlicient Reading and Writing Skilla®

2: "Read,wWrite and Do Calculaliona Well”
Personal and Social Development

3: *Helping You to Get On Well with QOther People

4: "Making New Friends’
Preparation for Adult Life

5: "Preparalion for Life”

6: "Developing Seli-Confidence and Seif-Reliance®
Preparation tor Work Lile

7: "Copling with Employmenl”

8: "Increase Chances of Qetting a Good Job”
Civics and Pofitical Education

9: *Understanding Politics®

10: "Active Role in Public Affaira”

Preparation for Third Level
11 "Wall Prepared for Third Lavel’
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In general, thercfore, 5 years after school leaving these young adults rate
their education highly 1o very highly on the achievement of the 3Rs,
associated personal disciplines and general cognitive development, but
generally have found it to be much less satisfaciory on nearly all other
dimensions — particularly on preparation for effective participation in
public life. Peculiarly, afier the 3Rs, schools get their next highest rating on
personal and social development education, despite the fact that
preparation for work and adult life in general receives a higher priority as
an educational objective. However, as one moves away from the very basic
and very traditional educational goals there is not very much difference
amongst the other dimensions in respondents’ level of dissatisfaction -
except for political education.

In comparing these young adults’ assessments of the adequacy of
schooling with what they regard to have been essential to it the following
conclusions appear clearcut.

1. Basic education and the development of cognitive capabilities, as well as
certain personal disciplines, are both regarded as essential and generally
receive a high effectiveness evaluation.

2. Preparation for work and entry to adult or “open™ society is ranked at an
almost equally high level of importance, but in general the level of
satisfaction with attainment is moderate 10 low - generally lower than for
personal and social development.

3. Personal and social development goals are perceived to be equally as
important as preparation for adult work and other roles but, peculiarly,
satisfaction with the effectiveness of schooling programmes to achieve
those objectives is slightly more positive than with preparation for work
roles. Nevertheless, only about a third of respondents are very satisfied
with their schooling in these respects.

4. Dissatisfaction with preparation for third-level entry (amongst those who
went on o third level) is moderate ~ with only 30 per cent being very
satisfied. This is dramatically below the 75 per cent of respondents who
were very satisfied with their "basic education” provision.

N

. Political and civic education is not given high priority by schools and is
lowly ranked by school leavers. So, although it shows the highest level of
dissatisfaction of all — with over 2 out of 3 respondents very dissatisfied -
this dissatisfaction does not as seriously undermine young adulis’ overall
evaluaton of their education, Their much less severe disappoinunents
with school programmes on preparation for work or with personal and
social development programmes, for instance, carry much more weight.
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Schools, therefore, still appear to act as rather isolated institutions which,
although they are supposed to prepare people for adult work and societal
roles, do not appear to do so effectively; at least according to the views of
their graduates. This finding is not unusual in the international literature.
The OECD (1983) review in commenting on these rather common
international findings gives 3 main reasons why this occurs: (a) the
curriculum ignores many of these goals, except insofar as particular
vocational courses are provided or particular guidance programmes are
effective; (b) the pedagogy is “almost devoid of content relating to work
and has an air of isolation from the world outside the school”; and (c) is
often taught by teachers who act as if teenagers were 5 year olds, and who
do not, therefore, in their teaching indicate how best 1o live one’s life after
school, or even after school hours {(ibid., p.530). The view then that
schooling should be about the world outside, especially about the world of
work, and the frustration that it is not, is not only an Irish view.

Irish educatdional provision expanded very rapidly after the 1960s, and
this expansion was, 10 allarge extent, premised on the belief that it should
be involved in “preparing the young for economically productive roles,
necessary for both national productivity and the individual’s ultimate
economic success” (ibid., p.50). But as industrial and general economic
life becomes constantly wansformed by rapid technological change the
difficulties of the education system in trying to cope with these changing
demands has correspondingly increased.

These rapid economic and technological transformations suggest the
increasing importance of a good general (and generalisable) education.
The issues here are very complex, however, as well as being very important.
While one could not, for instance, argue for the unequivocal expansion of
immediately practical Vocational education, the very rapid expansion in
General educational courses that has occurred to cope with the rapid
senior cycle participation increases of the past 15 years, is not likely to have
been the hest provision available for average to low ability pupils. The
issues involved, however, require much further investigation before coming
Lo any practical policy conclusion. There is no doubt, however, about
school leavers’ conclusions.

Perhaps it is partly because of these rapid economic and technological
changes that schools have moved away from actual contact with the world
of work as their programmes have expanded in scope and coverage in
almost all OECD countries (ibid., p. 51). The consequences, however, of
this trend toward a more General Academic education is likely to have
been least helpful for working class youth — whose home life is most
removed from the Academic culture of the school (Willis, 1977; Gaskell
and Lazerson, 1981; OECD, 1983, p. 51).
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APPENDIX 3

Appendix 3A

Details of the awitudinal questions used in the factor analysis to tap the 6 hypothesised educational

assessment dimensions

1. General Intellectual and Cognitive Develofment Goals, and Acquisition of Basic Educational Skills.

{#

{ii)

(iii)

{iv)

)

{vi)

(vii)

(viii}

(ix}

{34(11)) "To what extent do you feel that your second level education has benefiled
or helped you to think for yourseli?
Responses: Yes,alot (). Yes, Some (). None ().

(35(12)) “"How imporiant should {the following) be?
“To think through things and come to clear and good solutions to problems™
Responses: Verylmpt (). Impt. { ). Notlmpt. ().

(35(12)) and “How well provided was it in your education™ - “To think through things™.
Responses:  VeryWell { ). Somewhat { ). NotWell { ).

{34(15}} “To what extent has your education benefited you “in being able to
1alk and communicate well with others?”
Kesponses: Yes,alot (). Yes, Some (). None { ).

(34(14}) “To what extent has your education benelited you in timekecping, and being
able 1o concentrawe well on doing things?”
Responses:  Yes,alot{ ). Yes, Some (). None( ).

{34(1})) “To what exient has your education benefited you in giving you sufficient
reading and writing skills?”
Responses: Yes,alot{ ). Yes, Some (). None ().

{34(10)) “To what extent has your educadon bencfited you in giving you sulficiens
knowledge and skill in calculating amounts {imoney, etc.) in work and everyday life?”
Responses:  Yes,alov{ ). Yes, Some (). None ().

(34(1)) “How imporant should this be in education?
(a) to be able 10 read and write well™
Responses: Verylmpt. (). Impt. { ). Notlmpt. { ).

(35(10)) () “How well provided was (the following) in your education?” - “To be able
to read and write well?”
Responses:  VeryWell { ). Somewhat { ). Not Well (),
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2. Personal, Social and Character Development Goals

Fo what extent do you feel cthat your education has benefited you: Responses
Yes, Yes,
Alot  Some None
(34(12)) “In increasing your self-confidence?” C) ) ()
(34(3))  “In making new friends™ )y ) )
{34(6))  “In helping you develop into a well batanced person” )Y ) )
(34(7))  “In building good relatonships with friends of the
opposite sex” )y €y )
(34(12))  “In helping you 1o get on with other people™ C ) Yy )

{35()H “How importani should goals be™ and
(35(i1))  “How well were they provided?”
Importance?

Very  No
lmpt. lmpt. ImpL

(35(2)) “To have good programmes 10 help young people's

self-confidence and self reliance?” C Yy ¢ Yy )

How Well Provided?
Very  Not
Well Well Well
C Yy )y )

Imporuinee?
Very  Not
Impt.  Impt  Impt
{35(4)) "Good preparation for life or in prepasing young people { ) () ()
develop and apply good values to everyday problems™. How Well Provided?
Very Not
Well  Well  Well
) ¢ )t IR

3. “Preparation for Adult Life in General™ School Goals

(32(a))  "Thinking of things on a much wider scale than the Responses
getting of jobs or of work, how much did you gain Yes, Yes,
from your second level education in preparing you Great  Good  Some
for your adhult life in general Use Use Use No Usc
¢y )y ¢y
Yes, Yes,
Alot  Some  None
(34(4))  In preparing you well for adult life in general: C )y ( )y ()

{34(15}) In being able to alk and communicate wellwithothers () () ()

“How lmportant”
Very Some  None
{35())  “How important should these gaals be” C )y ¢y ()
(35(i1))  "How well were they provided for?” “How Well Provided”
)y )y )

(35(8))  To prepare you well for aduli life when you leave schoal
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4. Preparation for the World of Work

(81{(a) and {(b}} “To what extent have you found that the things Yes, Yes, Yes

vou learned then {at second-level and third- Great  Good  Some
level) have been of use to you in coping with Use Use Use  None
employment and working life?” oy 0y Oy )
Yes, Yes,
Alot Somc None
(34(3})  “In giving you a beuer understanding of world of work? ( ) { ) { )
(34(9))  “Inincreasing your choices of geiling a good job?” ¢ ) () ()
(34(14)) "In timckeeping and being able 1o concentrate well on
doing things?” {ry ) )
How Important?
Very Some None
{(85(1))  “How important should these goals be in education?” { ) () ()

How Well Provided?

(35(i1))  “How well were they provided for?” () ( ) ()
How [mportant?
Very Some None
{85(5) (i) and {ii)) “To be well prepared to get a good job?” ( ) ( ()
How Well Done?
Q.36(7)(i) and (ii)): “To be abie to do a good job well (when Very Somewhar Not at all
you get one).” ¢t )y { )

5. Preparation for Civic, Political and Community Roles
Responses
Yes, Yes,
Alot Some None
(34(8)) “Inincreasing your ability to play a full and responsible

part in your society” () { ) )
(34(13))} “In helping you 1o undersiand politics and how to make
political decisions” ¢ ) ) )

(35(i}) "How important should these goals be?™; and
{35(i))  “How well were they provided for?”
How Important?
Very Some  None
(85(6)) *To take an active role in Public Affairs, and ( ) ( ) ()
be able to contribute to solving your community’s and
country's problems”.

How Wel Done
Very Somewhat Notatail

)y 9y )
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6. Specific Educational Achicvement Defects

(37(01)): “Any qualifications you would like to gew which you think
would improve your chances of getting a good job or help

99

you in your present job?” Yes{ JINo{ )
(33(01}) Do you feel strongly that your education lacked sommcthing®” Yes{ INof( )
1. Preparation for Third-Level Eniry
How Importani? How Imporiant?
(35(i)) “How important should ————— be in education™, Very Some None
(35(i1))  “How well were they provided for?” [ { } [
(35(8) “To be well prepared for all the courses and things you How Well Done

had to do in third level.”

)y )

(

Very Somewhar Notauall

)
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Appendix Figure 3A: Average Satisfaction Scores*
‘on each of 5 Likert scales of Attitudes

Assessing Educational Outcomes
SATISFIED?

Very

Average Score of Respondents

Some-|_
what

Not at
all [~

. % : : S - -
BASIC PERSONAL PREPARATION PREPARATION EDUCATION
EDUCATION AND SOCIAL FOR WORK FOR ADULT FOR CIVIC/

DEVT, LIFE LIFE POLITICAL

*Scores reversed here; High Score = High Satisfaction ROLES




Chapter 4

TRANSITION TO WORK: SCHOOL ILEAVERS’ EXPERIENCES AND
ASSESSMENTS OF THE IMPORTANCE OF EDUCATIONAL ATTRIBUTES
FOR EMPLOYMENT

Introduction: Education and the Labowr Markel

The main objective of this chapter and the nextis to analyse school
leavers’ assessments of, and attiwdes towards, their education, in terms of
its value or utility for work: 1o get a job, 10 do a job well, to provide an
understanding of the world of work, and prepare them for work and
associated adult roles. While in the following chapter we examine overall
satisfaction with the utility of education for work and perceived defects in
the provision of that education, in this chapter we focus more specifically
on both the experienced and perceived relationship between educational
outcomes and labour market success. In particular we analyse the
perceived importance among school leavers of the type ol education and
the level of certification required to get a job. Before, however, we can do
this we need to briefly examine the actual relationship between education,
wraining and employment chances. This is examined in great detail in
Breen (1991).

International (OECD, 1989; Raffe, 1984; 1988) and Irish research (Breen,
1984; 1991; Hannan, 1986) has shown the central role that educational
attainments play in labour market access — 10 both the probability of geuing
a job as well as the qualiy or stawus of the job achieved. The cenural role that
level of educational achievement plays in initial occupational status
attainment has been isotated from the early 1960s (Blau and Duncan, 1967).
Equally, the serious labour market disadvantages suffered by poor
educational attainers or early school leavers, has been isolated from at least
the 1950s. Besides the level of educational attainment, the type of curriculum
specialised in, or “track” or “stream” allocated to or chosen, has also been
shown to be very important in occupational attainment (Hallinan et al,
1984; Hallinan and Sorenson, 1985; Shavit, 1984).

The significance or relevance of qualifications has been shown 10 have
grown in importance with the 1980s recession, as youth unemployment
grew (Raffe, 1988; Ralfe and Courtney, 1987; Shelly, 1987). So, both the
possession of a portable educational or training qualification, as well as the

1al
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level or value of the qualification, plays a crucial role in labour market
access for young school leavers.

Education and the Labour Market: The Research Evidence

Common sense notions, as well as human capital and functionalist
theory, suggest a direct relationship between the quantity and quality of
education or training received and both the probability of geuing a job
and satisfaction with education: the “quantity” and “quality” of educational
resources available for sale in the labour market mainly determining
employment and the quality of occupation achieved. These ideas suggest
that it is the content or quatity of the knowledge, know-how, and skills
possessed that directly determines employment chances and expected
labour productivity. This approach primarily emphasises the cognitive
development, or manual training, direct link with labour productivity. But
outside a very narrow range of occupations - for example, certain skilled
manual or craft occupations, and certain professional/technical
occupations — this “direct connection” is rarely obvious. Indced, many
surveys of employers’ opinions, or studics of employment decisions,
indicate that a much broader or more general assessment of
educational/training contents and qualifications is used in employment
decisions (see Raffe (ed.), 1988; Brown and Ashton (eds.}, 1987, QECD,
Employment Outlook, July 1989).

Besides the main “human capital” approach, a number of other
explanations of the connection between education and work have been
proposed, particularly: (i) the “sorting”, “screening”, or related “queuing”,
perspective — where employers use qualifications to sort and rank appli-
cants on the basis of certain beliefs about what they measure: and (ii) the
“socialisation” perspective which emphasises the role of education in
socialising young people into work-related attitudes and aptitudes - e.g., to
carry out orders, timekeeping, concentration and work disciplines, as well
as social skills, etc. (see Blaug, 1980; OECD, 1989).

Unfortunately, we do not have any direct evidence for Ireland of
employers’ perspectives on education nor the role educational
characteristics play in employment decisions. Nevertheless, the rapid
“qualification inflation” that occurred with the 1980s recession, as well as
the economic marginalisation of those leaving schools without any
qualifications (Raffe, 1984; Breen, 1984; Hannan, 1986), indicates clearly
the extraordinary significance of credentials or qualifications in modern
labour markets — and their growth in significance as employment declines,
even if the exact nature of the connection between schooling, employment
decisions and work remains a problematic issue.
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This “tightening bond” between educational qualifications and labour
market success would, therefore, suggest not only that the possession of
qualifications and their level has a significant impact on labour market
success but that it would also be indicative of school leavers' views and
attitudes about the usefulness and effectiveness of education. Certifications
or qualifications in this sense represent, or symbolise, differential achieved
“statuses” in adult society which are almost universally recognised, not least
by employers: e.g., University graduate, Leaving Certificate, Inter or Group
Certificate holders. As a result, positive attitudes towards the utility of
education for employment access is hypothesised 1o be highly correlated
with possession as well as level of qualification, even independently of the
attainment of employment or of level of occupational status achieved.

As'we are concentrating on evaluations of the very practical or utilitarian
aspects of education in this chapter, it is also expected that the iype of
education received — or the curricular content specialised in = will also be
predictive of school leavers’ assessments and attitudes. As was
demonstrated clearly in Hannan with Boyle (1987), Irish swudents are
severely differentiated by the type and level of curriculum assigned to
them, particularly in schools which stream or “track” — the majority of boys’
Secondary, Vocational and Comprechensive schools.

Upper streams are assigned Honours Academic curricula, usually with
Science, Languages and Honours Maths for boys, and in Languages and
History, Geography or Business Studies for girls (sce also Hannan, Breen,
et al., 1983). Besides this highly academic specialisation at Leaving
Certificate level, there has been an historically rooted and equally "biased”
specialisation in Vocational/Technical subjects for boys leaving at
Intermediate and Group Cert levels. This specialisation had become
crystallised in the apprenticeship direcied courses in Vocational schools up
to the late 1970s; but is still a significant element in Vocational and
“Community/Comprehensive” education today (Barber, 1989). Since it is
so practically or vocationally oriented, it is hypothesised that pupils who
specialise in these subjects will have more positive attitudes than others.

An equivalent, non-academic curricular specialisation for girls, is that in
“Commercial Subjects” in the Group Certificate, or in Commerce or
Business Studies at Leaving Certificaie level. Either can be combined with a
subsequent “Commercial Course” (of typing and related Commercial
Training), mainly in Vocational schools. Again, here the very practical bias
of the course should equally be indicative of positive utilitarian assessments
of education.

The socio-economic and related socio-cultural background of students,
should be predictive not only of level of educational achievement but also
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of school leavers’ general evaluations of the utility of their education (see
Weir, 1989, for review). Early leavers are recruited mainly from lower
working class backgrounds, whose cultural and social-psychological
characteristics are generally not supportive of formal education. In
addition, such families are most likely to place the main emphasis on the
more utilitarian aspects of education. So, if education has failed them, they
are also far more likely to “blame education” for their failure.

There is, on the other hand, a possible corrective class bias in the
disproportionate selection of, or choice by, working class pupils of
vocational/technical subjects or “tracks” (Breen, 1986). Thus, while their
social class background may have a negative effect, the practical nature of
their courses may, as we hypothesised above, improve their positive
assessments of education. Such inwerlinking effects of social class and
curricular “urack” will be investigated in the next chapter. First, however,
we examine the actual experience of school leavers in the labour market.

The Work Experience of School Leavers 1982 to 1987

Success in the labour market on leaving school was not only highly
correlated with level of education attained, but the relative advantage of
the better educated improved significantly over time. The following table
shows the relationship between employment chances, unemployment rates
and level of education attained by 1983, 1984 and 1987.

If we start with the most striking comparison and restrict ourselves 1o
those who first entered the labour force in 1982/83, the unemployment
rate stood at 59 per cent of those with no qualifications in May 1983 while
it was 36 per cent for those with a Leaving Certificate: a ratio of 1.6 to 1.0.
By November 1984, this ratio had widened 10 3.6 to 1.0, and by November
1987 to 3.9 1o 1.0 (i.e., 0 a point when the unemployment rate was 43 per
cent for the unquatified and 11 per cent for those with a Leaving
Certificate).

These relationships are clearly illustrated in the following figure (4.1).
The rate of decline in unemployment is minimal for those without
qualifications, modest for the intermediately qualified, and quite marked
for those with the Leaving Certificate. Most of the improvement, however,
had occurred by the end of 1984,

Changes in the relative unemployment rate, however, understaie the
growing disadvantage of the most poorly qualified because a higher
proportion of them gradually pulled out of the labour force altogether -
partcularly females. Over a quarter of unqualified females had returned to
“home duties” by November 1987, for instance, compared Lo 8 per cent of
Leaving Certificate and | per cent of third-level graduates (see Appendix
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Table A4.1 and Figures A4.]1 and A4.2). This withdrawal from the labour
force appears 1o be strongly associated with marriage (80 per cent are
married), although well over half of young married women have not
retired from the labour force. However, compared to others, young
marrieds not retired rom the labour force are less likely to have children,
and those retired with children have more of them. In addition, the less
qualified the young women are the more likely they are 10 retire from the
tabour force on marriage or on the birth of children. Over two-thirds of
poorly qualified married females have retired, compared o less than 30
per cent of those with the Leaving Cert.

Table 4.1: Relationshipy Between Level of Education Attained by 1982/83 and Labour Market
Quicomes by 1983, 1984, 1987

Level of Kducation 1982/83

1 2 2 4 5 6
No, Group Inter Post- Leav  In Third
Year Quals. Cert. Cert. Inter, Cert. Level Total

(n=l14)  (n=i3l) (n=237) (n=94) (n=640) (n=390) (n=1640)

Per cent
(1) % Total
Employed 1983 37 57 61 57 506 9 44
1984 46 69 69 71 84 22 62
1987 49 72 66 69 84 77 75
n it LE May 83 (n=l13) (n=125) (n=223) (n=86) (n=561) (n=38) (n=1136)
(2} Unemployment
Rate 1983 59 42 35 37 36 5 ag
{% of those in 1984 50 31 28 27 14 H 24
labour farce) 1987 43 27 28 21 H 10 19
(3) % of Touwl not 1983 3.5 1.6 6.5 9.2 123 90.4 28.3
in labour 1984 7.8 - 36 4.4 28 68.4 18.9
force 1987 13.2 23 8.0 12.7 6.0 14,6 83
(4) % Swdenis 1983 - - 2.2 8.6 9.9 87.0 26.0
(ol Toal) 1984 - - Rt 33 0.8 67.1 17.1
1987 - - - - 1. 13.6 3.7

(5) % Home Dutics
{female) 1987 26.6 7.2 18.7 26.6 7.7 1.1 9.5
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Figure 4.1: Unemployment Rate of School Leavers with 3
Levels of Qualifications in May 1983, November
1984 and November 1987
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Overall, therefore, there appear to be 3 different paths into the labour
force or alternative adult roles: (i) directly into employment or into
relatively secure long-term employment after some initial job-search
difficulties. This appears o hold for around two-thirds of those directly
entering the tabour force upon leaving school. The probability of auaining
such secure employment is highly correlated with educational level
achieved. (ii} At the other extreme, there is a very deprived group subject
o very high levels of unemployment — unemployment which has persisted
for 5 to 6 years after leaving school. This is over one-third of those leaving
without any qualifications — but appears o hold for less than 10 per cent of
those leaving with even minimal educational qualifications. (iii} Finally,
amongst the most poorly qualified and most deprived {emale school
leavers there is a minority pattern of “withdrawal” into “home duties™. This
is mainly due to marriage and new houschold formaton, but a similar
minority pattern occurs without marriage for the very poorly educated.
These latter patterns of retirement on early marriage or early family
formation are almost exclusively working class.

The following figure (4.2) crudely summarises paths of access of the
differentially qualified to the labour market

Figure 4.2: Kelationship Betiween Educational Qualification and Labour Market Success

Level of Qualification
Place in Leaving
Labour Poorly [ntermediate Cen. Third
Force Qualified Quals. Quals. Level
1982/8% | Mostly Over half Over half Delayed entry
unemployed employed, cmployed. for bewween
(c. 60%) over one-third one-third 2-5 years after
unemployed unemployed second-level
schooling
1984/85 | Half emmployed, Over wwo-thirds Over 80 per cent Then almost
half unemployed employed, but over employed, with very  complete
aquarter remain little unemployment  absorption
unemployed
1987/88 | Asabove As above Most employed
High withdrawal Moderate withdrawal  Litle, if any, withdrawal by young
ol young women of young women into  women into “home dutics” roles
from labour foree “home duties” roles
into “home duties™
on marriage
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So, given the above and the quite biased distribution of post-school
training opportunities, with the almost complete absence of “second
chance” education for those with less than a Leaving Certificate
qualification, one would expect a very clear relationship between both
level and type of education and school leavers’ assessments of preparation
for adult work roles. If successful transition 1o employment is the most
satistactory outcome for most respondents, then the more vocationally
relevant one’s education, and the higher its level, the higher the level of
satisfaction is likely (o be.

Objectively, therefore, level of education is very importam for labour
market success — but to what extent do school leavers perceive this to be
the case? In the following we examine the importance these school leavers,
with their varying labour market experiences, attach to level of
qualification and subject “track” in geuing jobs. As we shall see, their
perceptions appear to conform closely to actual experience.

The Percetved Importance of Certification

The preceding results have clearly demonstrated the importance of
educational level and certification for employment.

What importance do educational certifications come to acquire in
school leavers’ consciousness, however, or how preoccupied do they
become about them? It is possible 1o get some idea of this from questions
asked of school leavers about the importance they thought employers
attached o different aspects of education and qualifications.

These questions were, of course, asked 5 o 6 years after respondents
had left school and entered the labour force - limiting consideration to
those who did not go on to third-level. The answers, therefore, do not
directly indicate what these school leavers thought when they were in
school = but are subsequent reflections based on at least 5 years’ post-
school experience. They do, however, indicate the relative saliency of
different educational and training auainments for young people recently
left school and are, therefore, unlikely o be very much different from
those of their younger peers stll in full-time education. As we shall see
later, poor educational auainments do not appear o be subsequently oo
seriously rationalised or “explained away” — indeed, quite the reverse, in
that poor educational attainers with very poor employment experience
appear to overemphasise the role of educational credentials, Consequently,
these views can be taken as saflely representative of the mature reflections
of recent school leavers about educational priorities and the effectiveness
of educational provision for work life.

First, we asked respondents: “For your first job what importance do you
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think your employer auached to the following ... in you getting the job?™
Five different aspects of educational auainment were mentioned: highest
certificate achieved, examination results, particular subjects taken,
particular courses taken - like pre-employment, etc., and particular
{AnCO/CERT) waining courses.

The following figure (4.3) reporis the percentage of school leavers who
felt employers had placed “a lol” or “some” importance on these 5
educational or training auainments,

The 5 aspects of education dealt with were clearly ranked in terms of
their perceived importance in the labour market. Certifications came [irst
with around two-thirds of respondents regarding them as at least of some
importance. Next came the importance of examination results and of
particular subjects taken in these examinations — with over 1 in 2
respondents regarding both of these as important. Particular pre-
employment Vocational courses were important for almost 1 in 4
respondents. AnCO/CERT courses were, however, regarded as important
by only I in 6 respondents.

If we limit consideration 1o those respondents who have had au least one
Jjob = almost 90 per cent of all respondents - and who, therefore, have had
direct experience of a successful job search, the above figures do not
change their relative position. Indeed, the only thing that changes is that
in each case the proportionate imporiance of each aspect of education
declines by 2 or 3 percentage points: those who have been least successful
think each of these aspects of education are more important.

Of those who have had at least one job since leaving school, the
importance attached to these 5 aspects of education or training varies very
substantially by level of education. And the 3 aspects which most vary are
the importance of educational certificates, of examination results and of
particular subject taken,

As can be seen in Figure 4.4, the higher the level of education the more
important the wype and level of certification becomes in getting a job.
Certifications appear less significant for the majority of those with
unskilled manual jobs, and for those with casual or temporary low skilled
Jobs; mainly the jobs obtained by the poorly qualified. On the other hand,
almost 8 in 10 third-level graduates regarded certification as important,
and over 90 per cent of those with a university degree.

Differences in the relative importance of examination results, as well as
particular subjects taken, are almost equally as pronounced: those with

4 {For those never employed: “Importance employers attach 1o the fellowing things in
ror i ! plo} g g
giving jobs?™)
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Figure 4.3:Proportion of Respondents who felt Employers had placed
‘a lot’ or 'some’ importance on five different etements
of their education {or training) in deciding whether to
give them their first job or not

40

Aspecl of Education

A Lot of Importance Some [mportance

1: Level of Certificates

2: Actual Exam Results

3: Particular Subjects in Exams

4: Pre-Employment Vocational Courses
5. AnCo/CERT Courses
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4.4.Percentage of Respondents with at least one job who considered

Figure
that their educational certificates have been at least of
some importance to their employer in getting thelir first job
(% 'a lot + ‘some’)
% of Respondents
100
90 -

No Quals. Inter Cert, Pre-Leaving Leaving Some
Cert, Cert. Third Level
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none or low level qualifications finding that they are relatively unimportant
while over two-thirds of those with some third-level education find them 10
be important, almost 40 per cent finding them o be very imporiant
Obviously, as educational certification level increases, respondents have
found that the connection between certification, examination success,
educational content, and job type and level tightens.

It could well be, of course, that, given their increasing level of
investment in education, it is necessary for the more qualified to believe
that it matters! This question of the possible validity of their views will be
examined in detail later; but what is very obvious is that for the kind of jobs
obtained by peoor educational achievers, their educational certification,
examination results and type of subjects do not appear to them to be very
important; for the highly qualified, on the other hand, they are very
mmpaortant,

As to particular Vocational courses taken in school - like Vocational
Preparation and Training programmes (VPT) or commercial courses, elc.
- the only educational group who have found them to be significant are
Leaving or Intermediate Certificate respondents who have actually taken
these courses. There are no statistically significant differences by
educational level for the importance assigned to AnCO/CERT courses —
with over 80 per cent of respondents finding them of no importance in
getuing jobs.

However, only about 10 per cent of school leavers had waken any
AnCO/CERT courses = counting only bona fide education-training
courses. Of these, a substantally higher proportion - 35 per cent - thought
they were of “a lot” of importance in the decision by employers to give
them their first job, and only 45 per cent thought they were of no
importance. And the probability of reporting such courses as of
employment imporiance increased with the number of such courses taken.
There was no statistically significant tendency for the more poorly
educated o rcgard such courses as of lesser, or greater, importance than
the beuer educated.

Peculiarly for those who have never had a job and who are not currently
in full-time educaton, the relevance of educational certification appears to
be more, not less, important. Their lack of educational credentials appears
o them w influence employers’ assessments of them to a greater extent
than it does to those who have been successful in the labour market. The
following figure (4.5) illustrates this clearly.

The perceived relevance of certifications, in other words, is more salient
for those who were economically unsuccessful at all levels of education;
and the lower the level of education the greater this relative difference.
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5: Proportions of early school leavers - andof those who left with at
least the Leaving Cert. - who:

{a)have had atl leasl one job;and

{b) have never had any job;

who report that educational certillcationswere at least of some
importance toc employers in deciding to give people a job.

(N=45) {N=323) (N*36) (N-812)

Early Leavers Leaving Cert, or Later
{inter Cert. or earlier)
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This clearly suggests that post-factum rationalisation is not an important
element in economically successful respondents’ assessments of the
relevance of such certification, i.e., they do not exaggerate the importance
of certification because they got a job. In fact, those poor attainers who
have been al least somewhat successful in the labour market, appear to
have somewhat more realistic judgements of the importance of
certification (given the quality of jobs attained) than those who were
unsuccessful, The latter apparently attach much greater significance to
educational failure in accounting for their lack of economic success. It is
almost as if their lack of success in the labour market causes them to assign
even more importance 10 educational credentials than is warranted. And,
as we can sce from Figure 4.5, the poorer the level of education the much
more likely this is to occur. Poor educational attainers with no jobs place
almost as much importance on educational attainments as a discriminator
as do the most highly qualified with jobs.

In both cases - the economically successful and unsuccessful - the
greater the level of education autained the greater the importance attached
10 it. This pattern holds for certificates, examination results, particular
subjects or particular vocational courses taken.

To conclude, therefore, educational certification is perceived as
important in actually securing a job in the first place — as welt as affecting
the level of job auained, and is also perceived 1o be the most important of
the 5 aspects of educational attainment. Significantly, however, the lower
the level of certification the lower the relative importance attached to it
This tendency, however, is much less marked amongst those who are
unemployed, who appear to regard the absence of qualification as a major
blockage to their own attainments.

The Relative Importance of Different Subjects and Other Aspects of Education for
Work and Adult Life

If respondents agreed that education was at least of some importance in
preparing them for work and adult life, they were asked which subjects or
aspects of the education they had received were most useful, in (a) their
subsequent working life, and in (b) their related adult roles. The two
questions were open-ended and respondents could give a number of
responses 10 each. Responses were coded in the order in which they were
given.

Not unexpectedly, given the context within which the questions were
asked, individual subjects are the most frequently mentioned as “most
useful” (sec Table 4.2). The most frequently mentioned subject is Maths,
with 22 per cent mentioning it as the most important for work life. English
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Table 4.2: The Relative Importance of Different Subjects and Aspects of Education for Work Life or

Related Adult Roles: %o Mentioning Subject at Least Onee — 2 Questions Amalgamated

Prioity of Level of Education

subjects for i 2 3 4 5 6

aspects of No Group Inter Post Leuving Third

Fducation Quals. Cert. Cert. Inter Cert. Level
_g_

Totual
x Sex
AMOF
_ %

{1) Maths 23 s 46 42

(2) English K 45 39

{3) Personal
Development
and Social Skills

Business
Studies*

Vocational
Subjecis*

Science
Subjects*

Home
Economics*

Toual Basic
Education
{English + Maths,
+ 3Rs, etc.)

45 31
(38%)

26 44
(36%)

25 23
(23%)

16 13
(16%)

26 0.5%
{13%)

13 8
(119)

0 18
(10%)
59 58
(59%)

N=1130

* Business Studics = Commerce, Business org., Accounting, Economics, etc.
Vocational Subjects = Woodwork, Metalwork, Engincering Workshop, ete.
Science = Science, Physics, Chemistry, ete.

Home Economics = Domaestic Science, Home Economics | & 11, cLc.

is the next most useful at 16 per cent; then (at 10 per cent) Vocational-
Technical Subjects, and Business Stwudies subjects (at 8 per cent). Home
Economics and Science are next at 5 per cent. Very small percentages
mention any other individual subject. A minority of respondents did not
mention any particular subject but emphasised aspects of general
development they experienced while at school. General personal and
social development was the most important of such benefits, being

mentioned by over 6 per cent of respondents.
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The above table (4.2) briefly summarises the relative importance of 8
different subjects or aspects of education 1o either of the two questions
dealing with this issue.

“Basic Education” (almost exclusively Maths or English) is mentioned by
almost 40 per cent of respondents. This reaches almost 60 per cent if both
arc combined with responses like the *3 Rs”, etc. But surprisingly, given the
context of the questions asked, by far the most important other aspect of
education mentioned was personal and social development - at 23 per
cent. After that, Business Studies and Vocauonal-Technical studies were
emphasised by 16 and 13 per cent of respondents respectively. Science and
Home Economics were mentioned by less than 1 in 9 of respondents.

The relatonship of the subject mentioned to level of education is quite
pronounced in most cases — though not linearly. For Maths and English,
for instance, both the lowest and highest educational avainment categories
were amongst the least likely to regard them as important.

The direct relavonship to education, however, is very pronounced for
Vocational-Technical subjects, as well as for Business Studies and Science
subjects. For Vocational-Technical studies the relationship is especially
marked, being substantally more important for those who leave school
carly, particularly for boys with the Group Certificate. The opposite
relationship holds for Business Studies and Science — the higher the level
the greater the imporiance. The relationship of Home Economics to
educational level is the reverse, being most significant for the most poorly
cducated girls.

The importance of personal and social development has no consistent
relationship to educational level — except that those who left without any
qualifications gave it extremely low priority.

What is noticeable, therefore, for the basic “3Rs” subjects is the greater
importance attached to them by those leaving school with intermediate
qualifications. 1t has obviously been experienced as most salient and
important for them. Over 2 out of 3 of Inter Cert respondents mention
one of these basic subjects/skills. It appears, therefore, as if the most
poorly educated, when in jobs, do not experience the need for basic
linguistic and mathematic skills 1o the same extent as do those with Inter
Cert qualifications. On the other hand, the best qualified do not appear o
meet occasions where their objectively better linguistic and mathematical
skills are so stretched that they become preoccupied about them. The
other “subjects” mentioned have a clearer relationship to educational level,
any discrepancies — as in Home Economics - being usually explicable by
gender differences.
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Gender is almost equally as differentiating as educational level, as is
evident from the last column of the table. While Maths is a male
preoccupation, English is a female one. But the most marked gender
difference is for Vocational-Technical subjects and Home Economics. Both
of these are almost exclusively single gender preoccupations - to the point
where Vocational subjects equal English in importance for males, and
Home Economics almost equals Personal and Social Development for
females. Both Vocadonal-Technical subjects and Home Economics are
particularly important for those leaving school with a Group Cert.

Conclusions

This chapter has examined the ever-tightening bond between
educational certification and labour market success over the 1980s, and
school leavers' perceptions of the importance of their educational
outcomes in this regard.

Three broad pathways into adult life — if not always into secure
employment ~ exist amongst these school leavers: (i) relatively directly ino
somewhat secure employment and associated adult roles — particularly
amongst the beter qualified; (ii) a deprived group subject 10 enduring
high levels of unemployment, particularly amongst the poorly qualified;
and (iii) “withdrawal” from the labour force into “home duties” by female
school leavers from the most poorly qualified groups. Thus, there appears
to be a clear failure of educational preparation for the labour market
amongst a significant minority of school leavers; a failure they themselves
clearly perceive.

In general, school leavers thought that their level of educational
certification was an important factor in getting a job, though perceived as
less important by the most poorly qualified, clearly reflecting their position
at the lower end of the labour market. Those without a job, however,
attribute an even greater importance to qualifications as a fuctor in gaining
employmeni. This is especially so amongst the least qualified. The actual
labour market disadvantage of the most poorly qualified without jobs is,
therefore, clearly reflected in their own perceptions of educational failure
and its relevance,

Finally, as regards subject choice, while Maths, English and basic
education are almost universally seen as importunt for working life, there
was also a strong emphasis on Vocational/Technical subjects amongst boys
- particularly the less qualified; and on Home Economics amongst equally
disadvantaged girls.
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November 1987 by Level of Education 1983

Appendix Table A4.1: Percentages Employed, Unemployed, Student, Home Duties and Other in May 1983, November 1984 and

(i.e., discouraged)

i 2 3 4 5 3
No Group Inter. Post Leaving Third
Quals. Cert. Cert. Inier, Cert. Level
M F M 3 M F M F M F M ¥
Per cent -
% Employed: =
May 1983 40 47 53 55 63 61 64 58 54 55 ) 11 O
Nov 1984 44 53 67 65 70 67 85 67 76 30 23 20 c
Nov 1087 66 43 70 72 70 63 79 59 84 81 79 74 E
=
% Uncmployed o
1983 53 44 43 42 32 34 33 37 33 30 6 | T
1984 53 38 31 27 27 3 15 23 14 14 10 10 T
1987 32 29 29 14 29 24 21 19 13 10 7 11 =
Unemployment Rate  (32.7) 403 29.3 16.3 20.3 27.6 21 24.4 13.4 11 8.1 12.9 ::
L
% “Swident” 5
1983 1 4 - 2 1 4 1 14 12 86 88 pat’
1984 1 I - - 4 - - P) 10 3 64 69 3
1987 - 2 - - - - - - 3 2 14 13 “
% “Home Duties™
1983 1 6 - 3 l 4 - 4 - I - -
1984 - 5 - b - - - 9 - 3 - 1
1987 - 26 - 11 - 12 - 21 - 7 - 1
% ill, disabled 6 2 1 - 1 - - i 1% 2% - -
or other - 3 2 - - ] - - - - 2%




Figure A4 1. Unemployment Rate (% unemployed of those in the labour force) of differentially

qualified school leavers;May 1983, November 1984 November 1987,
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Chapter 5

SCHOOL LEAVERS’ ASSESSMENTS OF THE UTILITY OF THEIR
EDUCATION FOR WORK AND ASSOCIATED ADULT ROLES

Having examined the actual and perceived importance of educational
qualifications in preparing school leavers for the labour market, we now go
on to analyse these school leavers’ assessments of the utility of their
education for work and related adult roles. The main objective of the
chapter is to explain why these assessments vary so much — why so positively
evaluated by some and so negatively evaluated by others. The main
hypotheses guiding the analysis have been elaborated in Chapiers 1 and 4
and will be detailed in summary form here. As we have hypothesised that a
targe number of variables interact with each other 1o influence such
assessments we use multiple regression methods o measure their relative
elfects. However, before we examine the joint effects of all the independent
variables on the overall attitudinal scale measuring schoaol leavers' general
assessments of education as preparation for work, we briefly illusirate the
relative importance of the most important social background and
educational mediating factors on school leavers’ assessments.

First, we look briefly again at school leavers’ own educational priorities:
particularly the priority of educational preparation for work roles.
Secondly, we examine the pauterns of satisfaction with the achievement of
this goal. Thirdly, since leve! of education and certification appears o be
one of the most important variables predicting employment chances, we
examine in detail its relationship to school leavers’ assessments of the
utility of their schooling in this respect. Besides level of education, the type
of education received is also atiended to, particularly the type of subjects
specialised in, or “track” chosen, or assigned to - for example, a highly
Academic, Honours level “track”; a Vocational-Technical “track”; or a lower
“general” Pass level curricular “track”™. In additon, one’s socio-economic
background, gender, and remoteness of place of origin are also likely to
affect both employment chances and one’s satisfaction with education —in
that they are likely to both influence expectations for schooling, as well as
satisfaction with it. Having middle class parents, being male and being
from more urbanised areas is likely to both increase level of expectation
and tevel of dissatisfaction — all other relevant variables being conrolled.

121
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Fourthly, we wili try to explain what lies behind the differences in school
leavers’ satisfaction with the “work utility” of schooling. Besides their aclual
success or failure in getting a job and their assignment of responsibility for
these labour market outcomes to educational attainments — which we
examined in the tast chapter — we will also examine variation in school
leavers' expectations for such utilitarian schooling priorities as preparation
for work, and in their complaints regarding the fulfilment of these
expeclations.

Prionties and Salisfaction with Education for Working Life

As we saw in Chapter 3 there is an almost universal emphasis among
school leavers on education as a preparation for work life and adult roles.
It is assigned an only slightly lower priority than “basic education” and an
almost equivalent priority to personal and social development. The strong
priority given to these utilitarian employment aspects of education is
emphasised by some results discussed later, where preparation for work
figures strongly among unprompted complaints about defects in
education, whereas the absence of personal and social development
programmes does not {see Table 5.5). These priorities are somewhat
differentiated by level of education as we saw in the previous chapter.
There is a slight tendency for the better educated - particularly these
“choosing” Academic “tracks”, and third-level entrants, Lo place less
priority on utilitarian goals, and more priority on general preparation for
adult life goals. But these differences are minor, so that the priority of
preparation for working life seems to be an almost universal one among
school leavers of all levels.

However, while a very high priority is placed on education for working
life, the level of satisfaction with the provision of such education is in
general very low. The general level of satisfaction is measured by the
responses o the questions on the third evaluative dimension identified in
Chapter 3 — that of “Preparation for Work Life”. As we saw, those 9
attitudinal items load moderately o highly on factor 3, which broadly
indicates attitudes towards the adequacy of education for work life and
related adult roles. The scaled responses to these 9 items are highly
intercorrelated and the overall scale constructed has very high overall
reliability (alpha = .84). The detailed responses to these questions have
been given in Chapter 3 but Figure 5.1 below summarises those responses
which relate specifically to work life.

As can clearly be seen from these responses, the average school leaver
does not have the highest opinion of her/his second-level schooling as a
preparation for working life. Between one-third to one-half have positive to




Figure 5.1: School Leavers’ Assessments of the Adequacy of Their Education
for Work Life
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very positive views while about the same proportions have very negative
views (see also Table 5.1). Dissatisfaction with second-level education
programmes as an adequate preparation for work life and related adult
roles is, therefore, general but widely variable. Dissatisfaction appears to be
greatest with the provision of coping skills for everyday work life.

Table 5.1: Percentage of Respondents with very Negative Assessmenis of the Adequacy of Education for
Work Life, by Level of Education by 1983

Level of Educational Attainment in 1983

! 2 3 4 5 &
Post- ‘Total
No Croup  Inter Inter  Leaving I Third Correlation®
Quals.  Ceat. Cent Cert. Cort, Level  {Pearson)

% Saying Education was of *No Use”
(1} {8101} Extent - things
learned have been of use
in coping with work life 54 37 32 29 24 23 r=—.18

%o Saying Education was of “No Use™
(2) (3201) Exient 1o which
gained (rom cducation in

preparing you for adult
life in general 65 33 31 28 25 23 r==-.20

%o Saying it was of “No Help™
(3) (3409) Exient to which
education “increased
chances of getting a
good job” 69 29 37 39 22 19 r=-.25

% Saying “Not At All Provided”
{4) (3405) Education provided

“a bewer understanding of
the world of work” 64 38 47 52 52 62 r=.07

% Saying “Net At All Provided™
(5) (3514) Percentage saying
that educational pro-
grammes were not at all 67 4] 38 34 28 22 r=-.20
provided - o prepare
people “to get a good job”

* ., . . P .
The correlations with the remaining 4 items were:

(6) (3404) “Prepare you well for adult life in general™ r=-06
(7) (3408) “Able to play a full and reasonable part in your sociery™ r=-11
(8) (3516) “Able 10 a good job well™ r=-18

(9) (3301) Feltsurongly that education “lacked something or major defects in it”
{ i.c. the higher the level of education, the more respondent felt it was
defective. This anomaly with be dealt with later). r=+.14
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As clearly indicated in Chapter 4 level of education is one of the most
discriminating characteristics in gaining cmployment and is thought by
school leavers themsclves 10 be the factor of most significance. How this
affects school leavers' views about the adequacy of their education for work
life is therefore examined next.

Edwcational Level and Salisfaction

As educational level attained is strongly relaied to labour market success
we would expect it 1o have a strong impact on school leavers’ assessments
of the adequacy of their education for work life. It is no surprise then that,
taking the most typical item and those most highly correlated with the
general, 9 item, scale, the above table (5.1) shows a very clear relatonship
to educational level attained for most items.

There is obviously a quite pronounced correlation with level of
cducation attained for all but one of these items - with the most highly
dissatisfied in all cases being the most poorly educated. Up o two-thirds of
those leaving without any qualification have extremely negative views aboul
the adequacy of their education for work life over almost all items. This
declines to between a quarter to one-fifith of those with Leaving Certificate
or higher qualifications. Given the more practical or vocational character
of the education received by those leaving with a Group or Intermediate
Certificate, this is rather surprising. The reason, of course, may well be, as
we have already seen, the increasing probability of employment with level
of certification received.

In general, the highest correlations appear Lo be with items that deal
with help in geuwing jobs or generally coping with jobs and associated adult
life roles. And the lowest correlations are with those items which deal with
specific knowledge or understanding of the world of work. In other words,
increasing educational level achieved is being assessed as succeeding more
in providing access to employment, or in providing knowledge or
understanding about work life itself. Those leaving schools with an
Intermediate or Group Certificate, for instance, having mostly specialised
in the more vocational or practical curricula, were, not surprisingly, the
least dissatisfied with their education in providing them with an
understanding of the world of work or specific knowledge and skills that
were of direct use.

Subject Speciatisation and Satisfaction

Besides level of education, the type of second-level education received —
whether an Academic, Vocational-Technical, or “general” Pass level, subject
package - is also likely, it has been argued, to affect satisfaction with
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students of Vocational oriented courses being likely to be the most
satisfied. In Appendices A5.1 10 A5.2 we show how we developed a set of
subject/level categories (“tracks”) in which pupils specialised.

Broadly, 7 “track” types are isolated: (i} those without any qualifications
- about whose subjects we have no information; (ii} “High Academic” - at
least 3 Honours Academic subjects, besides Irish, English and Pass
Maths. These academic specialisations are usually in Science, Languages
and Honours Maths.; (iii) general, Pass level, “academic” subjects;
(iv) Vocauonal-Technical (more than 2 vocational subjects}; (v) History/
Geography with Business Studies, or Arts (Art or Music) subjects;
(vi}) “General”, with Home Economics; (vii) general, shallow and wide
range of Pass level, mostly non-academic, subjects.

As is clear from the results in Table 5.2, “track”™ allocation/choice is
highly correlated with level of education attained, as well as with gender.

Table 5.2: “Tvack”™ Allocation by Level of Edvcation and Gender

iducational Level

! 2 3 4
Track No Quals. Group Cert.  Inter Cert.  leaving Cert.
+ Matrnc.
Gender Gender Gender Gender
M F M F M F M F
-Per Cent -
(0) No Qualifications
(No [nformation). 100 100 - - - - - -
(1) High Academic - - - - 1.1 0.8 49.7 44.7
(2) General Pass
Academic Level - - 15 50 102 6.3 75 58
{3) Vociional-Technical - - 74.3 - 50.8 - 12.9 -
(4} Social Science -
Commerce Subjects or Arts - - 7.2 350 254 535 206 244
{5) Home Economics +
Ceneral courses - - - 350 06 21.1 0.6 200
(6) Pass level
Shallow or General Curricular
{more limited no. of subjects) - - 149 250 124 188 86 4.9
Towl % 100 100 100 100 1060 100 100 100

(N} 68 68 105 20 177 128 465 586
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Males leaving with a Group Certificate have almost exclusively “specialised”
in or were allocated to, Vocational-Technical subjects. Those leaving at
Intermediate Certificate level were almost equally Vocationally specialised.
Poorly educated females were more evenly scattered across three broad
general course types, all at Pass level: the social sciences with Commerce,
or Arts, or Home Economics with other general subjects; or a broad and
general, Pass level, course across many other subjects. At Intermediate
Certificate level, while over half the male leavers have taken Vocational-
Technicat subjects, the rest are scattered over a range ol Pass level
“general” courses. For equivalently qualified females, on the other hand,
the main “specialisation” was in “Social Science”, Commerce and Arts, with
Home Economics as an alternative Pass level option.

At Leaving Certificate level the dominant “track™ is the Honours level
Academic one; with males more likely to take Science and Advanced Maths
courses than females. While 1 in 8 males had specialised in Vocational-
Technical subjects at this level, almost twice as many had taken the Social
Science/Commerce/Arts options. So the Vocational-Technical specialisation
is primarily a junior cycle one, with only around 1 in 4 of such Vocatonal-
Technical “specialists” having a Leaving Certificate. While Social Science
with Arts subjects are mainly female options, the main differentiating option
for females at senior cycle level is that of Home Economics.

In the following figure (5.2) we summarise the relationship found
between subject specialisation, or “track” as named in the American
literature, and school leavers' satisfaction with their educadon for work life
(see Appendix Table 5.3 for more details). The two items selecied here are
the two work relevant items most highly correlated with the general “work
factor” (see Chapter 3).

Clearly, those leaving without any qualification are the least satisfied.
Those with a Pass level, “general Academic”, education, or those with a
broad but shaliow (or non- specialised), Pass level, option are the next most
dissatisfied. But those specialised in Vocational-Technical subjects tend o be
generally as satisfied as those leaving with a high Honours Academic
(Languages, Science, Honours Maths) speciality; although even here only
about a third of those school leavers are fully satisfied with their schooling.

So, the order is much as predicled for the responses to questions about
education for “gelting a job”, or preparation for working life: the most
academically qualified are the most satisfied, while the completely
unqualified are the least sausfied in all cases. But after these unqualified
school leavers, the next least satisfied were those who had taken, or been
assigned, a broad and shallow, Pass level, subject package (with generally
one subject taken in each specialist area).
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Figure 5.2: Percentage of Respondents who say their
education was . . .
(a)of 'quite good’ or 'great’ use in "coping with
employmeént and working life’ o e
(blincreased 'chances of getting a good job’ 'a ot

¢

Ol e~ — e~ N

Curricular Track

(a)eoping with work {b)getling good job

No Qualifications (No Information)

: High Academic or High Honours Specialised

: Low Honours (3) and General Academic

: Vocational Technical Specialised

: Social Science and Commerce/Art

: General Less Academic Low Honours and Home Economics
: Shallow General Non-Academic Pass Level Courses

~NOOR W




ASSESSMENTS OF EDUCATION FOR WORK AND OTHER ADULT ROLES 129

In these respondents’ views, therelore, the most satisfactory curriculum
was the high Academic one — with three or more Honours level subjects,
almost exclusively at Leaving Certificate level. But the second most satislied
group of customers is the Vocational-Technical group, usually with
Group/Inter Cert qualifications. This advaniage of the high Academic
curriculum occurs despite the fact that it is assessed as the least satisfaclory
in providing an “understanding of the world of work”, while the
Vocational-Technical speciality is assessed as the most satisfactory in these
respects (see Appendix Table A5.3). There is also an interesting gap
between respondents’ assessment of the practical usefulness of their
Vocational-Technical speciality (42 per cent found it useful) and the extent
to which it was felt 10 increase the chances of getting a good job (only 30
per cent responding positively). This suggests a bias in employment
decisions against Vocational-Technical specialities, given the aclual
experience of school leavers of this education as useful at work. Such a gap
does not show up to such an extent for any other subject track.

So, assessments of the adequacy of one’s education for work life vary
significantly by level of education, as well as by curricular wack. One
interpretation of these results is that it is because “Pass level” school leavers
are assigned, or facilitated 1o “choose”, a Pass level “Academic general”
(History/Geography with Arts or Cominerce) “track”, that their educational
experiences are the least satisfactory. These options are “packaged” by the
school, but perhaps perceived by the pupils and by employers, as general
“Pass level” tracks which have clear labelling effects.

It appears, therefore, as if the residue of a sirong Vocational bias in
education still occurs for boys with poorer academic prospects and who
leave school with junior cycle qualifications. Within the education course,
per se, there is no equivalent Vocational specialisation for girls. They wend 1o
be catered for by “general courses” in History/Geography, Business Studies
and Arts or Home Economics. There is, however, substantial "post-
educational” vocational wraining given for such girls, once they complete
their examinations. These, generally “Commercial”, Vocational courses
appear o function in much the same way for the less academically able girls
as the Vocadonal/Technical specialisation does for boys. Neither of these
options, however, now provides a secure route intwo either craft or clerical
ype jobs, as they did ten years ago. They siill provide important bridges into
the labour force, however, and, as we have seen, are generally very positively
assessed by school leavers.

Why Educational Assessments Vary — The foint Effects of All Variables
The combined or joint elfects of various independent variables on
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attitudes o the adequacy and utility of education for work life are analysed
using multiple regression. The main hypotheses guiding the analysis are
those proposed in Chapter 1.

The main variable to be explained is the 9 item autitudinal scale which is
a straightforward Likerttype summative scale of all the scored responses to
the ¢ items included in Factor 3, already described in Chapter 3. The
scaled responses to all these items are highly intercorrelated - with an
average inter-item correlation of .36, The overall reliability of this scale is
very high (Alpha = .84) - indicaling a much more reliable, or “purer”,
measure of the underlying consuruct “assessment of the adequacy of
educational preparation for work” than any of the individual items. Since
the item dealing with “defects” in education detracts slightly from the
overall reliability of the scale, and has a somewhat different meaning for
the other items, it has been excluded from the scale. It will be dealt with
later in the chapter. The scale values vary from 1.0 to 3.0. The higher the
score the more negative the attitude. The 8 item scale has a mean value of
2.08 and a standard deviation of .507. The average attitude therefore tends
towards the negative pole.

As already discussed in Chapter 1 and elaborated at the beginning of
Chapter 4 the variables hypothesised to affect such “work adequacy”
assessments were: first, ascriptive social background factors - father’s
occupational status, level of education attained by respondent’s mother, and
whether fathers were unemployed - arc the main family status factors used.
In addition, the individual’s gender and the degree of remoteness of the
individual’s place of origin is also included. The 4 family status variables are
measured using conventional social scales. Occupational status is a 6 item
occupational social status scale (see O'Hare, Whelan, Commins, 1991 for
details). Mother’s education is scaled from 1 (primary education) to 5
(university degree). Gender and father’s unemployment status are dummy
variables (1 = female, 0 = male; | = unemployed, 0 = not). Remoteness is a
“size x distance” measure of the respondent’s home community which varies
from a score of 1 for Dublin to a top score of 580 for small area country
communities in North West Mayo (see Sexton, Walsh, Hannan, McMahon,
1991 for details). It measures the extent of rurality and remoteness of places
of origin indicated by last school attended.

Educational attainment level and type of education are measured by a
number of variables. Level attained by 1987 is scored from 1 for early leavers
without qualifications to 9 for those with a university degree. Subject “track”
is indicated by 2 variables — the number of purely Academic, Honours level
courses taken, and the number of Vocational or Technical subjects taken. In
addition whether the individual had taken a full-time post-examination




ASSESSMENTS OF EDUCATION FOR WORK AND OTHER ADULT ROLES 131

Commercial-Vocational course or not is used in the analysis.

Post-school employment experience is measured by two variables. The
first is the proportion of time the respondent spent unemployed while in
the labour force and the second is the proportion of her or his friends who
are unemployed.

The results are given in three multiple regression equations in Table 5.3.
Equation | examines the direct effects of the social background variables.
It showed that three variables are of significance: fathers’ occupational
status, fathers” unemployment and remoteness. Neither gender nor
mothers' education are of any significance. The lower the swaws of the
father the more negaiive the attitude — and respondents whose fathers
were unemployed were also more negative in their views. As we can see in
Equation 2, however, these socio-economic effects are fully mediated by
educational level and type. Working class respondents are more negative in
their views largely because they receive a poorer education. Remoteness,
however, is a far more important and robust predictive variable. The more
urbanised the community of origin the more negative the assessment of
educational preparation for work. And controls for educational level
attained do not o any great extent mediate or reduce the effect. Level of
expectations appear to be the only likely explanation — persons from the
more urbanised communities expect more from education.

Equation 2 examines the effect of educational level and type - using the 5
variables already described. Almost all of these prove to be significant. The
higher the level of respondents’ education and the greater the number of
Honours Academic or Vocational-Technical subjects taken the more positive
their evaluation of educational preparation for work; and the more likely
they are to have taken a post-examination Vocational preparation course the
more positive their views also. All of the educational-vocational hypotheses
are, therefore, strongly supported. The most negative school leavers are
those who left school without any or with very poor qualifications,
particularly those who had taken a Pass level general “track”™ The most
ncgative are those who had not gone on Lo take a Vocational preparation
course once they had completed their state education examinations.

It is not surprising, perhaps, that the more vocationally oriented courses
taken the more positive the attitude = though it is unexpecied that the
combined effects of the two variables measuring this are greater than for
level of education attained. It is even more surprising that attendance at a
Vocational school has an additional positive effect — with none of the other
school types showing any effect. Obviously the ethos and Vocational bias of
the Vocational school has clear — though minor — posiuve effects on school
leavers’ attitudes.
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Table 5.3: Muliiple Regression Coefficients of Effects of 12 Independent Variables on Responses:

Attitudes toward the Adequacy of Schooling as a Preparation for Work Life

Equation I Eguation 2 Fquation 3 Pearson
Independent Effects of 1+ Effects I+ 2+ Effects  Correlation
Variables Education of Social of Subsequent  Coefficient
and Training  Background  Unemployment and  + Work
Variables Leuvel of Oceup. Attitudes
altainment
Beta Beia Beta r
wils. Tols. wls.
A, Social Background Factors
1. Father's Oce. Status .08* .01 .03 09
2. Mother’s Educaion .03 - .0 -.02 05
3. Father’s Unemployment 07* 04 .02 .08
4. Remoteness - . 15%* —.11** —-.12% -.14
5. Gender -.03 -.07 -.04 -.03
B. Education
6. Level of Education - - . 18** = . 1G%* -.18
7. Whether had 1aken a post-
cert. vocational training - — . 13%+ ~.12%* -.15
course immediatcly on
completing Group/Inter.
or Leaving Cert exam.
8. No. of Academic honours
courses taken in - —-.08* -.05 -.13
Leaving Certificale
9. No. of Vocational and
technical subjects waken - — .1 7** — 1 5%+ -.10
10. Auended a vocational school - —.09** — . 10** -.09
C. Posi-School Employment
Lt, % of time spent
unemployed since entered - - Lge* 20
Labour Force
12. Proporiion of Friends - - 07* 14
Unemployed
R%= 034 Al 136 025
F= G.1 10.9 11.4
N= 883 883 883
P <.0] <.0] <.0i

** Swatistically significant at .01 level.
*  Statistically significant at .05 level.
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Equation 3 examines the additional effects of post-school employment
experience controlling for all preceding variables. It shows a very clear
additional effect of unemployment — the longer the period unemployed
the more negative the attitude. And the more respondents are involved in
high unemployment friendship — and, as we have already seen, family -
networks, the more negative the autitude. The contextual and reference
group effects of being members of high unemployment groupings are
therefore significant though smail. One’s own unemployment experience,
however, irrespective of level and type of educational attainment, has a
much clearer negative effect. To a limited extent, therefore — accounting
for somewhat less than one-fifth of the explained variance - post-school
employment or’unemployment experience is influencing evaluative
judgements of preceding schooling quality independently of the level and
nature of the education received.

The addition of these unemployment variables 1o the regression,
however, has very little influence on the effects of the preceding social
background and educational variables. So, irrespective of actual labour
market experience, better and more vocationally educated respondents
from more remote areas evaluaile their education much more positively
than others.

Very poorly cducated urban males with no Vocational-Technical subjects,
no post-certificate school based waining and with a poor employment
history (over two-thirds of time in the labour force spent unemployed),
have an average score of 2.39 — a highly negative evaluaton if we compare
them to the average score on the “work-attitudes” scale a1 2.08. At the
other extreme are rural males with Leaving Certificate qualifications but
with at least some Vocauonal-Technical qualification, or with some post-
school vocational training. These have an average score of 1.88.

So on this delimited dimension, schooling is being evaluated positively
on the basis not only of level of education attained and certification effecis
on employment, but also in terms of its Vocational-Technical content, as
well as extent of post-school Vocational training. Most of the latter did help
in auaining employment (sce Appendix A5.4). But, even irrespective of
this effect, both level of certification and type of education had positive
attitudinal effecis. It appears, however, to be only the Vocational-Technical
content of education that has such attitudinal effects, not Honours levels
or swrength of Academic conlents, even though the later has a stronger
effect on cmploym(,m chances.

Interestingly, it is not level of cdumuon or certification, per se, that is the
most important predictive variable in unemployment reduction but
membership in a high (Honours level) Academic track. But Vocational-
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Technical qualifications are also significant. Both “wrack” specialisations
have positive and independent effects, therefore, on unemployment
reduction; but only membership of Vocational-Technical “tracks”
significantly affects school leavers’ attitudes independently of level of
education.

So, while class of origin and type of track — or educational/training
channel, appear to be important discriminatory variables in explaining the
extent of unemployment experience (see Appendix Table A5.4}) it is level of
certification, as well as specialisation in a Vocational track, that have the
main discriminatory effects on education-for-work assessments. In the
latter case both socialisation and “certification™ effects are present, as well
as some presumed correspondence between applied curricular contents
and work demands.

As was clear from the results of the lactor analysis in Chapter 3 although
the recognition of defects in education was closely linked to feelings of
dissatisfaction with education for work - and is included in that factor,
responses to this item were also so highly correlated with intentions to
correct defects (which was poorly correlated with the work factor) that
they both emerged as a separate factor in the analysis. However, given our
hypotheses and the inclhusion of the “defect” items in the “work factor”, we
will discuss the main results here.

Perception of Defects in Schooling and Intentions to Correct Such Defects

We have alrecady seen in Chapter 4 the general recognition of the
importance of educational qualifications in employment decisions,
particularly among the less successful. We have also noted the almost
universally prescriptive nature of the utilitarian priority of education for
work and adult life, again particularly strong among the less well educated.
In this chapter a striking concentration of dissatisfaction with uulitarian
education has emerged (see Tables 5.2 and 5.4) and we have identified the
most poorty educated and those with no Vocational-Technical
specialisation as the most dissatisfied. We would expect, therefore, in line
with our hypotheses, that the more poorly educated would be far more
likely to fault or find defects in their education; though they may be less
likely to articulate precisely what it is that is wrong with it. To investigate
this the following tables provide school leavers’ answers to questions about
perceived serious defects in their education as well as their intentions to
correct them.

Table 5.4 shows clearly that those “rational™ hypotheses are not supported
- at least in regard to surongly held explicit critiques of education: in fact,
the most critical are the most highly educated.




ASSESSMENTS OF EDUCATION FOR WORK AND OTHER ADULT ROLES 135

Table 5.4: fixtent to which Respondents Felt that Education Lacked Something or that There Were
Major Defects in It

Level of Education

Was Education i 2 3 +4 5 6 Total
Defective?

%
% Yes, it was
defective 44 40 36 55 60 G0 53
(n} (77) {90) (158) (70) (397) (224) (1062)
x2=66.5 p <.001

Just over half of the sample say that their education was defective, with
the more highly educated most likely to be critical. Around 40 per cent of
those leaving at or before the Inter Cert are critical compared to 60 per
cent of those at Leaving Cert or higher levels. The most positive are those
with an Inter Cert, the least positive are those with a Leaving Cert, while
the least qualificd hold an intermediate position. Given our findings on
level of satisfaction with schooling for work, why has this unexpected result
occurred? Obviously there is a very high level of stratification of school
leavers' expectations — of what they want, or think they can gain, from
education. Given the counter intuitive nature of these results, il appears
that their expectations for education and their beliefs that it can intervene
successfully in their lives are very highly structured. While those with most
qualifications expect most from it and obviously believe it can deliver,
those with few qualifications expect less from education — and appear less
likely to believe that it could provide uscful resources to them. Those with
poorest education of all, however, obviously cannot have expected more
from it than the imermediately qualified. So, their greater fault finding
with education has to be explained by other and more material motives —
mainly the failure to get satisfactory employment.

The nature or kind of criticisms made of education by those who
thought their education had been defective also shows this counter
intuitive pattern (see Appendix Table A5.5). Two main criticisms emerge:
the narrow Academic bias of the curriculum — particularly the dominance
of subject based Academic content, and the lack of practical or utilitarian
relevance of the education received for work life or for the practical
demands of living afier school. Almost 60 per cent of all respondents gave
either of these critiques. Interestingly both were most characteristic of the
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senior cycle “early leavers” — and much less so of the early junior cycle
leavers. The latter were more likely to be critical of the way schools were
(misymanaged or run and of interpersonal relationships and curricular
and instructional arrangements within the school. Such early leavers were
also far more likely to make very generalised criticisms which they found
very difficult to tie down Lo specific defects.

Interestingly, when we take specific voluntieered complaints — given
without prompting (Table 5.5) — defects in the general {non-vocational)
preparation for life after school, or complaints about the absence of
personal and social development programmes, do not figure as serious
preoccupations. Obviously it is the very practical utility of schools, and
preoccupation about the defects of the everyday convendonal operations
of schools, that draws attention.

Table 5.5: The Nature and Relative Extent of “Complainis™ made by School Leavers abowt Education,
by Level of Iducation and Gender

Defects? tducational Level Total
)
- Sex -
i 2 3 4 3 6 M F
%

(1} Too academic and too
intellectally biased -
oo narvowly focused: (%) 40 4] 4] 53 55 62 53 53

(p <.05) (5%)
(2) Inudility for adult
life: (%) 16 27 37 45 42 38 39 37
(p <.05) (38)
(3} Inudlity for Work
Life:{%) g 28 36 21 32 26 28 30
(p.ns.) (29)
(4) Critique of school
organisation, school 36 42 26 25 27 31 29 30
classes, curricula, (p,n.s) (29)

teachers, ewc: (%)

Total (N) (34) (36) (58) (38) (240) (i33)
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Respondents were, in fact, allowed two open-ended responses to the
question on educational defects. By combining these in the above table
{5.5) we find that around half of them made at least one complaint about
the over-academic nature of the curriculum, and somewhat over half about
the lack of practical relevance of their education for work or related adult
roles (see Appendix Table A5.6 for further detail).

As 1o the criticisms of inadequacy of preparation for work and adult life
the most critical respondents tended to be those with Inter Cert
qualifications, and the least critical those with no qualifications. The
Academic “bias” criticisms tended to be most characteristic of those with
Leaving Certificate or higher qualifications. On the other hand, the
generalised critiques of schools as organisations, of the quality of
relationships with teachers, and other school-specific factors, tended to be
most characteristic of the most poorly qualified, Of course, as Hannan with
Boyle (1987) show, the schools with the greatest differentation between
pupils and the most rigid structuring of education tend to be those with
predominantly working class pupils, especially boys. This system of rigidity
and differentiation leads to higher levels of within-school stratification, 10
greater polarization amongst the pupils and to higher dropout rates. This
may account in part for the more gencralised school-based criticisms of the
most poorly qualified, as their experience of the schoo!l as an instituion
may be significantly different from, and less satisfying, than those of the
better qualified pupils. However, in each of these cases differences are
minor and are statistically significant only for critiques of preparation for
adult life and of the Academic bias of the school - where in both cases the
better educated tended o be the most critical.

There is no consistent overall relationship 1o gender, but there is a quite
marked interaction effect between educational level and gender on
attitudes. A more clearcut relationship between educational level and
critique of education exists for males. The following table provides some
sumimary statistics.

The effects of educational level depend on gender: more highly
cducated females tend to be much more critical of the Academic bias of
their schooling, while being less critical than their male pecrs of their
education as a preparation for life. On the other hand, the poorly educated
males were much more critical than their female peers of their schools on
organisational and interpersonal relationship grounds. It appears as if more
poorly educated females in general experienced a better preparation for
adult life and better relatonships to teachers and school authorities.

So, in general, the more highly educated were more explicitly critical of
their education, and were also more specific in their criticisms. This is
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despite the fact that they had actually gained greatly from it and, as we
have seen, had much more positive attitudes towards it than the less well
educated. It is as if being more positively oriented towards their education
and having gained substantially from it, they felt that, being an effective
insttution, it could still have done beuer for them. The less well educated
appear to be much more alienated from the institution in general and feel
that it really could not do very much better for them as currently
structured: so they feel less able — or perhaps less concerned - to specify
particular defects in it

Table 5.6: Correlations between Educational Level and Each Dimension of Critique, for Male and
Female School Leauers

Cender of Inutility for Over emphasis School
Respondent Adult (life) on Academic Relationships

Exams Critique
Males r=.19*% r=.06 r=—11%
Females r=.01 r=.20% r= .04
*p<.05

Rationales for Dissatisfaction

Besides coding the content of these questions on defects in education
we also coded the underlying rationales as to why respondents gave the
views they did, in so far as these rationales were obvious or were clearly
implied by their responses. Four relevant rationales were found: (i) a
practical or utilitarian rationale related to work or income generation;
(ii) similar utilitarian rationales about other aspects of the practical
demands of adult life: (iii) conventional intellectual or cognitive
development rationales: (iv}) negative emotional or attitudinal responses
about the subjects taught or the teachers involved - including boredom and
lack of interest, etc. The first three rationales are roughly of equal
importance — with about 3 out of 4 respondents using either utilitarian
rationales about preparation for work, adult life in general, or about the
intellectual failings of their education.

If they gave reasons, those who leave school early or with junior cycle
qualifications are relatively more likely to use utilitarian, work related,
rationales (sec Figure 5.8}, They are less likely to use rationales referring to
preparation for adult social life in general. Here only 10 per cent of early
leavers use this rationale compared to 25 per cent of those with at least a
Leaving Certificate. Clearly, therefore, educational inappropriateness for
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Figure 5.3:0f those who think their education was defective
percentage whose specific ¢ritique was related to
(i) tack of practical utility for economic life
(ii) lack of practical utility for aduit lite generally
(iii} intellectual or cagnitive development failures
% (iviunspecified,unstated or uncleai.
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work is a greater relative preoccupation for the poorly educated, while lack
of preparation for entry into open society — or the practical demands of
everyday living - is relatively more important for the beuer educated. This
might be explained by their more assured labour market position.

An equally clear differentiation holds for the use of intellectual rationales
- over 31 per cent of the Leaving Cert respondents but only 21 per cent of
the early leavers used this type of rationale. And the type of critique also
varies — in the former case focusing on the inadequacy of their education
and in the latter on its academic dominance. The early leavers are somewhat
more likely to use emotional rationales, and are more likely also to use a
wider range of individualistic rationales: referring, for instance, to individual
teachers or peculiarities of their own school, etc. In many respects their
dissatisfaction with education is much too inchoate or too diffused to
articulate clearly; or too focused on individual level experiences to
generalise easily. The data in the above figure illustraie this clearly where
over a third of early leavers do not spell out their critiques of the defects of
their education compared to less than 1 in 10 of those with a Leaving
Certificate.

In general, therefore, we could conclude that the more highly educated
people are the more satisfied they become with their education. However,
they also expect more from it and become increasingly conscious of
individual failings in it, and are morc able to articulate these failings.
Although generally less positive about the adequacy of their education,
those completing it with lesser credentials appear to be less preoccupied
about individual defects in their education, and are also less able Lo
articulate the nawre of their dissatisfaction with it. They appear, in other
words, to have less regard for schooling generally as a relevant and credible
source of personal resources which can be of use in the labour market. A
small minority appear to be so alienated from it that the question of
correcting its defects does not enter their minds.

“Defect” or “failure” seems, therefore, o be interpreted in most cases Lo
mean that some aspect of a person’s “education” is consciously recognised
as missing or defective. As seen in Chapter 3, this recognition of defects in
one’s education is correlated with plans to correct these defects. So it does
appear as if the recognition of such a “defect” is being, in the majority of
cases, interpreted as something missing that needs to be corrected. It is,
therefore, linked with actual intentions to correct these defects. But both
the recognition of and the plan to correct such “defects” appear to depend
on level of success already achieved in education. For those who have
already failed, this connection between recognition of defects and
intentions to correct them it is not likely to be very pronounced.
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Truture Expectations: Aspirations to Redress Defects

The pattern of diffuse or inchoate dissatisfaction amongst the more
poorly educated is even clearer in response to the question about future
educational aspirations/expectations. This question (Q 37) asked each
respondent about the educational qualifications or wraining she/he “would
really like to get” and which “you think would improve your chances of
getting a good job (or help you in your present job)?”

Forty five per cent of respondents did aspire to such educational
qualifications. This was moderately correlated with educational level (r =
—.15). Less than 1 in 3 of early school leavers aspire to such future
educational certification compared to over 50 per cent of Leaving Cert and
higher achievers. Nevertheless there is still up to a third of the early school
leavers who do want to improve their education,

Of the 460 (45%) sampled respondents who did aspire 1o such qualifica-
tions, 36 per cent named ones which were additional 1o, or were designed
to “top up”, their current professional, technical or craft qualifications (sec
Table 5.7). The remaining 64 per cent referred 1o ones which had no
apparent direct connection with a person’s existing qualification — but
were rather later additions to these,

Third-level graduates were most likely (42%) to want 1o improve upon
their current degree or professional qualifications by aspiring to a higher
degree or diploma in their area of specialisation. The remaining third-level
respondents were roughly evenly split between those who wanted o get
additional commercial, language or computer applications qualifications,
and those who aspired to third-level qualifications which were unrelated to
their existing qualifications, or, apparently, to their current work roles. So,
of the third-level respondents who wanted additional qualifications most
(around 3 out of 4) wanted additional postgraduate or higher (including
diploma} qualifications which were either directly linked to their current
qualification or had connections 1o their current job requirements, or
likely job/career prospects.

At the other extreme most of the early leavers aspired to craft and
apprenticeship qualifications or to other, usually work-related, qualifications.
Only a minority, as we can see, aspired to specific educational certifications
like the Group, Intermediate or Leaving Certificate examinations. Most of
these craft type courses and qualifications, however, do not appear to be “on-
line”, and many appear highly unrealistic; for example, young men without
any educational qualifications aspiring to craft apprenticeships, etc. So in
general this educational demand cannot be satisfied by ordinary second-
level courses, and is somewhat unrealistic even if direcied towards the
acquisition of practical and work-related knowledge, skills and certifications.
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Table 5.7: Percentage Distribution of Respondents of Different Educational Levels by Type of
Aspiration for further Education or Certification

FLevel of Education

1 2 3 4 5 6 Total

A, Additional Qualifications/
Certification — 3rd Level
% %
(1) Additional Professional or
Semi-Professional qualif- - - - - - 20.2 5.6
ication: (all 3rd level}

(2) Additonal Technical or Semi-
Professional e.g. nursing - - - - 6.4 21.9 7.5
quals. or upgrading of
diplomas or degrees

B. Additionai Skilled Manual
or Commercial Quals.

(3) Additional craft quals. 11.9 14.1 21.8 11.3 10.3 1.4 9.9

(4) Additional Commercial or
Business quals. 2.2 - 7.4 8.8 195 105 131
{Secretarial, Accountancy,
Management)

C. Addittonal Unrelated
Qualifications

(5) Other Professional or Semi-
Professional Quals. 8.0 - - 127 6.4 4.1 5.3
unrelated to current quals.

(6) Secretarial/Commercial/ 6.0 5.0 1.8 20.2 13.4 17.4 13.7
Languages

(7) Other Craft, technical, or

other quals. unrelated 10 h4.5 67.7 38.0 36.1 27.7 13.8 30.4
current quals.
{8) Computer Science Quals. or
Programing Skills - 12.3 49 3.4 13.9 9.9 10.2
(9} Basic Educational Quals. 17.3 - 17.4 7.6 2.5 0.9 4.9
or Certifications
Total % 100 100 100 100 100 100 100

No 23 32 54 39 139 112 459
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We tested the realism of those aspirations or expectalions — 10 measure
“effective demand” so 1o speak - by asking respondents whether they had
“definite plans to get this qualification or training™. Table 5.8 below shows
that only a minority of respondents had such definite plans, and there is an
even smaller minority amongst those with very poor levels of education.

Even taking the most liberal view of plans 10 go on for further education
or training only 1 in 2 of those respondents who had some such plans
could be said to have any realistic intention of going on. This falls to
almost 1 in 4 for those without any qualifications but increases 1o 6 in 10
for those who got their Leaving Certificate and went on to third level.
Indeed it is only those who have such high levels of education who appear
most likely o go ‘on. Around 1 in 4 definitely plan to go on - compared 10
1 in 8 for those with the lowest level of education. Even those amongst the
most poorly qualified who would like 10 go on generally recognise such
aspirations as unrealistic.

Table 5.8: Percentage Distribution of Respondenits with Varying Levels of Fducation by having
Definite Plans for Further fducation or Training (Percentage of Those Who Wonld Like to Cet
Additional Qualifications):

Level of Education

How Definile
are plans? i 2 3 4 5 6 Total
Fo

“Definitely Yes” 11.9 14.8 8.0 2.5 323 28.5 23.8
“Probably Yes” 189 14.0 34.1 34.2 3.7 4.9 415
“No” 69.2 71.2 58.0 63.3 35,1 36.7 44.7
Towal % 100 100 100 100 100 100

No 24 32 54 37 198 112 457

x2 =441, p <.001
r=-25

The main reasons given for not proceeding with (aspired to) further
education or training are: current time.constraints and work and family
responsibilities which do not allow them to proceed currently (46% of all
responses); and the {inancial costs involved - direct and indirect - in
proceeding with the course (10%). Lack of qualifications (11%) and a host
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of other miscellaneous and individualistic. reasons (31%) complete the
picture. Time and money constraints are the main faciors affecting the
highly educated (41%). Such constraints are only retevant for 24 per cent
of those who have no qualifications av all. Lack of required educational
qualifications are only of relevance (20%) for those with Group or
Intermediate Certificates.

Conclusions

School leavers had in general a low opinion of the utility of their
education as a preparation for work life, with up to half having clearly
negative assessments.
Positive assessments of preparation for work life increased with
educational level. Up o two-thirds of the most poorly qualified have very
negative opinions compared to less than 1 in 3 of those with a Leaving
Certificate.
In mulivariate analyses level of education, specialisation in Vocational-
Technical subjects, and the taking of post-school vocational courses, all
had independent positive effects on attitudes to schooling as a
preparation for work life. As hypothesised, positive auitudes are more
characteristic of those with Vocational-Technical speciatisations.
With the above independent variables conuolled for, socio-economic
status of origin does not have any independent effect. Remoteness
however does - with the most urbanised being the most dissatisfied. The
experience of unemployment also has an additional and independent
negative effect ~ though this does not influence the effect of preceding
schooling variables.
Objectively, and subjectively, the least well qualified - in either academic
or Vocational-Technical qualifications - are, and feel, the most
disadvantaged by their education. However, they are far less likely than
others Lo isolate particular defects in their education, or to plan to
correct their, self-recognised, educauonal disadvaniages. Clearly most
objectively disadvantaged and most attitudinally negative of all
respondents, such educationally disadvantaged respondents are least
likely to make any explicit complaints about education; neither do they
appear to have any faith that the educational system can correct itself in
ways that can benefit them.
This inchoate negative orientation towards the adequacy or relevance of
education is reflected in their greater endency 10 advance diffuse and
parucularistic critiques of their schooling,

On the other hand the most highly educated appear to take for
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- granied the legitimacy of the current organisational arrangements for
their schooling, as well as its potenual for improving their life chances,
and focus their much more severe, explicit and more extended critiques
on the adequacy of its curricular and pedagogical delivery.

Perhaps as a result of their more diffuse alienation from current
schooling arrangements, even when the more disadvantaged recognise
the relevance of educational qualifications and their own educational
defects they do not intend to correct them ~ at least within current
arrangemems.

Relating back to the findings reported in Chapter 2 it is clear that the
curricular and examination system rigidities within Irish second-level
education with is extreme rigidity of “framing” (Bernswein 1966) - in
content, pace, timing, packaging, examining, and degree of isolation
from work and community life, combined with difficutiies in delivering
second chance education, means that, as currently structured, it
effectively cannol correct its obvious defects for the most deprived
groups isolated here, at least at the point at which school leaving occurs.
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APPENDIX 5

Appendix 5.1: The Derivation of Subject Specialisation Categories

To derive a reliable set of categories of subject specialisations by school
leavers we first factor analysed the intercorrelations amongst 9 parallel
subject specialisations — given in the attached Appendix Table A5.1:
Languages, Science, Business Studies, Vocational-Technical subjects, Social
Science, Home Economics, Honours Maths, etc. The factor analysis —
Principal Components with Varimax Rotation - yielded 3 factors for males
and 4 for females.

Factor I is, with one exception, common o both genders: a dimension
which indicates that school leavers can be arranged by whether they have
taken Hons. Maths courses or not and the number of Henours, Languages,
and Science subjects taken. People who take Honours Maths tend also to
take one or more subjects from cach of these subsets; operating at an
Honours level in most cases. The reverse also tends to be the case. Those
operating at a Pass level tend not to 1ake any or only a few of each of these
subjects. For boys, such an Honours Academic course is negatively
correlated with the choice of Vocational-Technical subjects. Not
surprisingly, given that most take none, this is not so for girls but is
negatively correlated with the number of Home Economics subjects taken.

Factor 2 (Males) has an analogue in Factors 2 and 3 for females. A Business
Studies speciality is negatively associated with Science and Vocational-
Technical choices for boys. It is positively associated with a “Social-Science”
(mainly History and Geography) specialisation for boys. For girls, while
Business Swudies is negatively associated with Science subjects its take-up is
not associated with Social Science. The latter, Social Science, is positively
associated, on the other hand, with Art/Music for girls — while such
aesthetic subjects appear 10 have no significant presence for boys. So while
Business Studies is more a “Pass level” gencral studies option for boys, it
tends to be taken as an alternative to Science specialities for girls, and
tends Lo be a more honours level option. Social Science and Arts are
clearly separate and positively associated options for girls.

Factor 3 (Males): has no analogue in the girls’ choices. In the rare cases
where it occurs for boys, Art and Music choices are associated with Home
Economics options taken in Coed schools. For girls, on the other hand, Art
and Music options are positively associated with Sacial Science options,
and have low negative correlations with Home Economics options. Home
Economics, on the other hand, tends to be a separate pass level option —
still taught as an alternative to Vocational subjects in coed schools.
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Appendix Table Ab.1: The Derivation of Subject Specialisation Categories: Factor Analyses (Varimax
Rotation) of 9 Subject Choice/Allocation subsets by School Leavers in All Examinations

Male Female
Degree of Speciatisation Faclor  Fadlor  Factor Commun-|Factor  Faclor  Factor  Faclor Commun-
in “Subject Packages™ ! 2 3 ality i 2 3 4 ality
Factor Analysis h? Factor Analysis h?
Number of subjects
taken in each category
(1) No. of Languages 7 - - 52 .65 - - - 53
(2) No. of Science 55 -53 - .50 A7 -36 5l - .62
Subjects taken
(3) No. of Commerce/ - ¥l - A7 - - -85 - 76
Business Studies
Subjects Taken
(4) No. of Vocational-
Technical Subjects -58  -49 - 59 -.22 - - 7 .G8
Taken
{5) No. ol Social
Science Subjects - .54 - 32 - 72 - - 52
Taken
{6) No.of Home
Economics Subjects - - .72 53 | =35 - - -.65 .54
Taken
(7} No. of Aris/Music - - 73 5% - 72 - - 53
Subjects Taken
(8) No., of Honours
Maths Subjects .64 - - 45 0 - - - 63
Taken
{9) No. of Honours
Level Subjects .84 - - .72 82 - - - 68
Taken
Eigen Value 240 14l 1.04 - 2.14 L9 109 1.05
% of Variance 26.5 15.6 11.6 53.7 23.8 13.3 12,1 1.7 60.9
Explained

Languages: No. of language/litcrature subjects excluding Irish and English: i.c., French, German,
lalian, eic.

Science Subjects: Science (junior cycle), Physics, Chemisiry, Biology, Agriculwiral Science cie.
Commerce/Business Subjects: Commerce (junior cycte); Economics, Business Organisation, Accountancy,
Economic History, Agricultural Economics and Typing ctc. in Group Cert. courses.
Vocational/Technical: Woodwork, Metalwork, Mechanical Drawing, Engineering Workshop,
Construction Studics,

Soctal Science Subjects: History, Geography, Humanities, Civics, Environmenial Studies ete.

Home Economics: Home Economics 1 and 11: Domestic Science; Cooking, Needlework, Laundry (Group
Cerc)

Are: Artand Music,
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Appendix A5.2: The Derivation of Mutually Exclusive Categories of
Students who have Specialised in Particular Curricular Packages or
“Tracks” in Their Courses and Examinations

For males there appear to be at least four separate types of associated
choices: (i) Honours; Science, Languages; (ii) Vocational Technical -
which is negatively associated with (i); (iii) Commerce and Social Science
options, which tend to be negatively associated with both Science and
Vocatonal-Technical options; and (iv) Art-Music. Home Economics is, by
and large | irrelevant.

For females while (i) Factor 1 is common with males, (i) Vocational-
Technical options are irrelevant; (iii) the taking of Commerce subjects is
not associated with Social Science subjects — as with males — and tends to
be an honours option. (iv) Social Science on the other hand is associated
with Art and Music for females but not for males; (v) Home Economics,
however, is clearly an important pass level option — highly negatively
associated with all honours academic options.

The following — composite-variables — were computed to reflect the above

results:

(i) NACADHI = the number of Languages (excluding Irish and English),
Science, Honours Maths subjects taken plus whether person had
taken 4 or more honours level subjects.

(i1} NSOCART = Number of Social Science and Art/Music subjects taken.

(iii) NCOMSOC = Number of Commerce and Social Science subjects
taken.

(iv} NVOCADHI = Number of Vocational-Technical subject taken where, at
least, 2 “acadhi” subjects are also taken.

(v} NGENERAL = Number of “general” subjects taken at Pass level: counted
as follows — il ut least one subject is taken in each area - Languages,
Science, Social Science, Commerce, Art, Home Economics.

From these and the original subject sets we constructed the following 9
category set of “tracks”, subject by level packages, in which school leavers
had specialised.

1. Acadhi 1: At least 3 honours subjects taken with at least one subject from
three of the following 4 subject sets: Science, Vocational-Technical,
Languages, Honours Maths.

2. Acadhi 2: Acadhi 1 but less than 3 choices taken from the 4 subject sets.

3. General (Pass) Academic Option: As Acadhi 1 but number of honours
subjects less than 3 and number of “general subjects” (including
Languages and/or Science) greater than or equal to 3.

4. As for 3 but with number of Science subjects greater than or equal to 1.
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(]

Vocational-Technical (Pass): Acadhi less than 3. NHons. less than 3, and

NVocTech greater than 1.

6. Comm-Soc-Art: Acadhi less than 3, NHons less than 3, and NVocTech less

than 2, and NAri= 0, and “Comm-Soc” greater than or equal to 2.

As for 6 but N.Comm = 0 and “Soc-Art” greater than or equal to 2,

8. Pass General + Home Economics: As for 6, but NHomEcon are greater
than or equal 1o 1.

9. Pass Level Non Academic: As for 3 but “NHons” = 0. NLangs = 0, NSci =0

and NGen is greater than or equal 10 2.

~

In many cases for practical analytic purposes we use the following 7
categories which are derived directly from the above:
1. No Qualifications — those for whom we have no informaton on subject
track.
2. High Academic— combining Acadhi 1 and Acadhi 2 above.

3. General Academic - combining 3 + 4 above i.c. the pass academic
options. '

4. Vocational-Technical — the same as Vocational-Technical () above.

5. Social Science and Commerce/Art — combining 6 and 7 above.

6. Puass General and Home lEconomics

7. Shallow General Non-Academic - the same as 9 above.




Appendix Table A5.3: Attitudes Towards the Adequacy of Schooling or a Preparation for Work Life and Associated Adult Roles by Type or Category of
Curriculum Specialised in (or “Track” Taker)

0 ) 2 3 4 5 6 7 8 9 i0 Total
No Acad Adac Cen3 Gem3 Vocal.  Comm. Art Cen, Restr- Restr-
Qual high high coed + 8. Tech. + Soc. + + Home  icted icted
(or no + 8e. - Sc. Fdue. langs.  Special  Soc.Sc. Soc. Econ.  general  general
Subjects) +langs  +langs  + langs —isation Sc. noSe.  +8cor
langs.  langs.
(1}(3101) Educ. %
utility for working life
% of good + Great use 11 36 34 22 21 42 35 27 30 21 29 30
% Not of use 49 18 14 32 38 27 26 22 32 45 34 28

x?=91.1.p< 001

(23(3201) How %

much gained .. in

preparing you for

adult lifc in general

% gained quite a lot 14 41 42 27 48 35 32 31 33 31 35 33

or immensely

% gained nothing 52 22 22 29 22 32 29 21 22 33 38 29
x2=73.1 p<.001

(3)(3403) %

Understanding

world of work

% “Yesa ot of help: 13 4 10 18 11 19 14 16 12 16 15 13

% “No Help™ 60 60 56 56 51 42 54 42 532 46 54 53

x?=382p<05

<
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Appendix Table A5.3: continued

¢ ! 2 3 9 5 6 7 8 9 10 Total
No Acd  Adac Gen3  Gen3  Vocat.  Comm. Ar Gen. Restr- Restr-
Qual high high coed +Sat. Tech. + Soc. + + Home  icted fcted
forne  +Sc - Se. Edue.  langs.  Special  Soc.Sc. Soc. Econ.  geneval  general
Subjects) -+ langs 4 langs  + langs ~isation Se. no 8¢, +Sc or

langs. langs.

(4) (3409) %
Increase chances of
geuing a “good job

1 AO SLNITINSSSSY

% “Alol” 12 35 36 29 28 30 28 213 254 26 21 28

% “No help” 57 18 19 21 20 27 29 31 30 28 48 29
x2=733p<.00l

(5)(3514) %o

Prepare well lor

geuwing a job

% “very well” 7 22 2] 18 26 25 19 30 17 20 12 21

% “Notauall” 55 21 26 30 33 31 33 40 26 39 50 33

SATIOA 1JTAAV HIAHMLO ANV HHOM 104 NOLLVYDNA
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Appendix Ad.4: Regression of 10 Independent Variables on Percentage of Time in Labour Force Speni

Unemployed
Independent Variables Fquation
(Bete wis.)

A, Fducation and Training Variables
1. Level of Education - .06
2. No of Honours level high academic subjects taken —.16**
3. No. of Vocational-echnical subjects 1aken ~ . 10**
4. Na. of “General”, non-specialised-pass Jevel subjects taken -.02
5. Whether took a post-certilication (junior or senior cycle) ~.08*

in-school waining course
6. Post school apprenticeship type gualificadons auained — . 1O**
B.  Secial Background Variables
7. SES 11%*
8. Remolcness .06
9. Gender — . 1g4x*

C. Occupational Status Achieved or Aspired T

10. Level of Occupational Status .07

*p < .05
**p<.0l
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Table A5.5: Percentage Distribution of Educationatly Critical Respondents of Diffevent Educational Levels
by Type of Critigue Made of It

Level of Education

Post
Critigue Pre Post- 1.Cio
Group  Group Inter. fnter. Leaving  Third  lotal
Cert Cert Cert Cert Cert Level

% % % % % % %
(1) Not Practical Enough
for Work Life or for the 25.6 36.4 43.8 40.0 36.5 33.6 5.6
demands of living after
school

(2) Narrow Academic Bias 21.3 12.1 6.4 37.2 3.2 2492 23.0
of School

(3) Critique of School
Management or School 17.0 27.3 1.0 5.0 10.8 15,1 13.4
Praclice

(4) Preparadon for Life
Social and Personal 4.3 - A.b - 4.0 6.1 4.5

Skills and Competence

{5} Specific Subjects -

absence or presence 10.8 9.1 15.1 1403 23.6 18.1 19.0
(6) Other: notspecified 19.1 15.1 8.2 249 1.6 3.1 4.7
Total % 100 100 100 100 100 100 100

No 47 33 74 35 249 265 702
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Table A5.6: Percentage who Felt Strongly that There Were “Major Defects™ in Their Education and
Percentages Who Made Particular Criticisms of Their Education

ltems Level of Education Total

! 2 3 4 3 [

% Say it had

“Major Defect” 43 40 36 55 60 60 53
N 79 91 159 70 398 224
%
If “Defective” in what way?
{1}y Not Practical
or useful enough 24.6 32.7 477 41.0 38.9 33.6 36.9

(2) Too narrow
academically or 19.2 53 I£
too directed o
cxams and points

1]
&4

22.6 22.6 25.4 220

(3) Criticism of
particular schools, 20.6 26.0 10.5 6.7 11.7 19.7 15.2
classes, 1cachers, elc.

(4} Lack of Carcer 7.9 - 2.5 85 9.1 7.0 7.3
Guidance

(5) Other subjects

missing or not 5.8 - 17.2 6.8 8.3 99 9.1
taught:
Total N 35 36 50 37 239 132 549




Chapter 6

BASIC EDUCATION AND COGNITIVE DEVELOPMENT OUTCOMES OF
EDUCATION: SCHOOL LEAVERS' EVALUATIONS

In our original hypothesised dimension of cognitive development and
basic educational development we proposed 7 items which we felt
minimally tapped this proposed dimension of basic educational
development. Given the severe space limitations in the interview schedule
these were the maximum affordable number of items. The following
outlines the 7 questions asked.

. Education has given “sufficient reading and writing skills”. (3401)

2. Education has given sufficient capability in “calculating amounts
(money) or heights and weights etc., in work and cveryday life”. (3410)

3. Extent to which schooling provided or developed capability to “read,
write and do calculations well”. (8510)

4, Education has given you sufficient capability “in helping you 1o think
for yourself™. (3411)

5. Education has developed, or prepared you sufficiently “in time-
keeping, and being able to concenurate well on things”™. (3414)

6. Extent 1o which schooling provided for a developed capability “o
think through things and come 1o good and clear solutions to
problems”. (3503)

7. Extent to which schooling developed the capability 1o be “able to talk

and commmunicate well with others™. (3415)

The intercorrelations amongst the scaled responses 1o these 7 questions,
and the other responses, as revealed by factor analysis, clearly indicated,
however, that some of these items — particularly the last 3 — “loaded” more
heavily on other factors, particularly Personal/Social Development.
However, since for conceptual reasons, we also wish 1o investigate more
fully those wider dimensions of cognitive development — rather than the
narrower dimensions of “basic education” revealed by the faclor analysts,
we will inidally examine the responses dealing with school leavers’
evaluations on all these 7 questions.
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Basic Education and Cognitive Development

In fact the scaled responses to the 7 questions are all moderately 1o
highly intercorrelated as is clear from Table 6.1 below. The table also
includes the item correlations with the total score — the sum of ali
individual items scores. Individual item responses are scored from 1.0 o
3.0 - that is, from “very satisfied” 1o “very dissatisfied”.

Table 6.1: Intercorrelations Amongst the Scaled Responses (1, 2, 3) to the 7 ltems Formerly Mentioned
- Which Tapped Cognitive Development and Basic Education Goals of Education

Htems (numbered as shown on left)

Hems i 2 3 4 5 & 7 8
1 3401 1.00
2 3410 .36 1.00
3 3510 52 .38 1.00
4 3411 .24 .30 .26 1.00
5 3414 27 .34 .30 .33 1.60
6 3512 .21 .24 27 .35 .28 1.00
7 3415 .25 .29 .28 42 43 .35 1.00
8 Aggregate
score 45 47 50 5l 50 .45 .54 1.00
9 Average
scolre 1.13 1.50 1.26 1.80 1.58 2.05 1.71 1.1
value

So, the scaled responses to the 7 items are sufficiently highly correlated to
constitute a single scale. The item by total score correlations given in the
second last row of the table indicates the relative consistency of the overall
scale. In fact, the reliability of that scale (Cronbach’s alpha = .77) is almost
equally as good as that for the more “pure” “Basic Education” scale isolated
in Chapter 3. So, for the purposes of this chapter, we will regard it as a single
dimension: the summary scale measuring evaluations of the effectiveness of
provision of basic education and cognitive development. The scale has an
average score of 1.59 and a standard deviation of .389. Table 6.2 gives the
level of school leavers’ satisfaction with each of these aspects of cognitive
development and basic education for each level of education attained.

As already discussed in Chapter 3 the great majority of school leavers
(over 75%) are very satisfied with the basic 3Rs teaching, although there is
much less satisfaction with “arithmetic”. However, this is clearly not the
case for the most poorly qualified — where less than hall are very satisfied
with development of reading and writing skills, and around 10 per cent are
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very dissatisfied. The proportion of the poorly qualified highly satisfied
with their mathematical education is less than half these figures, and the
proportion highly dissatisfied more than double.

"able 6.2: Levels of Satisfaction with Basic-Education/Cognitive Development Aspects of Education by
Level of Fducation. ltems Qrdered by Level of Satisfaction

Level of Education

ltems ! 2 3 4 5 6 Total

(Rank ordered by

“salisfaction”} — Percentage very satisfied -

[1] (3401) “Reading and 46 G5 67 85 a3 90 80
writing skills™ (r=-231)

[2] (3510):"Read, wrile 43 67 63 28 81 84 75
and do calculations” (r=-.28)

[3] (3410): “Calculating 21 61 48 63 60 74 58
amounts”, eLc. (r=-.21)

[4] (3414) “Timckeeping, 25 42 35 652 60O 54 51
... concentrating” (r=.21)

[5] (3415) “Talk and 28 43 a4 35 43 a5 38
communicate well” (r=-09)

{6] (3411) “Think for 20 28 31 42 40 26 33
yoursell™ (r=-.07)

[7] (3512) “Think
through things and 10 18 17 18 18 31 20
come Lo clear (r=-.23)
solutions”

[8] Average value of
the “Basic Education 198 167 1.65 154 151 1.52 1.59

and Cognitive (r=-.26)
Development™ scale

The relationship between level of education and “concentration/time-
keeping” shows somewhat the same pattern with one significant exception.
There is roughly the same magnitude and pattern ol dissatisfaction/
satisfaction by educational level as with “calculating”, except that the most
highly educated are somewhat less satisfied than those with intermediate
levels. Whereas satisfaction with “basic education” was most marked amongst
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third-level entrants this is clearly not so for concentration/timekeeping. It is
as if the salience or importance of concentration/timekeeping has been
tested and found wanting to a far greater extent amongst those who went on
to third-level. The same patern of increased dissatisfaction for third-level
entrants holds also for 2 other items: verbal communication, and thinking
for oneself. Again it is as if these “emergent” capabilities have been more
stringently tested and found wanting amongst the third level educated —
since it is highly unlikely that they have actually received poorer preparation
in these respects. In both of these latter cases levels of dissatisfaction are
substantally higher than with the previously-mentioned items. The most
seriously under-educated respondents are also those with the highest levels
of dissatisfaction, with between 25 to 30 per cent of respondents being very
dissatisfied. The item that drew the most dissatisfied comments of all,
however, was that dealing with “thinking things through”. Here over half
(55%) of those without any qualifications are very dissatisfied - declining to
1l per cent of third-level entranis.

Overall, therefore, the highest satisfaction on this dimension is with
“basic education” and the lowest with development of rational calculability.
In all cases the most dissatisfied customers are those without any
qualifications and generally the most satisfied are those with the highest.

Besides educational level aunained, other factors in respondents’
backgrounds, the level and nature of education attained, and post-school
employment experience is likely to have significant effects on schools
leavers’ evaluations — as hypothesised in Chapter 1 and as tested in the
preceding chapter. The same set of independent variables are used as in
the regression for evaluations of the adequacy of educational preparation
for work in Table 5.3. In Table 6.3 we report the results of a multiple
regression of the joint effects of these 12 social background, educational
level and type, and unemployment characteristics on satisfaction with
basic-education/cognitive-development.

Taken on their own, three of the social background variables have
significant effects: father’s occupational status, gender, and remoteness.
Working class respondents and males, particularly those from more
urbanised communities, are significantly less satisfied with basic educational
provision and cognitive development. These results are very simitar to those
for attitudes toward the adequacy of schooling for work life (Table 5.3).

The results in Equation 2 shows that most of these effects disappear
when we introduce controls for educational level and type: the effects of
socio-economic background and remoteness are fully mediated through
education. Gender retains a slight effect - but this also disappears when
further controls are introduced.
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Table 6.3: Regression of 12 Independent Variables on “Basic Educational” Attittedes

159

Eqt ! Eq 2 Eqt 3
Independent variables Social + + Pearson’s
background  School/educ. Current r
effects effects unemploy.
{Beta wis.) {Beta wis.) (Beler wis.)
A, Social Background:
1. Father's Qccup. Stawus 09** .04 .02 11
2. Mother's Educ. Status .03 -.04 -.05 .06
3. Father’s unemployment 06 .04 02 07
4. Gender (1 = lemale) —. 10** -.07* -.06 =10
5. Remolencss -.06* -.03 -03 =05
B.  Education
6. Level of education - — 1g** — 17%* -2
7. No. of Vocatonal-
Technical courses taken - = 0Gk* —.08** =02
8. No. of higher academic - = 11** =.00** -.20
courses tken
9. Postceruficate; - —. 19** = 19%* -.i9
vocational course
10. Type of school auended - -.08* —-.08 .06
C.  Post-School Employment
11. Percentage of time
in labour lorce - - L L** 19
unemployed
12. Percentage of friends - - 07* 16
uncemployed
RZ = .03 12 A4
F = 3.3 1.8 10.9
P = <.001 <.001 < .001
N 882 882 882
Notes:  *Statistically significant at .05 level.

**Stadisdcally significantat .01 level,

Both educational level and type have equally significant effects o those
for adequacy for preparation for work — with ype of education received
being as important as level attained. The higher the Vocational, as well as
the Honours Academic, content of this education the more positive
respondents’ evaluations. This is surprising in an objective sense, but
subjectively it is clear that higher Vocational-Technical content of
education increases positive feelings toward it on most dimensions. School
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type — whether Vocational, Secondary or Comprehensive — has a slight
effect. Attending a Comprehensive-Community school has a slight positive
cffect while attending a Vocational or Secondary school has a slight
negative effect on attitudes.

Conclusions

— Seven separate questions were asked respondents about their level of
satisfaction with preparation in basic education and cognitive
development. The scaled responses to these questions (from very 1o least
satisfactory) were sufficiently highly correlated with each other to allow
us to construct a highly reliable (alpha = .77) Likert scale which has, at
face value in any case, relatively high validity.

— Satisfaction was very high with basic educational standards achieved -
i.e., the 3Rs, although less so with arithmetic. But general dissatisfaction
was evident with the more indirect, or emergent, cognitive development
aspects of education: mainly technical-rational processes and related
personal disciplines.

— Satisfaction was moderately correlated with educational level atained,
with the most dissatisfied being those with the poorest level of
educational avtainment. It is revealing that such poorly qualified school
leavers appear to judge their own relative underachievement according
to internalised general societal standards of literacy, numeracy and
rationality which they apply in relatively the same way as most middle
class respondents would. This, however, is more characteristic of the very
practical, 3Rs, aspects of education than of its more emergent or
indirect cognitive development aspects.

— Some evidence of differences in expectations or standards of judgement
occurs for the most highly qualified for some aspects of cognitive
development particularly verbal communication skills and ability to
concentrate and “timekeeping”. Here it is clear that those at third level
have been “tested” on these qualities/capabilities 10 a greater extent
than those with middle level qualifications and have consequently found
them wanting to a greater extent.

- Again, as in the previous chapter, those specialising on Vocational-
Technical subjects have significantly more positive attitudes toward
educational preparation for “basic education”. Judging their assessments
on objective achievement grounds, cither such vocationally educated
people are selective of those who had objectively better standards or
their subsequent “Vocational education” had been more successful than
the alternatives in improving their basic educational standards. Neither
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of these possibilities appear plausible. So, it appears that either their
gencerally greater satisfaction with education “overflows” into these
specific evaluations or else their cognitive development expectations
and “requirements for the job” are lower.

Social background effects on evaluation of such basic educational
attainments arc almost fully mediated through level of education
obuained.

Having conurolled for all of these social background and educational
attainment effects, post-schoo!l employment experience and context
retain significant effects - the greater the personal and group
experience of unemployment the more negative the autitude. Although
the additional effect is not very substantial it is statistically significant. To
a small extent post-school experience of unemployment negatively
affects one’s retrospective views of education.




Chapter 7

PERSONAL AND SOCIAL DEVELOPMENT ASPECTS OF EDUCATION —
SCHOOL LEAVERS’ EVALUATIONS

Introduction

There is a general consensus on the imporiance of personal and social
development goals in education by almost all involved. Ninety per cent of
our respondents consider it an important goal of education, only somewhat
less important than “basic education” or education for work, as we saw in
chapter 5. The new Junior Certificate reflects an increased commitment o
this goal — with even the new Maths syllabus siating as one of its aims the
development of autitudes that lead to appreciation, confidence, initiative
and independence in the young person (Department of Education, Rules
and Programmes, 1989/90, p.39). One of the siated objectives of History
and Geography is 10 teach young people to be open-minded and respectful
of the rights of others 1o be different (ibid., p.72). Italian aims to inculcate
self-awareness, confidence and an insight into personal potential (ibid.
p-124). The Civics syllabus, designed to be complementary to other
subjects, clearly intends the course to address the social and personal
development needs of pupils (ibid., p.175). This commiument is not so
clearly stated at the Leaving Certificate level. While the English syllabus
does mention social and personal objectives they are closely intertwined
with academic prowess, that is 1o say, if young people are “good” at English,
they will also benefit from the social and personal development aspect of
the course. The Physical Education syllabus also aims to foster mature and
responsible behaviour, self-confidence and development of principled
behaviour (pp. 360-366). The much more clearly stated social and personal
objectives of the transition year project, however, highlights the absence of
such a clear statement from the rest of the Leaving Certificate programme.

This commiument o the social and personal development aspect of
education is also visible in an international context. The Training and
Vocational Educadon Initatve {TVEI) which was introduced in Scottish
schools in 1984 aimed at giving 14-18 year old boys and girls a more
relevant and practical preparation for adult and working life. Within this,
more atiention is paid to personal and social development (Bell and
Howieson, 1988, p. 222). The new Durch foundation curriculum, which in

162
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some respects is quite similar to our Junior Certificate, states that personal
development and fruitful participation in society are among its basic goals
(The Netherlands Social and Cultwral Report, 1988, p. 163). There appears in
most OECD reports on education a general acceptance that education
should be actively engaged in preparing young pcople not only for
working life, active citizenship and future adult roles, but also that personal
and social development is a crucial requirement (OECD, 1985, p. 12;
OECD Qbserver; 1985, pp. 18, 52).

It seems, therefore, that both nationally and internationally there is an
acknowledgement of the importance of personal and social development
in education. In this chapter we examine school leavers’ assessments of
how well this goal is realised and analyse some of the factors affecting their
level of satisfaction: socio-economic status of origin, gender, level and type
of education, and own and friends’ employment situation. Overali, as we
noted in Chapter 3, satisfaction with personal and social development
through education turns out to be moderate, varying from well to
moderately satisfhied with preparation for interpersonal communication, to
moderate to low satisfaction with personal development (self-confidence,
initiative 1aking).

Method
Each respondent was asked 10 questions about the adequacy of
personal, social and character development goals:
(1) Did education help increase your selfconfidence?
(2) Did education help you make new friends?
(3) Was education helpful in preparing you well for adult life in general?
(4) To what extent did it help you develop into a well balanced person?
(5) To what extent did it help you build good relations with [riends of the
opposile sex?
(6) To what extent did it increase your ability to play a full and
responsible part in your society?
(7) Has your education helped you to think for yourself?
{8) Did education help you o get on with other people?
(9) Did your education increase your ability to talk and communicate well
with others?
(10) How well provided were programmes o develop sell- confidence in
your education?

As can be seen from Table 7.1 below, the scaled responses 1o the 10
questions are all moderately to highly interrelated, being sufficiently
intercorrelated to form a separate dimension in the {actor analysis which
was reported in Chapter 3. “Relations with the opposite sex” is the only




Table 7.1 Intercorrelations Amongst the Scaled Responses to the 10 Queestions Used (o Assess Levels of Satisfaction with the Personal and

Social Development Goals of Education

I 2 3 4 3 6 7 h) 9 10
Items Self  Making  Prepara-  Well  Relations Play Think  Geton  Communi- How wetl
Confid-  Friends  lion for Balanced  with part Jor with catewell  provided were
ence Adult  Peson  Opposite in your- other with programmes
Life Sex Society seif Deople olhers to develop
self-confidence?
(1} Self-confidence 1.00
{2) Making fricnds A4 1.00
(3) Preparation for adult life 53 .39 1.09
(4) Well balanced person .50 .36 55 1.00
(5} Relations with opposite sex 32 .30 35 32 1.00
{6) Play part in society 48 .30 52 53 42 1.00
{7) Think for yourself .39 31 37 40 .30 44 1.00
(8) GevLon with other people .40 51 38 43 35 .41 49 1.00
(9) Communicate well with others 41 .40 37 41 29 42 43 54 1.00
(10) How well provided were
programies to develop A7 32 Al 41 .23 37 .34 .36 .37 1.00
self-confidence?
(11) Total Auiwde Scale .74 63 74 74 A7 71 .67 .72 69 66
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item which deviates from this — it is more weakly intercorrelated than the
other items. In Chapter 3 we saw that this item loaded more highly with
the political/civic factor than with the personal and social development
factor. Conceptually, however, it appears more acceptable to consider
enhanced capability 10 have good relations with members of the opposite
sex as part of social and personal development than as part of the
development of political/civic roles.

The reliability of the Likert scale, constructed from all the hypothesised
items, is very high (alpha = .87) and removing any item, even that
concerning relations with the opposite sex, reduces this reliability. For this
analysis, therefore, we retain all of the items previously hypothesised rather
than adhering rigidly to the narrower dimension of personal and social
development revealed by the factor analysis.

The summative scale constructed from the scores on all 10 items ranges
in value from 1.0 to 3.0. The higher the score the more negative the
auitude. The average score is 1.87, slightly toward the positive pole. The
standard deviation is .47.

Satisfaction with Personal and Social Development through Education

Nationally and internationally, as we have seen, pf:rsonal and social
development is seen as an important goal of education. It is also recognised
as a priority by pupils themselves. However, our respondents did not feel
their education had been very successful in achieving this goal. Only one-
third were highly satisfied that their second-level education had heiped
increase their seli-confidence. Over half felt that their school had helped
them a lot with regard o making new friends, but at the other end of the
scale only 1 in 5 thought that it had prepared them well for adult life in
general or had assisted “a lot” in their development as a well balanced
person. The overall picture then, is one of a moderate to low level of
satisfaction among school leavers with the adequacy of their education in
terms of their personal and social development. Compared with “basic
education”, therefore, satisfaction with personal and social development is
low. It is somewhat higher, however, than sausfaction with preparation for
work roles. In the rest of this chapter we examine variations in the level of
satisfaction and, as in previous chapters, look at some factors that might
explain this variation.

Level of Education

The following table shows the percentage of respondents at each level of
education who were very satisfied with the different aspects of personal
and social development. ltems are ranked from most to least satisfactory.
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Table 7.2: Percentage Very I'lighl)' Sa{'isﬁed with Per'.\'fm'al and Social Development Aspects of
Education by Level of Education

Level of Education

! 2 3 4 5 6
Aspects of Education No With With While  Leaving Jrd Level  Total
Quals.  CGroup Inter  Studying
Jor Leauving

- % Very Satisficd —

(1) Making New Friends 44 57 46 64 59 49 55
{r=-.04}
(2) Geton with other 26 41 38 43 44 41 42
people
(r = -.09)
(3) Communicate well with 28 43 34 35 43 35 38
others
(r=—11)
(4) Think for yoursell 20 28 3l 42 40 26 35
(r=-.09)
(5) Sclf-Confidence 12 32 32 35 32 k]| 32
(r=-.10)
{6) Well Balanced Person 5 26 20 29 22 23 22
(r=-.10)
(7) How well provided were 9 23 16 16 14 22 17
programmes to develop
selfconfidence?
(r=-19)
{8) Play part in society 11 26 18 24 18 19 20
(r=—IN
{9) Preparadon for adub life| 12 30 20 17 19 17 20
(r=-.06)
(10) Relmions with oppositc 9 32 14 29 16 16 18 |
sex
(r = +.06)
(11) Toual Scale (Av. score) 2.19 .86 1.87 1.87 1.82 1.88
(r=-.13) (N =10i9)

Interestingly the most satisfactory aspects are those dealing with the
development of interpersonal social skills = i.e., building interpersonal
relationships (items 1 to 3). The next most satisfactory aspect is personal
development - developing a self-confident, rational and well balanced
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person (4 — 7). The least sausfactory is preparation for more public, or less
interpersonal, roles {i.c., “role in society” etc.).

It is clear that the most poorly educated are the least satisfied. Only
slightly more than | in 4 of these are “very satisfied” with interpersonal
skills development {items 1 to 3), only about 1 in 9 with development of
self-confidence, and only around 1 in 10 are equally satisfied that their
education provided an adequate preparation for adult life dilemmas. All of
these satsfaction ratings are substantially lower than for those with higher
levels of education - on many items being less than half,

Satisfaction with personal and social development education does not,
however, increase consistenty with level ol education. For most items two
categories share the highest satisfaciion ratings — those with a Leaving Cert
and those with a Group Cert. The former, with those compleung a Pre-
Leaving Commercial Course, tend to give the highest ratings for inwer-
personal skills development as well as self-confidence growth (1-6); while
those with the Group Cert give much higher ratings than others to
preparation for adult life and adult sex roles. The least satisfied
respondents are those without any qualifications and those who went on o
third level, the former it would appear because of the clear objective
ineffectiveness of their education, and the latter because of their higher
expectations and greater experienced necd for interpersonal and personal
capacities. Why Group Cert respondents, predominantly male and with a
clear Vocational/Technical speciality, should be more satisfied with their
education as a preparation for adult roles (items 8-10) in the society is not
at all obvious — but there is no doubt about their judgements. 1t may be
that they think of these roles more narrowly than other groups and that
work and Vocational roles have greater importance for them so that the
direct work preparation in Vocational tracks “spills over” into personal and
social development. However, this does not explain their greater
satisfaction with preparation for adult sex roles — where overall satisfaction
tends o bhe least amongst those completing second level. As we shall see
later, attendance at a Cocd school is positively correlated with such
satisfaction and since most Group Cert respondents attended Coed
Vocational schools this may partly explain their greater satisfaction.

Gender

Given that boys and girls with the same level of education and even with
the same number of honours in the Leaving Certificate, and who have taken
the same courses, end up on very different life paths (Hannan, Breen e al,
1983, pp. 284-5}, one might expect that this would lead o a substanual
gender difference in their evaluation of the social and personal dimension
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of their education. There are, however, no significant differences. (See
Appendix Table A7.1). Girls tend to be more satisfied that their education
helped them in making friends, getting on with others and most other
aspects of personal and social development, but boys tend to be more
satisfied that their education helped them to build good relations with
friends of the opposite sex. Those differences, however, are minor. Again,
some ol these differences may be related to the higher proportion of girls in
single-sex schools. As we shall see later, Coed schools appear to provide
more satisfactory social and personal development programmes, or a peer-
group context which is more conducive o such developments.

The Effect of Employment Status

Current employment status is likely to affect assessments of the adequacy
of personal and social development education for, at least, two reasons: the
general level of well-being of respondenis and of their social environment,
and the extent to which formal work and adult roles require higher levels of
skill and flexibility in informal and formal social relationships.
Unemployment has substantial negative effects on individuals’ well-being
(sece Whelan and Hannan, Creighton, 1991). As a Centre for Educational
Research and Innovation (CERI) Report (1985) points out, employment
sull remains the main mark of adulthood and is essential 10 most people’s
psychological well-being and acceptance as honoured adult members of the
community, Unemployment, particularly persistent unemployment, is
damaging in far more ways than strictly financial ongs, as it undermines
positive transitions to adulthood. Furlong and Spearman (1989) used the
General Health Questionnaire (GHQ) to compare the psychological weli-
being of a nationally representative sample of Scottish 17 year olds in a
range of education and labour market situations. They found that those
who suffered the most raumatic effects were young people who had failed
to make a “successful” ransition from school to the labour market (p.52).
Such unemployment is highly concentrated amongst young poorly
cducated working class youth. Their demoralised status is, therefore, most
likely 1o affect their general feelings of inadequacy but their education itself
is also disproportionately likely to leave them inadequate in various other
respects — particularly in handling the private personal and interpersonal
difficulties typically faced by such unemployed young people.

There is a range of other social background and educational factors
affecting unemployment levels that are also likely to influence atuitudes
toward the adequacy of schooling. These will be controlled for in later
multivariate analyses. The following results (Table 7.3) show that while the
unemployed tend to be consistently more negative in their assessments
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than the employed they are not the most negative. The respondents with
the most negative auitudes are the students, the unemployed are the next
least satsfied while the employed and those in “home duties” and other
statuses are the most satisfed. Here, however, “students”™ refers only o
those selected few who were stll in third-level education b years after they
completed second-level education.

Table 7.3: Percentage *Very Satisfied " with Personal and Social Development Education by
Employment Status in 1987 (% Very Dissutisfied in Paventheses)

Personal and Employment Status
Social Development Employed  Unemployed  Never Student Other Total
Assessment ltems Employed

Yo Very Satisfied

. Self-Confidence* 2% 24% 33% 13% 33% 30%
(20 (19) (36) (29) (16) (20
(p < .05)
2. Well Balanced* 24% 15% 6% 16% 23% 22%
Person {19 (30) (27) (27) (16) (21)
{(p<.01)
4. Preparation for* 20% 16% 22% 12% 21% 20%
Adult Life (30) (444) (42) {33) {36) (33)
{(p<.00)
4. Average Score for 1.85 1.96 2.10 2.10 1.86 1.88
total *PERSOC™
Likert scale (Nos.) 814) (183} (29 (28) (75) (1134)

*These are the three highest correlated items with the overall Likert Scale (See Table 7.1).

The resulis for such students are unexpected. They have the highest
level of education, the best examinaton results and generally tend 1o be
most satisfied with the more conventional aspects of their education. It is
obvious here, however, that in terms of personal self-confidence, of
interpersonal presentation “performances”, of social interaction skills and
ol adequacy in formal roles, these remaining third-level students feel the
most inadequately prepared. Of course in many respects their expectations
and requirements for these roles are more complex, difficult or
demanding than in other cases — especially for the upwardly mobile. So,
tested against their more exacting standards, their educational
preparation, at least in this respect, is found more wanung.

Two post-school sources of dissatisfaction are therelore, identified: the
diswelfare effects of unemployment on general feelings of well-being and
the more demanding requirements of the third-level educated. In both
cases, however, those effects are minor.
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The Unemployment Context

As we have already seen unemployment has a significant, though small,
effect on assessments of the adequacy of personal and social development
education. However, the group contexts within which respondents make
their judgements — particularly the unemployment rate within
respondents’ social groups — are likely to have additional significant effects
by varying the standards within which people make judgements. We
measured some aspects of these group contexts by asking respondents
what proportion of their friends were employed/unemployed. Five rank
ordered responses were allowed; “Almost all” or “most” employed or
unemployed; and “half employed and half unemployed”. Responses were
scored from 1 to 5 - the higher the score the more unemployed the
context. The correlavon between the scale and the overall (9 item) Likert
scale measuring attitudes toward the adequacy of personal and social
development education was r = .16; the higher the unemployment rate the
more negative the auitude, For most of the individual items indeed, those
in the highest employment group contexis are two 10 three times more
likely to be very sausfied with their educational preparation than those in
the highest unemployment contexts.

Of course the employment status of friends is not independent of one’s
own employment status, or of one’s level of education or social background
characteristics. A later multivariate analysis will estimate its independent
contribution. Here, however, we examine one additional relative, or
comparative, reference group cffect of one’s own and one’s friends’
employment statuses. Neither are perfectly correlated — with many
employed respondents with all/most friends unemployed, and many
unemployed respondents with all/most friends employed.

Reference group theory would suggest that employed respondents with
unemployed friends would have more satisfactory attitudes than those with
employed friends. In comparative judgemenmal group terms they should
feel reladvely better off — the higher the group unemployment level the
more positive the attitude. The reverse, however, would be the case for
those unemployed people with employed friends who would be more likely
to be most dissatisfied as, in comparison to their friends’ status, they are
subsiantially worse off — the higher the group unemployment level the
more negative the alternative. In other words there is likely 1o be a
pronounced interactive effect between these two variables.

The results presented in Table 7.4 however, do not support this
hypothesis. The two effects, in fact, appear 1o be complelely additve. Both
one’s own unemployment, and one’s friends’ unemployment, affect one’s
assessment in a purcly additive way — they jointly increase the level of
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negative assessments. So it appears, therefore, that the main (reference)
group effects are normative: respondents use the standards of their
different membership groups 1o judge their own siwation, rather than
using relative status comparisons.

Table 7.4: Reference Croup Effects of Membership of High or Low Unemployment Networks on
Employed and Unemployed Respondenis’ Assessment of the Adequacy of Persenal and Social
Developrment Education

Respondents Respondent
Employed Unemployed
Most/all Most/all Mostfall Maost/alt
friends Sriends [friends [friends
employed unemployed employed  unemployed
(1) Average score 1.82 1.92 1.92 1.98
on 9 item Likert {623) (38) {88) {42)
“Persoc” scale
(2) Correlation (Pearsonian) .
between % friends r=.11 r=.13
unemployed and {(n=2814 (n=217)

“Persoc” Scale

School Effects

Unforwnately we have no information on the actual provision of personal
and social development courses by individual schools. However, we do know
the identity of the authority running each schooi, as well as its size, and
whether it is coed or single sex etc. As we saw in Hannan with Boyle (1987,
pp- 25-67) and Hannan, Breen et al. (1983, pp. 80-114) the religious order
running the school, and whether it is a Vocational or Community/
Comprehensive school, had clear curricular and ethos implications. We
would hypothesise, therefore, that coed schools, schools run for elites (like
fee paying schools, or schools run by religious orders catering mainly for the
middle class) and the new Comprehensive schools, will have more extensive
and more effective personal and social development programmes or
contexts. The effects of such school type variables will be examined later.

Besides the school authority another school context factor is likely to be
very important — coeducation. There has been an ongoing debate within
the sociology of education for many years concerning the merits of
coeducation. Dale (1974) claims coeducation is more favourable in this
respect, as does Feather (1974), who says it is a more natural preparation
for the wider social context. Ormerod (1974), however, shows that the
evidence favouring coeducation is quite dubious; while Kelly (1978) points
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out the importance of other factors - like the social organisation of the
school, the philosophy of the teachers, integration of parents, etc, — which
may lead to as much variation within school types as between them.

However, when we examine the percentage of young people very satisfied
with the personal and social development aspect of their education by type of
schoal, a definite pattern does emerge. Ex-pupils of single sex schools are
consistently less satisfied with each dimension of their personal and social
development education than ex-pupils of coeducational schools (see Table
7.5). The most satisfied group are those who attended coed Secondary
schools, and Community/Comprehensive schools — almost all of which are
coed. Since o a large extent the same orders run both single sex and coed
Secondary schools and their philosophy is likely to be quite similar, the sex
composition of the schools - both pupils and teachers - would appear to be
important. This would suggest that what is important in boosting satisfaction
is not so much the conscious action of school authorities in terms of
curricular/pedagogical initiatives but the opportunities offered for
interaction between the sexes in the school environment. Iuis interesting too
that the most stark differences relate to the question regarding relations with
the opposite sex — 3 per cent of pupils from girls’ Secondary and 10 per cent
from boys’ Secondary schools are highly sausfied, while at the other end of
the specurum 36 per cent of pupils from coed Secondary schools are satisfied
that their education helped them build good relations with members of the
opposite sex. Vocational schools occupy an intermediate position between
Coed Secondary, Community/Comprehensive and the single sex Secondary
schools.

Table 7.5: Percentage Very Satisfied with Personal and Social Development Aspects of Fducation by

Type of School
School Type
Aspects of Personal and Social Girls’ Boys’ Coed. Community/ Vecational
Development Fducation Secondary  Secondary  Secondary Comprehensive  Schools
(Total N = 1,015) (256) (222) (115) {130 (292)
= %o Very Satisfied ~
(1} Selfconfidence 26 33 26 4] 27
{2) Making Iricnds 52 53 61 57 53
(3) Preparaiion for adul life 13 14 24 26 22
(4) Well balanced person 21 18 26 23 21
(5) Relatons with opposite sex 3 10 36 33 21
{6} Av. Score on Toul 1.91 1.95 1.83 1.79 1.87

Likert Scale
(F=8.05; p<.02).
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Coeducation, therefore, is obviously a very important school context
factor in personal and social development. However, it is also correlated
with other factors so we will await the muliivariate analysis before coming
to any definite conclusions.

The Combined Effect of all Variables

In the following analysis (Table 7.6} muliiple regression is used to
estimate the joint effects of 5 social background characteristics, 4 schooling
provision factors, 3 school type factors and 2 unemployment variables on
the summary attitudinal scale (9 items) used to measure school leavers’
assessment of the adequacy of schooling for social and personal
development. These are almost the same set of independent (predictive)
variables as were used in previous regressions with the exception of
“coeducational schools” which is hypothesised to have significant effects
here but has little influence on other aspects of educational evaluation.

In Equation 1 it is shown that only remoteness has any signilicant effect.
More remote respondents have more positive attitudes. However, these
effects are minuscule — explaining only 2 per cent of the variance in the
dependent variable. Socio-cconomic status has no effect — school leavers
from all social backgrounds appear to be equally satisfied or dissatisfied.

Equation 2 adds in the effects of educational level and type variables, and
these have much more significant effects. The higher the level of education
attained, the more Vocational-Technical the track taken in school, and the
more post-educational Vocational training courses taken, the more positive
the effect on assessments. Interestingly it is not those who took the high
Academic track that have the most positive attitudes — but those with
Vocational-Technical specialisations. It appears, therefore, that for personal
and social skills development, as with preparation for work, those taking
Vocational-Technical courses are at an advantage. Gender has a slight
persistent, though not significant, effect — with girls having more positive
attitudes. Remoteness, obviously because of its relationship o educational
level achieved, drops out of significance afier Equation 1.

A number of the school type variables have clear effecis. Coeducational
schools and Comprehensive schools have a significant advantage over
others; with most of the preceding variables retaining significance. Being
educated in a coeducational school, therefore, apparently mosuy because of
its organisational context and ethos, appears to provide significanty beuer
personal and social development opportunities than single sex schools.
None of the other school type variables retain any significance. Combined,
all these variables however explain only 6 per cent of the variance in the
dependent variable. As we shall see later the total “benveen-school” variance
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is far greater than this so that what schools actually do 1o satisfactorily
supply education for social and personal development is very inadequately
mecasured by these school level variables. Nevertheless — even with these
crude measures — differences in school wype do have significant effects.

Table 7.6: Regression of 14 Independent Variables on Satisfaction with Personal and Social
Develofrment Aspeets of liducational Preparation (Beta wts.)

Egl. ] Eagl. 2 FEqt 3 Univariate
Predictor Social I+ 2+ Correlation
Variables Background Educational Unemploy- {Pearson)
Effects Prouviston ment
Effects Status Effects
(Beta (Beta (Beta
wis) wis) wis)
(i) Social Background
(1) Fa's Occ. Staws .05 .03 .0 .04
(2) Mo's Education -.03 -.05 -05 -.02
(3) Fa's Uncmployment 06 .05 .04 06
(4) Gender -.06 -07 -.06 -.06
(5} Remoteness -.09* -.03% -.04 -.09
(il) Fducational and
Curncular Ioffects
{6 Level of Educ. - ~.13* -] -.13
(7 No. ol Honours - -.03 -02 -.07
course Laken
{8) No. of Vocalr-Technical - —11** —.09%* -.05
Courses 1aken
(9) Taken post Educ. Vocat - —11* — 1 1** - 14
Training Courscs at School
(iti} School Type kffects
(1) Cocd. Sec. School - — (e =g =06
(11) Vocat. School - -07 -.08* -.03
(12) Comp. School - PR Ll -1 1** -.09
(iv) Unemployment Status Effects
{13) % Time in LF - - .08** .14
Unemployed
(14) Proporion of - - 09> 13
Fricnds Unemployed
R = .02 .06 .08
F = 3.14 5.46 575
p = <.01 <01 <.01
N 886 886 886
* p<05

*pe 0
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Besides school type, however, the unemployment context within which
individuals live has a substantial additional effect on assessments: the
greater the proportion of time spent unemployed and the greater the
unemployment rate amongst friends the more negatve the atutudes,
independently of all other preceding variables.

Conclusions

- While personal and social development is gencrally recognised by
pupils, and at an official level, as a very imporiant goal ol education,
satisfaction with the realisation of these goals in Irish education is only
moderate 1o low. Between a third to one half of respondents were very
satisfied with personality development (self-confidence, etc.) and
interpersonal skills development aspecis. However, only one-fifth were
equally satisfied with preparation for adult life roles and relationships
with friends of the opposite sex. Satisfaction was generally highest with
the development of interpersonal social skills, next highest with the
development of a self-confident, rational individuality and lowest with
preparation for more public roles and for relationships with the
opposite sex. There is significant variaton in these attitudes, however,
and a number of important factors are related to this variation.

— While overall satisfaction tends to increase with level of education
attained the relatidnship is, in fact, curvilinear. The most satisfied
groups are those leaving with the Group Cert and those who took a post-
Inter or Post-Leaving Cert Vocational course. Aithough there is some
focus on personal and social development in these Vocational courses
this would not explain the higher satisfaction among Group Cert pupils.
The popularity of Vocational-Technical courses amongst such
respondents appears to be important — as such courses appear not only
Lo prove satisfaclory for entry 1o work but also for other developmental
aspects of education.

— The individual’s own employment status and group context was
hypothesised as an important discriminator, as getiing a job is so crucial
to a successful wransition to adulthood. However, those presently
unemployed have only slightly more negative atitudes. What does have
an important effect is whether the individual has ever had a job - with
both students and those still secking their first job having the highest
levels of dissatisfaction. Those respondents whose friends were mostly
unemployed, however, were 2 to 3 times more dissatisfied with their
personal and social development education than those in a primarily
high employment context. The combined effects of the individual’s own
unemployment and this unemployment context are additive.
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— There are few significant differences by gender. However the sex
composition of the school itself does have a big impact, independent of
school type. Those in coeducational schools are more satisfied with their
personal and social development. It would seem that this is mainly due
to the environment of the school and not necessarily to any particular
actions on the part of the school authorities.

- Most of the individual variables identified as important above retain
their significance in the multivariate analysis. There are some small
social background effects with girls and those from more remote areas
being more satisfied. Educational effects are quite clear - the better
educated are more satisfied in general with their personal and social
development education and those taking Vocationai-Technical subject
tracks are also highly satisfied. These two variables have the most
significant effects on attitudes on this dimension. Coed Secondary and
Comprehensive-Community schools also show greater levels of
sauisfaction. Once again also the unemployment experience and context
are both seen as having significant negative effects on respondents’
assessments. The most positive effects on these assessments are a high
level of education, taking a number of Vocational-Technical subjects,
attending a coeducational secondary or comprehensive school, and
being employed and having friends who are employed.
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APPENDIX 7

Appendix Table AT.1: Percentage Highly Satisfied with Personal and Social Development Aspects of
Fducation by Sex

% Highly Satisfied

- Sex -
Aspects of Education Male Female
(1) Scliconfidence 30 30
(2) Making fiiends 52 56
(3) Preparadion for adult life 18 20
(4) Well balanced person 21 22
(5) Reclations with opposite sex 21 14
(6} Play part in society 20 17
(7} Think for yoursell 31 34
(8) Gcton with others a7 44
(9) Communicate well with others a7 39
(10) How well provided were programmes 16 17

o develop self-conflidence?




Chapter 8
GENERAL EVALUATION OF THE ADEQUACY OF SCHOOLING PROVISION

As was indicated in Chapter 3 one of the unexpected dimensions of
schooling evaluation isolated was a general assessment of an individual’s
own school’s provision of programmes of preparation for adult life; that is,
providing programmes which helped develop a self-confident, rational and
morally assertive capability in work and other adult life roles. The 7
questions (items) asked were grouped together in the interview schedule
and appeared w0 have been interpreted as an overall evaluation of the
quality of educational programmes provided in a respondents last school.
The scaled responses to the 7 items were highly intercorrelated and
formed a highly reliable Likert scale (alpha = .86).

The 7 questions were asked as a group in response o a general con-
textual question which queried respondents firstly about the “importance”
that 9 different aspects of education should have; and then went on 1o ask
for cach item — “how well were these programmes actually provided in your
education?™ “very well” (1); “somewhat well” (2); “not at all well” (3).
There was a high level of intercorrelation amongst 7 of the responses to
these 9 items. The exceptions were 1 question on basic education, and 1
on third-level education. For these 7 questions respondents appeared (o
ignore differences of meaning in question content which, in the other
more dispersed questions, they had clearly distinguished: i.e., differences
between questions dealing with personal and social development, cognitive
development and preparation for work and associated adult roles were
ignored in this case although they were clearly distinguished otherwise.

The scale is difficult 10 interpret, therefore. However, given the high
intercorrelations amongst the item responses (see Appendix Table A8.1), the
attitudinal scale constructed assesses the general adequacy of respondents’
schools’ provision of courses/programmes for cognitive and personal
development and an adequate preparation for work and adult life roles. It,
therefore, reflects an assessment of some of the most important goals in
modern education - a combination of technical-rational socialisation,
personal and social development and other aspects of preparation for adult
life. And, given the context of the question, it appears to be a specific
assessment of one’s own (last) school’s adequacy in these respects.
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Although attitudes were generally negative there was considerable
variation. In this chapter we examine that variation and attempt 1o explain
it. Initially we examine the relationship o level of education attained. Next
the type of curriculum, and after that a number of “school type”
characteristics which are expected o influence both school programmes
and their evaluations. Finally we examine the effecis of individuals’ social
background characteristics and current employment status.

Hypotheses

As in previous chapters — particularly Chapters 1 and 4, and for the
reasons there outlined, we hypothesise that favourable assessments would
be most characteristic of the beuter educated, of those taking both highly
Academic and Vocational-Technical “wracks”, and of those who received
substantial in-school and out-of-school Vocational preparation courses.
School type also is expected to affect assessments, with Coeducational schools
and Comprehensive schools particularly being at a distinct advantage.
Unemployment of self and f{riends is also likely to have significant negative
cffects.

Level of Certification and Sulbject “Track”

Level of education, or educational certification, attained is, as previously,
the most highly correlated of the educational variables with assessments of
the overall adequacy of schooling preparation for adult life.

The level of satisfaction with educational preparation for adult roles and
relationships increases with educational level for ¢ach of the 7 items
included (see Table 8.1). Level of satisfaction is greaiest for job preparation,
next for cognitive development and preparation for adult life, next for
personal, social and moral development, and by far the least for civic/
political education,

The majority of the most poorly qualified are clearly dissatisfied for all
items - from up to 67 per cent clearly dissatisfied with job preparation to
over 80 per cent highly dissatisfied with civic education. For those with
third-level qualifications, levels of equivalent dissatisfaction vary only from
up to 22 per cent for work preparation, to a maximum of 43 per cent
clearly dissatisfied with civic/political education. The correlation between
level of education and the 7 item summary atttudinal (Likert) scale isr =
—-.21. So, the longer one remains in school, and the more extended and
difficult the courses and curricula taken, and examinations passed, the
greater the satisfaction with educational preparation for aduld life,
Presumably, however, there is an element of selection involved - those who
are most satishied are most likely 1o remain in school.
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Table 8.1: Percentage of Respondents Who are Very Satisfied that Their Education (School) had
Provided Programmes which Adequately Prepared them for Adult Life over a Number of
Aspects of Educational Preparation (Ranked by level of Education)

How well were these Level of Education 1987

programmes actually

provided in your 1 2 3 4 5 6
education? No Groupp  Inler Post  lLeaving Third  Total
Quals Cert Cert Inter Cert Level
Entrants
% “Very Satisfied” or programme was provided
“very well™ by school
{1} (3516): “Prepared to do 12 34 22 29 27 40 28%
a good job well (% “Not (52) (23) (27) {30} (22) {13) (24)
at all” provided) (r=-20)
(2) (3512):"To think through
things and come to clear 12 16 17 19 19 52 26%
solutions” (% “Not at (55) (30} (32) (23) (19) (t1) (23)
all” provided) (r=-24)
{3) (3514):"To gera good job" 9 30 17 23 14 18 19%
(% “Notatall™) (66) (39) (39) (35) (31) (22) (34)
(r=-21)
{4) (3517):"Prepare for adult 8 27 17 20 15 20 18%
life when left school” (67) (33) (34) (36) (34) (23) (34)
(% “Notatall™) {r=-.13)
(5) (3511): “Develop sell-
confidence and sell- Lt 23 16 16 14 22 17%
reliance™ (% “Not at all™} (50) (33) 27N (22) (26) (16) (26)
(r=.13)
(6) (3513): “Prepare to develop 13 17 12 10 12 21 14%
and apply good values to (52) (32) (34) (42) (37 (21) (34)
everyday life” (% “Notvatall™) (r=-.10)
(7) (3515): “Active role in 4 9 6 9 4 8 6%
public affairs e1c.” (81) (63) (64) (65) (61) (43) (60}
(% “Notatall™} (r=-.14)
Overall Scale Mean Value: 2.51 2.15 2,20 2.18 2.17 1.97 2.16
{7 items) {r=-21)




GENERAL EVALUATION OF SCHOOLING PROVISION 181

As in previous cases there is an interesting discontinuity to the gradual
improvement of attitudes with educational attainment — so thau the
“selection effect” of satisfaction affecting decisions to stay does not hold
universally. Those having left with a Group Cert qualification - particularly
boys with Vocational-Technical qualifications who, in any case, constitute
the majority of Group Cert school leavers — tend to be more sausfied than
those leaving with an Inter Cert, and even those with solely a Leaving Cert
qualification. So this particular Vocational-Technical “course type™ is being
evaluated very positively — particularly for job-preparation, but also in self-
confidence building, etc. The following table shows a clear relationship
between “track” specialisation and such school assessment ratings.

Table 8.2: Average Values of “School Attitudes™ by Curvicular Track Taken in Schools

“Track Type”
High “Pass Vocat.- General Home Very No Queals.  Total
Academic  CGeneral™  Technical with Eeonomics  Restricted {No
Track {Unres- Soc./Se1.f General  information)
tricied) At/ Pass on subjeels
Commerce Conerse elr)

Average Score on
Attitucte Scale
“School Atiwdes™ 2.04 297 215 218 2.14 2.20 2,41 2.16
{n) (31 52) (E61) (249) (108) (13 (102)

F=593: df=9; p < .001; Ew=.25

The most satisfied school leavers are those who took the highly academic,
university preparation, courses; but the next most satisfied are those who
took the Vocatonal-Technical courses (usually those with junior certificate
qualifications) or those with a Home Economics specialisation. Although the
actual differences are small they are highly statistically significant. The most
dissatisfied respondents are those who had either left without any
qualifications or had taken the “Pass” level general academic course at
Leaving Cert level or an even more restricted set of Pass level, non-specialised
courses, at Inter Cert level.

This relationship to curricular “track” is clearly illustrated in the
following figure which gives the percentages ol respondents who are
satisfied that their school provided adequate preparation (“very well”) for
“adult life”. Here those who specialised in the Vocational-Technical courses
are more satisfied than those who specialised in the highly Academic
curriculum. This relatve advaniage for the Vocationally educated is even
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Figure 8 .1:Percentage Respondents who were satisfied that
Schools provided programmes for “preparation
for adult life","very well",

30 ——
P Tmmes "% Very Satisfied'-----
{(programmes ‘'very well provided")
o5 L 24%

1+2 344 5 6+7 8 9+1
Highty Pass Vocational Sec-Sci + Home Restricted No
Academic General -Technical Art/Comm. EGonomics Pasa Quals.

Track General
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more pronounced in education for work but does not hold equally for
programmes dealing with personal and social development.

So, in general (with the exception of those with the Group Cert), there
is a linear relationship between level of education and satisfaction with
schooling. There are also three impartant “track” effects. The greater
satisfaction of the high Academic wracks reinforces the satisfaction of those
at the higher levels of education, while being in the Vocatonal-Technical
track has a mitigating effect on the dissatisfaction of those finishing al
junior cycle, particularly Group Cert, level. In addition it appears that
those taking the Pass level general (or non-specialist) academic courses are
almost as dissatisfied as those without any qualifications.

School Charactenisiics

As we saw in previous chapters for other dimensions of educational
assessment it is likely that respondents’ schooling evaluations are likely to
be highly dependent on the nature and quality of the school auended - as
well as the level of education auained and the type of curriculum lollowed.
So type of school (whether single sex or Coed, Secondary or Vocational),
as well as the ethos of religious orders running the school, are all likely 10
have significant impacts on schooling adequacy assessments.

As 10 school ype, and examining univariale relationships, there is a
slight tendency for Vocational and Comprehensive schools 10 have a betwer
rating on work preparation courses — though not on other dimensions. As
regards Secondary schools run by religious orders a clearer relationship
does exist. Christian Brothers' Schools (CBS) and other Brothers’ schools
are more positively evaluated on work preparation. On personal and social
development, however, the orders running high status schools, Protestant
schools and the Community-Comprehensive schools, are more positively
evaluated. Taking the average score on the summary Likert scale, however,
the high staws (generally fee paying) schools, Vocational schools, and
schools run by the Mercy Order have the most positive evaluations. Some
ypes of boys’ schools, Comprehensive schools, and some run by female
religious orders have the most negative evaluations. However, these
differences are very small and since such school characteristics are
correlated with both the social background of pupils and school size, as
well as with other schooling characteristics, we need o examine their
effects in a multivariate analysis before coming to any conclusions about
their effects.

We unfortunately do not have any information on the internal organisa-
tion of schools — of the way curricula are allocated, pupils are categorised
or assigned to classes, the pedagogical arrangements or cthos of schools,
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€tc., so that the above “school-type” characteristics merely index such
unobserved differences. As we have seen, access to an Academic track, or
specialisation in a Vocational-Technical wack, clearly has positive effects,
whereas allocation to a Pass level more general curriculum is less highly
evaluated,

So the curricular provision and allocation procedures within and
between schools have significant effects on school leavers’ evaluations.
However, such schooling effects are correlated with other variable effects,
so they need to be considered in a multivariate analysis,

The Comirined Effects

Most of these variables are correlated with cach other so that their joint
effects — tested by multivariate analysis — may not be as clearcut as their
univariate relationships. The following table reports the results of a
multiple regression analysis of the effects of 14 independent variables on
the summary attitude scale measuring respondents’ overall evaluations of
the adequacy of their schooling preparation for adult life. The scale ranges
in value from 1.0 (highly positive) 1o 3.0 (highly negative). The average
score is 2.16, which is generally negative, with a standard deviation of .49.

Equation | shows that three social background effects are significant:
fathers’ occupational status, father being unemployed and remoteness.
Gender is not significant. Working class respondents, particularly from
families where fathers are unemployed, have significantly more negative
auitndes. An equally important variable, however, is remoteness. As in
former cases the most remote respondents have the most positive
cvaluation of schooling. When controls for educational level and type are
introduced in Equation 2 all family socioeconomic effects disappear, As we
have seen before, the effect of social class would scem to be mediated
almost totally through level of education attained. The effects of
remoteness, however, persist even with controls for educational level, etc.
So irrespective of education and type, as well as post-school employment
experience, the most remote rural respondents have the most positive
evaluation of their education while the most urbanised are the most
negative.

Level of education and type of education adds significantly to the
explained variance - as is clear from Equation 2. The higher the level, the
greater the extent of take-up of either an Honours Academic or a
Vocational-Technical course, or a post-certificate Business/Commercial
course, the more positive the atiitude. Once all educational variables are
controlled for, however, the effects of most social background variables
disappear — except for remoteness.
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* The only school type variable of significance is aucendance at a Vocational
school. This appears Lo have a clear positive effect. No other category of
school has significant effects. The most suriking (though hardly surprising
by now} result is that in both respects - in choice of curriculum and school
type — Vocational courses and schools gel a quite positive evaluation.

Being unemployed, or having friends who are unemployed, has no
discernible additional effect on attitudes — as is clear from equation 3. This
result departs from previous findings — where post-school unemployment
experience, and that of one's informal networks, clearly had a “post-hoc
effect” on respondents’ evaluations of their schooling.

Table 8.3: Multiple Regression of “School Attitudes™ on 15 Social Background, Educational Level
and Type, as Well as School Type Variables, and Unemployment Status in 1987 (Beia Weights)

Eqgt 1 Egt 2 Egt 3
Independent Effects 1+ievel 2+
Variables of Sedal and Type of Being
Background Education Unemplayed
(1) Father's Qcc. Swatus .09* .06 .04
(2} Educadon 03 0 01
(3) Father unemployed 07+ .05 .04
(4) Remoteness — . 10** -.07* -.07*
(5) Gender -.02 -.03 -.02
(6) Level of Education - —-.16* . 14**
(7) No of Voe. Tech. Courses - — 13*%* = 1] **
(8) InHigh Academic Track - - 10* -.00%
(9) Vocationul-Comm. Course - = 10#** — 10**
{10) Vocational School - -12% - 13%%
{11) Comprehensive School - .02 -.02
(12} Coed School - .04 -.05
(13) % Time Unemployed - - 06
{14) %Friends Unemployed - .06
R? 03 10 Al
N 854 854 854
F 5.07 7.59 7.05
P <.001 <.001 <.001

*p<.05 **p<.0L
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Conclusions

- Evaluations of the adequacy of schooling in preparing students for their
adult life roles — in developing a self-confident, rational and morally
agsertive capability in work and related roles - are generally negative.
The auitudinal scale developed, although it put ogether responses o
questions which otherwise fall on more than one dimension of
response, was highly reliable. This appeared 1o be so because
respondents were assessing in a direct way the adequacy of their own
schools’ provisions. The scale, therefore, could be called a general
"school assessment” factor, or onc which assesses the general
cffectiveness of their schooling as a preparation for entry to “open
society”.

= Although the assessment was generally more negative than positive most
individual item responses showed moderate levels of satisfaction.
Assessment was most positive for job preparation and cognitive
development and least for personal and social development and civic
cducation.

- The most satisfied school lecavers were those who had achieved most in
education ~ particularly the successful third-level educated. But those
who had specialised in a Vocational-Technical track were almost equally
as sausfied. So. besides level of education, the type of curricular “track”
taken had significant additional effects — with those specialising in either
Vocational-Technical or Honours Academic subjects being the most
sausfied. The least satisfactory curricular “tracks” appear to be the Pass
level, broad and “general” education ones.

~ Those who had auended Vocational, Comprehensive or Coeducational
Secondary schools assessed them as more satisfactory than others. But
only Vocational schools retained any independent significance when
“curricular track”, and other posi-examination Vocational course
specialisations were conurolled for. In other words, independent of level
and ype of education taken, there are aspects of the provision of
courses, or of the pedagogy or the ethos, of Vocational schools which are
being very positively evaluated by school leavers. These positive
Judgements are not extended o any other school wype, but the effect is
rather modest.

— As we shall see later, however, overall “school effects” are likely to be
much greater than is indicated here. What individual schools do by way
of courses. pedagogy, developing interpersonal relationship
competencies, or the school’s general ethos, has substantial effects on
the adequacy and effectiveness of their interventions in preparing their
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- students for adult life roles. What this chapter has shown is that besides
their success in increasing general educational auwtainment the
Vocational-Technical aspects of education are more effective in
adequately preparing studens for adult life — or for enury o “open
society” — than the more academic general Pass level courses.
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APPENDIX 8

Appendix Table A8.1: Intercorrelation amongst 7 ilems of the “Adequacy of Preparation for Adull

Life” Scale
ltems Item Average
Score on
Scale
! 2 3 4 3 /] 7
(1} "Sell Confidence™ 1.00 2.09
(2) “Think through
things™ 57 1.00 2.02
{3} "Preparation for
Life™ and “apply 51 50 1.00 220
good values™
{4) Preparation for
“getting job” 42 43 43 1.00 2.12

(5) Preparadon for
active role in 37 40 42 36 1.00 2.54
public affairs

(6) Preparation "o do

good job well” 44 43 50 56 36 1.00 1.95
{(7) “Preparation for

Adult Life” 5l 50 52 50 45 66 1.00 2.17
{8) Correlaton with

total Likert scale .73 74 75 73 .63 7 .78 2.15

Cronbach’s Alpha (Total) = .86

Cronbach’s Alpha if items 4 and 6 (dealing with work reles) are excluded = .82,




Chapter 9
SUMMARY AND CONCLUSIONS

Introduction. The Qljectives of Lducation

Our main purpose in this study is to report how a large sample of recent
school leavers assessed the adequacy of their education, and how
effectively they thought the second-level school system met its, and their
own, objectives.

The overall goals of Irish second-level education are indicated only in
very general terms in the main official State documents. In the guidelines
for the (older) Intermediate and Leaving Certificate courses at least 9
broad objectives are specified or clearly implied. (See Chapter 1).

Of these 9 objectives, or motivating values, of Irish second-level
education we cxamine 6 in detail in this study. At least 3 other broad
objectives are not examined: moral, religious and general character
development; ideological and cultural objectives; and a clear priority in
providing a “broad general education”. In the latter case, however, some of
the main problems arising from the differential implementation of such a
“general education” priority is examined - particularly for lower achieving
pupils. The following are the 6 objectives examined in detail.

(1) (a) Basic educational goals: basic language and mathematical
skills (the "3 Rs"); and

(b) Intellectual and cognitive development goals (9 questions)
(2) Personal, social and character development goals (10 questions)
(3) Preparation for entry 1o the world of work (8 questions)
(4) Preparation for enuwy to other, more general, adult roles (5
questions)
(3) Preparation for political and civic roles (6 questions)
(6) Preparation for third-level entry (2 questions)
In order to validly and reliably measure school leavers’ assessmenis of
their education in these respects they were asked over 30 separate

questions about the adequacy and uulity of their educational preparation
(See Appendix 3A).

189
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Education and Employment

Although our analysis is focused around these 6 objectives the school
leavers’ responses were not structured exactly according to the above
pattern. However, before we examine school leavers' assessments we need
o place their views in context. So in Chapter 2 we look at the dramatic
changes which have occurred in the Irish youth labour market over the
1980s, and in the relevance and significance of educational qualifications
for labour market integration. During the 1980s, employment fell
dramatically and unemployment rates for school leavers grew rapidly. This
occurred despite the actual decline in the number of school leavers
entering the labour market, with a growth in the retention rates of older
pupils in schools, and growth also in third-level entry. The number of
pupils taking Vecational, Technical, Secretarial and other related courses
in schools, for instance, almost doubled between 1979/80 and 1985/86,
Emigration also partly accounted for the declining number directly
entering the Irish labour market — although this grew rapidly only from
1985 onwards, and appears now to have temporarily stopped. Participation
in some post-second level education or training also increased dramatically
-~ more than doubling between 1980/81 and 1985.

The school leavers whose post-school experience is examined in detail
here, therefore, were entering a rapidly deteriorating labour market. As it
worsened, schools and pupils reacted by considerably expanding provision
and participation. Post-school education and training also expanded
markedly so that pupils stayed longer in full-time education, took more
post-school courses and gained more qualifications. Our higher youth
unemployment rates have, therefore, been partly responsible for a
significant educational expansion and “qualification inflation” over the
[980s. So by the mid-1980s Irish educational participation rates, and
“examination success” rates, were higher than their English, Welsh or
Scottish equivalents. At the beginning of the 1990s the general educational
levels of new entrants w the Irish labour force were considerably higher
than at the beginning of the 1980s - but the prospects for employment
were substantially lower at all levels of education.

Besides general Academic education there is a well developed
apprenticeship training system, providing block release and part-time
training in Regional Technical Colleges (RTCs), FAS (The Training and
Employment Authority} centres, etc. This has declined in significance over
time, although there has been a recent significant growth in occupationally
specific Vocational training and education (CERT - the state Tourism
Training Agency, Teagasc The Agriculture and Food Development
Authority, BIM - Irish Sea Fisheries Board). There has also been a




SUMMARY AND CONCLUSIONS 191

substantial growth in training and work experience schemes for unem-
ployed youngsters. The latter aims at providing training, work experience
and personal development courses for unemployed, particularly poorly
educated and disadvantaged, youth. The lack of public validation of and
qualification for the non-apprenticeship AnCO (Industrial Training
Authority) / FAS uaining programmes, however, has been a serious defect
of these courses — a defect which it is now, however, intended 10 correct.

Post-School Education and Training

There are obvious gaps or deficits in the provision for school leavers at
diffeient levels of attainment in their first years oul of school. And Lhese
gaps and inequalities do not get any less obvious over the following 3 1o 5
years. The extent to which people add to their educational or training
qualifications even 2 to 5 years after they leave school still depends
crucially on the level attained in conventional schooling. Even if we
exclude those who went on to take third-level courses, for instance, we find
that almost four times the proportion of those completing second-level
cducation went on to take further education and training courses after
school as compared with early leavers without any qualifications. So the
advantages acquired in the highly institutionalised first- and second-level
education systems are still there 2 years, and even 5 to 6 years, later. The
economic environment in which our sample of school leavers found
themselves between 1982 and 1987 was, therefore, a very depressed one;
and the extent of competition amongst school leavers for employment
became quite fierce. The wide inequalities in initial educational
achievement, therefore, had substantal consequent effects on further
education and training and labour market entry.

[rish education is mostly provided in extended, full-time, periods which
have sharp beginnings and endings, and with rigid entry requirements.
Once people finish with one level they very rarely go back to improve upon
failed or incomplete courses, examinations or qualifications. Continuing
education by and large adds on to, or is built upon, previous attainment. It
is cumulatively advantageous rather than progressively corrective in its
effects. Effectively there is very little “second chance” education.

The inability to gain accreditation to advanced courses on part-lime,
cumulative credit bases, combined with exwremely limited possibilities for
“second chance” education means that — given the crucial rote that
qualifications play in employment decisions — the incqualities of early
schooling become ever more accentuated as young people move through
school into training and the labour market. In these circumstances just
changing the curriculum and the examination system within schools can
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only have a limited impact on the reduction of inequalities.

Methods

In Chapter 3 we describe the sample of school leavers, the method of
interviewing, and the 6 basic categories of questions asked of them. The
interviews were carried out with a national sample of school leavers in late
November 1987 to end January 1988. This re-survey of the original 1981/82
sample of school leavers was carried out for the YEA (Youth Employment
Agency) /FAS. Respondents were first interviewed in May 1983, 1 year after
they had left school. They were also re-interviewed in November 1984. By
their third interview, therefore, in late 1987 and early 1988 5.5 years had
clapsed from the time they had completed their post-primary education.

In Chapter 3 we also describe the structure of responses to the 35 different
questions school leavers were asked about their assessment of, or level of
satisfaction with, their schooling. Most of these questions were designed to
tap the 6 different dimensions of educational objectives outlined earlier. In
order to establish whether the pattern of their responses corresponded to the
dimensions hypothesised the correlations amongsi the scaled responses to
these questions were factor analysed. With significant exceptions the
dimensionality of school leavers’ assessments did conform rather closely 10
that originally hypothesised. The basic dimensions do appear: “basic
education”, personal and social development, preparation for work and adult
roles, preparation for civic/political roles. However, the intellectual or
cognitive aspects do not “load” on “basic education”, and preparation for
work and adult roles items tend to load together. A separate and very general
dimension also appears. This is a general utilitarian assessment of one's own
school’s adequacy of preparation across three dimensions: preparation for
work, for adult life and personal and social development. These respondent
defined dimensions of schooling evaluation provide the bases for our
analyses in Chapters 4 to 8 of the study: preparation for work and adult life,
basic education and cognitive development, overall schooling adequacy, and
personal and social development.

We were, therefore, able wo derive a set of multi-item scales which tapped
respondents’ autitudes — relatively enduring orientations based on linked
scts of beliefs, feelings and evaluations - towards their education. These
scales have high content and face validity and are highly reliable. They can
be interpreted as measures of the school leavers’ mature assessments of
their education after at least 5 years’ experience in “open society”. While it
was possible that such attitudes could be heavily affected by post-factum
rationalisation of the effectiveness of their education by respondents from
our analysis this appeared 1o be a minor effect.
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School Leavers’ Priorities

School leavers' own educational priorities corresponded closely to the
“official” view. With the exception of civic/political education, almost all
the above mentioned dimensions of education are given very high priority
by school leavers. The attainment of “the 3 Rs” as well as cognitive
development goals are almost universally regarded as crucial. School
leavers’ almost equally emphasise udlitarian vocational goals. Preparation
for other adult roles, including sex roles, is almost equally emphasised.
Also, personal and social development goals and the development of the
individual’s moral consciousness and capability are also given high priority.
Preparation for third-level swudies is more lowly ranked, even when the
question was restricted o third-level entrants, The lowest importance was
auached o preparation for civic and political roles — with less than half of
the respondents thinking it very important.

Our analysis concentrates on the five more important aspects of
education which were given highest priority by school leavers: basic
education, preparation for work, and for other adult roles, personal and
social development, and the overall assessment of one's own school’s
adequacy over the above areas.

School Leavers’ Geneval Satisfaction with their Fducation

School leavers’ satisfaction with the various aspects of their education
varies from a high to very high rating on the achievement of the 3 Rs and
general cognitive development, to a generally less satisfactory provision on
nearly all other dimensions, and particularly on preparation for
participation in public life. Respondents, therelore, distinguished clearly
amongst educational objectives — being highly satisfied with some and very
critical of others. The strong approval given 1o the provision of basic
education (77 per cent of all respondents saying the “3 Rs” were “very well”
provided) indicates that high levels of satisfacion are indeed possible. At
the other extreme, however, only 20-35 per cent are equally satisfied with
the adequacy of preparation for work life, and only 17 10 40 per cent with
most aspects of personal and social development.

While Chapter 3 gave us a general overview of the levels of satisfacuion,
we examined attitudes on each dimension in more detail in later chapters.
Assessment of the adequacy of preparation for working life is examined in
Chapters 4 and 5, basic education in Chapter 6, personal and social
development in Chapter 7. The overall measure of assessment of schooling
adequacy is examined in Chapter 8 — which draws together many of the
elements of carlier chapters in a distinct fashion.

In Chapters 4 1o 8 we report the results of our analysis of the factors
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explaining variations, or differences, in school leavers’ levels of satisfaction
with their education. A number of factors were hypothesised 1o be
important - social background factors (primarily social class and gender)
which affect both respondents’ aspirations and levels of attainment;
institutional differences in educational objectives and provision (primarily
the type of school auwended); how schools meet these various objectives
(measured by subject “track” specialisation and level of educational
attainment); and respondents’ experience of the labour market outcomes
of their education. These factors, along with some others, are tested
throughout these chapiters as causes of variation in sausfaction, within, of
course, the overall context of moderate 1o low levels of satisfaction.,

(a) Labour Market Ixperience and the Value of Education

Before examining the influence of these variables on respondents’
assessments of educational effectiveness, we first examined in Chapter 4
the actual relationships between education, training and employment
chances. Success in the labour market on leaving school was not only
found to be highly correlated with level of education autained, but the
relative advantage of the betier educated improved significantly over time.
The relaticnship between level of educational attainment and labour
market success is stark: those who leave school without any qualificatdons
experience high levels of persistent unemployment, those with good
qualifications were predominantly absorbed over 2-3 years, even in the
mid-1980s.

The importance school leavers themselves attach to educational certi-
fications supports these conclusions. Five different aspects of educational
awainment were assessed: highest certificate achieved, examination results,
particular subjects and particular courses taken (i.c., pre-employment
etc.), and particular AnCO/CERT wraining courses, These five aspects were
clearly ranked in terms of their influence on employment decisions:
certification was considered the most important; next came examination
results and particular subjects taken in these exams. Pre-employment
Vocational courses came next. AnCQO or CERT {(out of school) Vocational
courses were considered to be least importang; although they were also the
least likely to have been taken, and those who did take them found them to
be quite important. Educational certification is considered important in
both securing a job in the first place and in determining the level of job
attained. School leavers perceive it as the most important educational
factor in employment decisions, although not necessarily in helping to do
the job itself. Significantly, the lower the level of certification the lower the
importance attached to it. This tendency, however, is much less marked
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amongst the unemployed. They regard the absence of cerufication as a
major blockage to their own employment possibilities.

Respondents were also asked which subjects or aspects of their
education were most useful, or from which they had gained most for
working life and related adult roles. Sixty per cent considered the “8 Rs™ 10
be most important. This was followed by personal and social development
(23 per cent), then Business and Vocational-Technical studies. It is
noticeable that the greatest importance is attached to the “3 R” subjects by
those leaving school with intermediate level of qualifications. It appears
that the most poorly educated do not experience the same need for basic
linguistic and mathematical skills as do those with Inter Cert qualifications,
for instance; whereas the best qualified do not meet occasions where their
objectively better standards are so stretched that they become preoccupied
about them. Gender is almost as differentiating as educational level in
school leavers’ views of the importance of different subjects: Maths and
Vocational subjects are male preoccupations, English and Home Economics
are female ones.

Overall then Chapter 4 reveals a strong relationship benveen educational
attainment and labour market success: and a consequent high level of
importance is attached to this relationship by the school leavers themselves.

(b) Value of Education for Working Life

Chapter 5 analyses in detail why school leavers vary in their assessments
of the adequacy of their educational preparation for work: to get a job, 1o
do a job well, wo provide an understanding of the world of work, and 10
prepare them for work and associated adull roles. A number of hypotheses
were proposed Lo explain variation in levels of satisfacion. In terms of
education it was expected that the rapid “qualification inflation” that
occurred with the 1980s recession would further increase the perceived
significance of qualifications and hence that the higher the qualificavon
level attained the more positive the assessment of the quality of educauon
received for work. Type of education was also hypothesised to be
important, with those taking more vocationally oriented courses having
more posilive attitudes.

These hypotheses were generally supported. Beowveen a half 10 two-thirds
of those without any qualifications were very dissatished with most aspects
of education for work. This was uue, however, for less than 1 in 4 of third-
level entrants. Besides qualification level, the ype ol education received -
whether an Academic, Vocational-Technical, or “general” Pass level subject
package — also affects levels of satisfaction. Those with a Pass level “general
academic” education, or with a broad and shallow (or non-specialised) Pass
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level curricular specialisation, are the most dissatisfied group; being only
slightly more positive than those with no qualifications at all®. Those who
specialised in Vocational-Technical subjects tend 1o be generally as satisfied
as those leaving with a high Honours Academic speciality.

“Track™ allocation/choice is highly correlated with level of education
attained, as well as with gender. The residue of a strong Vocational-Technical
bias in education still occurs for boys with poorer academic prospects,
particularly those who leave school with junior cycle qualifications. There is
no equivalent Vocational specialisation for girls. They tend to be catered
for by “general courses” in History/Geography, Business Studies and Art
or Home Economics. There is, however, substantial “post- educational”
vocational training given for such girls. And these generally “Commercial”
Vocational courses appear to function in much the same way for the
moderately, academically, able girls as the Vocational-Technical specialisa-
tion does for boys.

Both level of education and Vocational-Technical specialisation retain
these effects in the multivariate analysis. In addition, remoteness of place
of origin also retains significance. Socio-economic status of origin has no
independent effect. So, the better educated and the more vocationally
specialised, and those from more remote areas, evaluate their education
most positively. In addition both personal and group experiences of
unemployment also have independent effects. The most dissausfied clients
are those with poor levels of education who were not assigned 1o
Vocational/Technical tracks but instead took mosuy “dispersed” general
Pass level courses, and who did not take up any relevant post-school
uaining courses immediately on completing their exams. They also tend o
come from the more urbanised areas, have a poor employment history and
live in high unemployment contexis,

(c) Perceived Defects in lducation for Work

Given dissatisfaction with education for work, and the perceived
importance among school leavers themselves of the importance of
educational attainment for employment we investigated school leavers’
intentions to close the gap between the education provided them and their
perception of educational requirements for employment. A number of
linked perceptions and beliefs about schooling were apparent. First, the
higher the level of education already achieved the more likely were

5 Of course many boys with no qualificalions had taken Vocational-Technical suhbjects.
Unforwnately we do not have information on their subjects from the survey and do not
know which of them actually did take Vocational-Technical subjects.
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respondents to believe that certification was necessary for employment.
Secondly, although poor achievers were most dissatisfied with educational
preparation for work they were less likely than the high achievers to
perceive, or report, major defects in their educauon.

In addition the higher achievers were more likely to criticise their
schooling for its over-academic bias and for its failures to prepare people
for work or for the practical vocational demands of life after school. Early
leavers were much less specific in their criticisms and were more likely o0
mention the way schools were (mis)managed or run, their organisational
arrangements or the poor quality of relationships with teachers, etc.

Although, therefore, the more highly educated were more satisfied wi th
their education and believed in its benelits to a far greater extent, they also
expected more from it, and were more conscious of individual failings in it
which they could articulate clearly. Those who completed their education
with lower attainments had less belief in its utility, expected less from it,
were less preoccupied with individual defects in it, and were less
concerned, or able, o articulate the nature of their dissatisfactions - even
though their level of dissatisfaction was much greater.

The recognition of defects in one's education is highly correlated with
intentions to correct such defects. While almost half of all respondents did
intend at some stage 1o go forward for further education or training only
half of these again could be considered as serious candidates. Definite
plans for further education/training are highly correlated with
educational level already achieved: the higher the level of education the
greater the level of aspiration and the more definite the plan. The carly
institutional exclusion of the poor educational attainers has had a very
serious overall alienating effect on them which appears to be permanent -
they are the least likely of all educational levels to volunteer for further
education or training courses, even where such courses appear to be
necessary and feasible — and even when they themselves believe this 1o be
S0O.

It appears, therefore, that those working class school leavers who have not
experienced even modest success in their education and have not, therefore,
experienced school to be an effective teaching/iearning arrangement, do
not intend to pursue opportunities for further educational qualilication -
even while they clearly recognise the central importance of such educational
qualifications in labour market integration. Alienation from the educational
institution in this case goes along with a clear recognition of the importance
of educational/wraining qualifications, The end is clearly seen as necessary
and desirable, the means used 1o achieve it ineffective and alienating. Out-
of-school experimental learning programmes such as “Youthreach” are far




198 THE QUALITY OF THEIR EDUCATION

more likely to be responded to positively — but the constraining schooling
roots of their alienation need to be tackled.

(d) Satisfaction with Basic Education

Chapter 6 examines school leavers’ evaluations of their basic education
and cognitive development. Seven questions were asked which, it was felt,
tapped this proposed dimension. The scaled responses 1o these questions
were sufficiently highly correlated with each other to allow us to construct
a highly reliable Likert scale.

We found that the highest satisfaction on this dimension is with “basic
education” or the “3 Rs”, while dissatisfaction is more evident for the more
general aspects of cognitive development, rational calculability, or the
development of associated personal disciplines. It appears, then, that the
more emergent aspects of educational development - those aspects most
likely Lo be responsive to pedagogical and related schooling practice
changes — are less satisfactorily developed by schools.

Satisfaction was moderately correlated with educational level atained:
with the most dissatisfied being those with the poorest level of educational
attainment. Poorly qualified school leavers had, therefore, sufficiently
internalised societal standards of literacy, numeracy and rationality to
judge their own “unsatisfactory” attainments in relatively the same way as
most middle class respondents. There is a wide gap between the attitudes
of those with no qualifications at all and those with the lowest junior cycle
qualifications; while smaller differences in satisfaction occur between the
latter and the most highly qualified. Once more we find that the high
Academic atainers and those who had specialised in Vocational-Technical
subjects had more positive auitudes than others. So too did those who had
taken post-certificate vocationat courses.

The latter finding indicates the importance of Vocational-Technical and
manual subjects in education, and the dangers involved in the increasing
dominance of the “elite” academic model for average to low auaining
pupils, particularly working class pupils.

Fathers’ employment status, remoteness of place of origin and
respondent’s gender have significant effects on assessment, but these
disappear when educational auttainment and current employment status is
controlled for. Working class males are particularly alienated. Having
controlled for social background and educational auainment effects, we
found that employment stawus has an additional negative effect. The
unemployed, and particularly those whose friends are also unemployed,
either tend o “blame” their schooling for failing to develop their basic
educational capabilities; or else their experience of unemployment and of
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the way their educational defects affected their employment chances
meant they applied more stringent siandards than their more successfully
employed peers.

(e) Satisfaction with Personal and Social Developrment

Chapter 7 examines school leavers’ evaluations of the adequacy of
personal and social development in their education. Ten questions were
asked about the adequacy of provision for personal, social and characier
development. The scaled responses to these questions were moderately to
highly correlated. This allowed us construct a 10 item Likert scale
measuring attitudes toward the adequacy of personal and social
development education. In general, schoot leavers are moderately wo
highly dissatisfied with this aspect of their education. They are most
satisfied with those aspects of social development which have to do with
interpersonal relationships — except for cross-gender relationships. They
are most dissatisfied with preparation for formal or public roles. This
would suggest that itis the general interpersonal context of school life that
provides the main learning arena — not any formal curricular provision.
The latter might be more important for formal role learning - although
the nawure of pupil involvement in school leadership roles is probably
equally important.

We find that the percentage dissausfied amongst those without any
qualifications is markedly higher than for any other level of education. The
most satisfied groups are those who have taken a posi-Intermediate Cert
course, where some emphasis is placed on personal and social
development; as well as those with the Group Cert, whose high satisfaction
may be explained by their wendency to ake Vocational-Technical subjecis
which also have significant positive effects.

Although there is little variation by gender, we find that ex-pupils of
single sex schools are consistently less satisfied with their personal and
social development education than ex-pupils of coeducational schools. This
appears o be due less o any conscious action on the part of the relevant
school authorities than to the overall contextual or social-interactional
effect of the coed school. Attendance at Community/Comprehensive and
Vocational schools also has an independent positive effect.

As o current employment status those young people who have never
had a job are the most dissatisfied group. The employment status of a
respondent’s friends is also highly correlated with evaluations of the social
and personal dimension of their education. Young people are far more
positive about their education if most of their friends are employed: a
“group effect” occurring whereby young people who share similar deprived
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statuses have much more negative autitudes than their own individual status
would warrant.

(D) Satisfaction with School as Preparation for Aduit Life

Chapter 8 examines school leavers’ general assessments of the adequacy
of their schooling as a general preparation for adult life: in providing
programmes which helped develop a self-confident, rational and morally
assertive capability in adult roles. The 7 questions asked aboul this related
to their own school, and the scaled responses to these questions were
highly intercorrelated and formed a very reliable Likert scale. This
attitudinal scale can be interpreted as a gencral “school assessment” factor,
measuring the overall adequacy of their educational preparation for adult
life. Although attitudes were generally negative, there was considerable
variation.

Positive schooling evaluation is closely related to level and type of
education, as well as o type of school attended. The higher the level of
education, the more highly Academic or the more Vocational-Technical
the subject specialisation is, the more positive the evaluation. Attendance
alL Vocational schools also has an independent positive effect.

Although most social background cffects are fully mediated through
educational auainment factors, remoteness of place of origin has an
independent positive effect also. The more remote and rural the
community the more positive the attitude. Unemployment experience or
context has no post-school contextual effect on these attitudes.

The Main Factors Affecting School Leavers’ Assessments

We examined a number of dimensions of schooling evaluation -
preparation for work and associated adult roles, basic education and
cognitive development, personal and social development, and general or
overall adequacy of schooling. While each is subject to somewhat different
influences a number of faclors have consistent effects. School leavers, of
course, placed high priority on each of the above dimensions, and placed a
high priority on level and type of educational qualifications for labour
market success. 5o it is no surprise that both factors — educational level and
lype — emerge consistently as important predictors of school leavers’
assessments.

(1) Level of Education

The most consistent factor influencing satisfaction with education
received is the level of education attained with, in general, the best
educated being the most satisfied. There is particularly high dissatisfaction
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among those with no qualifications, with over half being dissatisfied with
even their basic education. There is onc exception to the general decline
in satisfaction with decreasing levels of education - those leaving school with
Group Cert qualifications tend o be as sausfied as those with a Leaving Cert.
This finding is consistent with Madaus & al’s earlier study (1979). Level of
education auained is, of course, highly correlated with socio-economic status
of origin. However, social origins do not retain any independent effect on
attitudes once the effects of education are controlied.

(1) Type of Fducalion

Besides level of education the subject “urack™ or specialisation taken is
also very important. The most sausfactory “tracks™ are the Honours
Academic and the Vocational-Technical wacks. The former is dominant in
certain Secondary schools and the lauer in Vocational or Comprehensive-
Community schools. The least satisfactory “track™ — other than the touwally
unqualified, both in terms of employment chances and of clients” own
assessments, 1s the broad and shallow Pass level wack. The Vocational
emphasis at Group Cert level helps explain the high general satisfaction of
clients with this relatively lowly level of awtainment. Thus the Vocational
“option” is still an effective one — although almost exclusively so for boys.

It may be proposed that the significance of the Vocatonal-Technical
“track” is, 1o some extent, spurious since a high proportion of boys with
“no qualifications” are also disproportionately likely 1o have taken, or been
assigned, Vocational-Technical subjects. Since we have no information on
their subjects (such questions were only asked of those who had taken an
examination) their high dissatisfaction with education may well reflect
failure in Vocational-Technical subjects. Only a minority of those who left
school before the Leaving Cert specialised in Vocational-Technical subjects.
So, relative to the majority taking other “tracks” at Group, Intermediale or
even Leaving Ceriificate level, and excluding the Honours Academic
“track”, the vocationally specialised have had a much more satisfaclory
experience with education.

(iii) Gender, Coeducation

Gender effects vary along each dimension but do not tend to be
important, interacting ailso with other faciors such as level and ype of
education. Coeducational schools appear to be particularly effective in
personal and social development, where the school environment and
coniext seems Lo be very beneficial, especially in the development of
satisfactory relations beoween the sexes.
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(iv) Socio-Economic Status

Rather than socic-economic status of origin, the major socio-economic
background factor appears to be unemployment. Unemployment tends to
have a negative effect on satisfaction with schooling along all dimensions -
whether it be through fathers’, own or friends’ unemployment, all of which
have significant effects at times.

Remoteness of place of origin also has an independent effect on
satisfaction with most aspects of education, with farmers’ children from the
remoter rural areas being amongst the most satisfied. While this group
tend to do well educationally they also have high rates of outmigration
from their home areas, and their educational level is of great value in
successful migration, In almost all cases it ts the urban working class, with
relatively low raies of migration, who appear the most dissatisfied.

These are the main factors influencing respondents’ level of satisfaction
with their schooling. Although we explained only 10-12 per cent of the
variation in individual attitudes, the factors consistently identificd as
influential reveal some crucial findings: the importance of level of
attainment, the differing importance of various subject “tracks”, the
concentration of educational dissatisfaction among the most disadvantiaged
- notably those living in the general context of unemployment. So certain
educational or schooling factors are shown to be consistently predictive of
both labour market success and other satisfactory outcomes to school
clients, as they judged preceding education from the vantage point of 5 to
6 vears experience of the labour market.

To a large extent this completes our summary of the main results of our
analysis. Although only a limited amount of the total variance in school
leavers’ evaluations of the effectiveness of their education has been
explained the results show clearly that some educational/training
programmes have clear positive effects while others have negative ones. We
do not have sufficient information in this study of the nawre of individual
school programmes provided, nor of how effectively they were provided.
Since schools differ widely in what it is they do, as well as how effectively
they operate as organisations (Hannan with Boyle, 1987; Madaus et al,
1979) the particular school respondents attended is likely to have
significant effects on their progress, and on their attitudes.

Using Analysis of Variance procedures it was found that up to a further
fifth of the variation in clients’ attitudes is explained by such “between-
school” effects. That is, the effects individual schools had (or what it was that
schoals did} that were collectively assessed by their ex-pupils as significant,
“explained” up 1o a further 20 per cent of the total variance in individual
school leavers’ assessments of how satisfactory their education had been.
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If we limit this "between school” analysis 10 schools which have at least
10 school leaver respondents we reduce our sample to 76 of the larger
schools. Such school leavers were randomiy sampled from all the pupils
leaving individual sampled schools. These, averaged, individual school
judgements, therefore, provide a crude measure of how schools differ in
the judgement of their own ex-pupils.

Differences between schools, independently of differences between
individuals within schools, explain 24 per cent of the variance in
satisfaction with preparation for work and associated adult roles, 22 per
cent of personal and social development attitude variation, and 25 per cent
of the variance in satisfaction with cognitive development. It is clear then
that schools - as “between-school” effects - have a big impact on their
clients’ satisfaction levels, presumably through what it is they do and how
well they do it. These between-school effects “explain® more of the
variance in attitudes than individual level variables: so that school leavers'
assessments are structured to a significant degree by the particular school
attended.

It would seem, therefore, that a general “school attitude” exists, shaped
Lo a significant degree by the school itself in the content and quality of its
provision of education. Hannan with Boyle (1987) showed that a number
of important differences exist amongst schools in their organisation and
ethos; differences which have profound implications for different groups
of pupils, both as between and within school effects. Unfortunately this
study does not have the same detailed information on the internal
organisation of schools. Our data on curricular content and priorities are
very limited, and on pupil differentiation and streaming non-existent. So,
to a large extent the school itself is a “black box” in this study.

However, although we do not have data on such within-school processes
we can gain some indication of what might be inside the “black box” from
some limited data we do have on school characteristics. By aggregating
individual-level data to the school level and by taking the mean scores, or
relevant percentages, we can get measures of such school characteristics as
mean social class of pupils, mean employment status of fathers of pupils,
“dropout” rates in the school, the proportion going on to third level, the
number of pre-employment courses taken in the school, cte. In addition
other information on schools is available from published sources: school
size, the identity of the school authority, whether the school is Coed or not,
the remoteness or rurality of pupils in school, etc. While some of these
school level data are cruder and less reliable than we would wish, they
nevertheless can indicate some of the main influences that are likely to be
at work at the individual school level.
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Further analysis of these data at the school level showed, however, that
the only variable of significance was school size - the larger the school the
more positive the school attitude towards cognitive development,
preparation for work and personal and social development. At a univanate
level of analysis, predominantly working class schools with high dropout
rates had significantly lower scores on cognitive development; and
Coeducational and Vocational schools got higher scores on the
“preparation for work” scale, as did Coed schools on personal and social
development. However, all these other effects became insignificant when
school size was controlled for. Very litile of the “between-school” varance
is therefore explainable from our data. Given the amount of variance that
exists between schools, however, the evidence here would suggest the
importance of further research on both school provision and school
cffectiveness factors.

Most of the individual variance, however, remains with pupils within
schools, so that further study should also concentrate on such within-
school differentiation, and its effects on educational achievement and
client satisfaction. Besides streaming practices which are likely to be very
significant (see Hannan with Boyle, 1987), the way in which the other
formal and informal organisational, and cultural, aspects of schooling
affects differences in achievement and client satisfaction nceds to be
examined.

Conclusions

A number of crucial factors have been shown to have a consistent effect
on satisfaction with education throughout this study. Most of the
hypotheses we advanced in Chapter 1 have been supported by our analysis
and certain groups of pupils at particular risk of receiving an unsatisfactory
education have been identified. Some of these groups are well-targeted in
the research literature already, as well as in policy, but others are less well
known. We briefly, and finally, summarise the main results below and draw
some general implications for educational policy.

— School leavers place almost as high a priority on “preparation for work
and adult life”, and on “Personal and Social Development” goals of
education as on the conventional “Cognitive Development” goals.
Whereas, however, cognitive development received a high rating on
attainment neither of the other two goals mentioned receive satisfactory
ratings. Equally civic and political education receives extremely low
satisfaction ratings — but is not given a high priority by school leavers.
Educational priorities and levels of satisfaction among respondents have
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been shown to be remarkably similar to those outlined in earlier studies
by Raven et al. (1975) and Madaus et al. (1979) despite changes in the
environment of school leavers and the different questions and
procedures used in the various studies

Level of education attained has a clear and consistent effect on
satisfaction with all dimensions of education. As the level attained rises
satisfaction almost uniformly increases. While socio-economic status
has no independent effect on satisfaction it is highly correlated with
level of education attained and, therefore, is still of importance for
educational policy.

The original level of education attained clearly has a very strong
relationship to subsequent education and training levels and through
this to employment prospects. In fact the impact of original attainment
level is unusually strong in Ireland and has muliiple effects over the
individual's lifetime. There is a great need for policy measures which
can: (i) reduce the original inequality in educational attainment, and
(ii) provide opportunities for school leavers to remedy any defects in
their original autainment levels by reducing the rigid, full-time
“framing” of educational certification, and providing for greater use of
second-chance education and “alternance” work-education linkages in
the 15-18 age group.

Trying o reduce inequality of educational attainment in this way is, of
course, not the only policy option available. The growing role of in-
firm waining can continue o be used to good effect and many of the
requirements and mechanisms of labour market integration could be
changed to improve access for the less qualified. For instance, the
increasing importance of school level general qualifications in gaining
entry to apprenticeships has led to a high degree ol overqualification
in manual and service jobs, as is the case in many other countries
(Bills, 1988; Waus, 1985). The provision of more apprenticeships and
the loosening of entry requirements could help here. Breen (1991)
also examines more closely the effects of post-school training on labour
market prospects.

A particularly high level of dissatisfaction with their education — almost
alienation from it — exists amongst those with no qualifications. The
high, and perhaps increasing, marginalisation of this group within the
educational system, as the overall level of educadional certification
continues Lo rise, is a particularly worrying finding. From a policy
viewpoint this group should be targeted with measures designed both
to keep them in school longer and to offer a type of education which is
both meaningful and effective. The recent “Youthreach” initiative for
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such disadvantaged school leavers appears in its philosophy and
reported practice to be ideally designed to be effective with such
pupils, although we will have to await more detailed evaluation studies
before coming to a final conclusion.

The subject “track” or specialisation chosen, or assigned 1o, also has an
important effect. While, not surprisingly, Honours Academic wracks are
evaluated very highly more surprising is the high rating given to
Vocational-Technical tracks (almost exclusively a male phenomenon).
The low satisfaction with broad and shallow, Pass level, subject tracks is
particularly worthy of note. A strong Vocational-Technical element is
still important in many school leavers’ careers and assessments.

So, as these subjects are 10 be modified and updated their practical
or Vocational nature should be maintained, if not expanded. Measures
to encourage girls to choose these tracks or to develop new Vocational-
Technical tracks which can be made attractive o the girls who are
choosing, or being assigned to, non-vocational general Pass level tracks
should be made available. The low satisfaction with the shallow, general
track also suggests that such “residual” subject tracks are highly
undesirable from the viewpoint of both pupils and employers. So
resources should be directed at developing the differing potentials of
those assigned to these tracks, particularly those characterised by low
levels of accademic avainment.

More generally the “general education” model remains dominant
and its relevance in its current form needs perhaps to be reappraised ~
although recent curriculum reform may be the beginning of this
process. Given the high satisfaction among those in Vocational-
Technical iracks, increased participation in the VPT programme
should add significantly to levels of satisfaction but will need to be
carefully monitored.

Gender effects remain important and pervasive. Differences in subject
choice and allocation are significant, with girls being particularly
excluded from the highly satisfactory Vocaiional track, They are
somewhat more satisfied with their personal and social development
education, however. Good programmes in this area appear particularly
necessary for boys in single sex schools. Stronger links between boys’
and girls’ Secondary schools might be useful in improving personal
and social development education, while maintaining Academic
performance (particularly among girls). Coeducational schools are,
however, highly evaluated - particularly for personal and social
development education.

The crucial socio-economic or socio-cultural factor influencing
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educational attitudes is unemployment, be it as a characteristic of the
individual's family of origin or as a labour market destination for the
school leaver. It has a strongly negative effect on satisfaction across all
dimensions, besides being highly correlated with level of education
autained. It appears that a particularly socially vulnerable and
educationally disadvantaged group is growing at the bouom of the
education system, having become increasingly concentrated over the
past decade. This group needs 1o be targeted with special measures o
increase their resources and competencies for educational attainment
at an early age. Their level of alienation from the educational system
appears 1o be very intense.

The “quality of provision” of educational programmes — what schools
do and how well they do it - appears to be a major factor in
educational satisfaction and effectiveness. The quality of provision of
education - as judged by school leavers - is, however, differenuated not
only by what schoel one attends, but also, and much more importantly,
by what happens within schools. There is, therefore, an urgent need
for further information on both between-school differences and on the
internal school processes affecting differences in the quality of
schooling provided to pupils.

A process of curriculum reform has been underway for a number of
years now but there is no reason 10 suppose that measures such as the
new Junior Certificate will automatically improve matters for those
most at risk of educational failure. There is a certain naiveté in the
debate on this policy as to how schools operate as institutions and as to
the crucial impact implementation of the policy at the school level will
have on iLs success.

Given the role of school-level decisions and processes in maintaining
and even increasing educational differentiation (Hannan with Boyie,
1987) the new Junior Cert will have to be rigorously monitored if it is
to impact positively on the failure and alienation rates among the most
deprived. If it is used simply as a “fall-back” measure for those who fail
Pass Irish, English or Maths, by reassigning them 10 the basic grades, or
if it results in a reduction of effort at the school level in geuing pupils
up o pass levels, it may end up simply justifying and legitimising lower
standards and persistent inequality. Issues such as the possibility of a
repeat year, or of an extended 4 year junior cycle for lower performing
pupils, also need to be examined.

Overall, then, we find high levels of dissatisfaction among pupils with
low levels of qualifications or assigned to the margins of the “general
education” model. These young people are wypically from deprived
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social backgrounds and are particularly exposed o the experience of
unemployment, both personal and in kin and friendship networks. The
increasing importance of educational certification in gaining access to
the labour market has left them at a particular disadvantage
throughout the 1980s, and will continue 10 do so in the 1990s.

While a range of policy issues arise from this situation we have
identified two particular immediate needs which can be tackled in a
relatvely clear-cut manner. Within the school system iiself the impact
of what individual schools do is clearly substantal, both on educational
outcomes and on school leavers’ satisfaction. Schooling practices -
both between schools and within schools — need therefore 1o be
monitored, and changed where necessary. Inequality between schools
in terms of pupil intake characteristics and resources available should
be a crucial part of any such evaluation. Secondly, the educational
system itsell needs to he made far more flexible, and mechanisms
provided so that second chance education, work-education linkages
and post-school training are made much more accessible, particularly
for those who have failed ai earlier stages. Schools, in other words,
should be much more corrective in their functioning. In these ways the
cumulatively disadvantaging nature of the current educational-training
system could at least begin 1o be tackled.
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