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ABSTRACT Data from the National Education Longitudi-
nal Study of 1988 were used to investigate variables that pre-
dicted stability of adolescents’ postsecondary educational
expectations from Grade 8 to 2 years after high school. The
study included students who had early expectations for at least
a bachelor’s degree as well as 8th-grade reading or mathemat-
ics test scores that were below the median. All participants had
high early expectations and comparatively low early achieve-
ment, Six years later, approximately 76% of the participants
still had high expectations, whereas 24% of them no longer
expected to earn a bachelor’s degree. Results provide support
for the addition of variables to the social cognitive model of
educational achievement when predicting long-term educa-
tional expectations and attainment.

E conomic success for young people in the U.S. work-
force increasingly depends on high levels of academ-
ic educational attainment. From the 1970s to the 1990s, the
earnings gap between those who have 4-year college
degrees and those who do not has widened substantially
(Snyder & Shafer, 1996). Rasinski, Ingels, Rock, Pollack,
and Wu (1993) investigated the advice that fathers, mothers,
counselors, and teachers gave to high school students
regarding college attendance. They found that all of those
adults were much more likely in 1990 than in 1980 to
advise students to attend college. The trend was evident
across socioeconomic classes, racial groups, regions of the
country, and achievement test score quartiles. For example,
in the lowest test quartile, 26.1% of high school sopho-
mores in 1980 reported that counselors advised them to
attend college, whereas 56.4% in 1990 reported that coun-
selors advised them to attend college. In the second quartile,
26.5% of high school sophomores reported that teachers
advised them to attend college, as compared with 60.7% in
1990. In other words, those persons most important to stu-
dents’ educational and career development are increasingly
encouraging students toward postsecondary academics.
Seeking a college degree is not appropriate for every stu-
dent. Also, many economically lucrative careers do not
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require college degrees, and educational attainment does
not necessarily produce economic return (Ayalon & Yucht-
man-Yarr, 1989). However, the economic consequences of
not obtaining a college degree seem to be greater today and
may likely be greater in the future if trends persist.

In an examination of National Education Longitudinal
Study of 1988 (NELS:88) base-year data, Hafner, Ingels,
Schneider, and Stevenson (1990) reported that U.S. eighth
graders had high occupational aspirations and high educa-
tional expectations. However, many students with high aspi-
rations and expectations did not indicate plans for college
preparatory course work in high school. For example,
approximately 75% of eighth graders expected to finish col-
lege, but less than 30% of them indicated plans to enter a col-
lege-preparatory program in high school. That fact suggests
that many students may not be preparing to meet their goals
and that their early aspirations and expectations are unrealis-
tically high. That is, goals and behavior seem inconsistent.

Mickelson (1990) explored the attitude/achievement
paradox for Black and low-socioeconomic status (SES) stu-
dents. The paradox is that Black and low-SES students have
positive attitudes and beliefs about education, but low
achievement. Mickelson posited that this discrepancy exists
because global attitudes about schooling are abstract and
adhere to some subjective positive ideology of American
education. Concrete attitudes about education, in contrast,
are objective and adhere to material realities. When con-
crete attitudes about education are assessed, the
attitude/achievement discrepancy disappears. Therefore,
positive attitudes and high expectations of low-achieving
minority and low-SES students may arise from abstract ide-
ology, especially with regard to students’ early expecta-
tions. Also, for low-SES students, unrealistic educational
expectations may be caused by pressure from parents or
friends or by students overestimating their own abilities
(Agnew & Jones, 1988). According to Farrell, Sapp, John-
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son, and Pollard (1994), minority adolescents appear more
likely than majority adolescents to have unrealistic assess-
ments of their own ability. Also, holding to high expecta-
tions may preserve self-esteem (Agnew & Jones).

In the present study, I used NELS:88 longitudinal data
(National Education Longitudinal Study: 1988-94: Data
files and electronic code book system, 1996). 1 examined
the effects of several variables on late adolescents’ (2 years
post-high school) educational expectations. All participants
included in the study had early (eighth grade) expectations
of obtaining at least a bachelor’s degree from college. Also,
all participants had scored below the median on at least one
eighth-grade reading or mathematics test. Therefore,
achievement was comparatively low in at least one area of
reading or mathematics and early expectations were high.
Participants’ educational expectations were again assessed
6 years later, when they were 2 years beyond high school. If
participants still had expectations of a bachelor’s degree at
this later time, students’ expectations were stable (consis-
tently high) across adolescence; if participants’ later expec-
tations were for less than a bachelor’s degree, expectations
were lowered.

Earlier studies (Hanson, 1994; Trusty & Harris, 1999)
examined lowered expectations for students with high early
educational expectations and high early educational
achievement. Hanson termed this condition lost talent. That
is, relatively high early achievement is lost. The present
study examined a condition not studied previously, namely,
students who had high early educational expectations and
comparatively low early achievement in at least one area of
reading or mathematics.

The purpose of this study was to examine the longitudi-
nal effects of the following groups of variables on
stable/lowered expectations for this select group of stu-
dents: (a) demographic/environmental, (b) early achieve-
ment, (c) parents’ expectations for their children, (d) stu-
dents’ personal resources, and (e) parents’ and students’
high school behavior. Knowledge of the relative effects of
those variables could guide theory and practice regarding
long-term educational development.

The theoretical basis for this study was the social cogni-
tive causal model developed by Bandura, Barbaranelli,
Caprara, and Pastorelli (1996). Bandura’s social cognitive
models have been used extensively to study educational
development (N. K. Bowen & Bowen, 1998; Zimmerman &
Bandura, 1994) and career development (Betz & Voyten,
1997; Lent, Brown, & Hackett, 1994). Bandura et al. used
this model to study academic achievement in 11- to 14-
year-old youth. The model is comprehensive in that it
includes socioeconomic, family, peer, and self-perception
variables. The causal sequence is as follows: SES positive-
ly influences parents’ aspirations for their children as well
as parents’ efficacy to influence their children’s academic
competency. The eftects of SES on achievement are mainly
indirect. Parents’ aspirations and efficacy, in turn, influence
their children’s academic self-efficacy. Children’s efficacy
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perceptions then influence their educational aspirations.
Children’s efficacy and aspirations affect educational
achievement both directly and indirectly through positive
peer relationships that insulate children from negative
school behavior and depression.

Background Literature

There is support in the literature for many of the rela-
tionships described in the Bandura et al. (1996) model.
Researchers have consistently found relatively strong rela-
tionships between parents’ educational expectations/aspira-
tions for their children and children’s expectations/aspira-
tions (Hanson, 1994; Hossler & Stage, 1992; Smith, 1991;
P. M. Wilson & Wilson, 1992). Trusty (1998) found that
mothers’ and fathers’ expectations, assessed when their
children were high school seniors, were strongly related to
their children’s expectations 2 years later.

Family and socioeconomic variables are part of the edu-
cational and occupational status attainment model (Sewell,
Haller, & Portes, 1969); in many ways, the Bandura et al.
(1996) model is consistent with this social psychological
model. In the status attainment model, SES, students’ early
academic performance, and significant others (parents,
teachers, friends) influence students’ postsecondary educa-
tional aspirations. Those aspirations lead to educational
attainment (college-level achievement), which leads to
occupational attainment (Hanson, 1994; Sewell et al.,
1969). Students’ self-efficacy and causal attributions are
generally not included in the status attainment model. How-
ever, researchers have found that those self-perception vari-
ables are related to academic achievement (Grolnick, Ryan,
& Deci, 1991; Klein & Keller, 1990; Schutz, 1997) and
educational aspirations (Farmer, 1985; Hanson, 1994).

The Bandura et al. (1996) model was used in a correla-
tional, nonlongitudinal study. The application of the model
in the present study differs somewhat because I studied edu-
cational development longitudinally and because other per-
tinent variables are identified in the literature. Research
supporting the inclusion of the variables is presented in the
following paragraphs.

I included eighth-grade reading and mathematics scores
as predictor variables. The inclusion of the variables allows
one to study the comparative effects of types of early
achievement. Hanson (1994) found that low reading scores
predicted lowered educational expectations for male stu-
dents who were above-average achievers. Several other
studies (Ayalon & Yuchtman-Yarr, 1989; Farmer, 1985;
Hossler & Stage, 1992; Smith, 1991; Wong, 1990) have
used high school grades or test scores to predict education-
al expectations; most of these studies used global measures
of achievement, not particular areas of achievement. Find-
ings regarding the influences of early achievement on
expectations reveal a moderate positive relationship.

Racial group membership and gender seem to influence
educational expectations and attainment. Findings regard-
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ing racial groups are inconsistent (cf. Crowley & Shapiro,
1982; Hanson, 1994; Hauser & Anderson, 1991; Trusty &
Harris, 1999). However, the two most recent large-scale
studies of lowered expectations for high achievers (Hanson,
1994; Trusty & Harris) revealed that Whites were more
likely to have lowered expectations than were members of
minority groups. Hanson and Trusty and Harris found that
the process leading to lowered educational expectations was
different for female and male students. Hanson reported
that lowered expectations for female students, as compared
with male students, were affected more by family variables.
Trusty and Harris, in contrast, found that effects of demo-
graphic and family variables were stronger for male stu-
dents than for female students. In a comprehensive study of
career aspirations, Farmer (1985) reported that race had
direct and indirect effects on career aspirations, whereas
gender had indirect effects. Farmer found that minority stu-
dents had higher career aspirations than White students did.
Many of the variables included in the Bandura et al. (1996)
model are present in the Farmer model.

Farmer (1985) found that the support of students’ teach-
ers had direct and indirect positive effects on career aspira-
tions. Mahoney and Merritt (1993) examined students’ use
of teachers and counselors for educational and career plan-
ning; their findings are somewhat contrary to those of
Farmer. Mahoney and Merritt reported that students who
used the services of counselors and teachers were slightly
less likely to perceive that they would reach their educa-
tional goals. Students’ satisfaction with help they received
from counselors was not associated with positive or nega-
tive perceptions about their goals. The authors surmised that
counselors and teachers may influence students to become
more realistic about their educational goals; therefore, stu-
dents who used these services may have been less confident
about reaching goals when those goals were unrealistic.

Bandura et al. (1996) had a perspective contrary to the
findings of Mahoney and Merritt (1993). That is, according
to Bandura et al., students with high self-efficacy should be
more likely to seek help from counselors and teachers.
Therefore, students who seek help should have higher aspi-
rations and higher levels of academic achievement. Trusty
and Harris (1999), while studying stable/lowered educa-
tional expectations for students with high early achieve-
ment, found no significant relationship between students’
degree of contact with counselors or teachers and students’
stable/lowered expectations.

Downey (1995) reported that the presence of cultural and
economic resources (one being a computer) in the home
dampened the negative effects of nontraditional family
composition on achievement. Trusty and Harris (1999), in a
study of students with high achievement and high expecta-
tions, found that students with a computer in the home were
more likely to have stable expectations; but this effect was
not significant,

Researchers have reported that parents’ involvement in
their adolescents’ educational development influences the
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children’s long-term educational expectations and achieve-
ment. Trusty and Harris (1999) found that parents’ atten-
dance at high school extracurricular activities was associat-
ed with stable educational expectations for adolescents who
had high early expectations and high early achievement.
Also, Trusty (1996) reported that higher levels of parents’
involvement in their adolescents’ educational and career
development were associated with adolescents’ positive
perceptions of the future regarding education and career.

Method
Participants

The NELS:88 study was conducted by the National Cen-
ter for Education Statistics (NCES). Participants were in
Grade 8 in 1988, Grade 12 in 1992, and 2 years beyond high
school in 1994. Data for the present study came from the
1988 Base-year Student Questionnaire, the 1992 Second
Follow-up Parent Questionnaire, and the 1994 Third Fol-
low-up Student Questionnaire. Several steps were necessary
to obtain the analysis subsample. In the 1988 to 1994 panel
sample, there were 12,623 participants with Grade 8 read-
ing and mathematics test scores. Of those, 8,314 (66%)
expected to complete at least a bachelor’s degree (i.e., high
expectations). Of that group, 3,899 (47%) had at least one
score on the two 8th-grade tests that was below the median
(i.e., low achievement). Of those 3,899 participants, 890
finished high school out of sequence and were therefore
missing data on pertinent variables and were excluded. Of
the remaining 3,009 participants, 1,522 were female and
1,487 were male. The final analysis subsample was com-
prised of 1,201 females and 1,064 males. Therefore, there
was some concern about nonresponse bias.

There was more nonresponse on the 1992 Second Follow-
up Parent Questionnaire than on student questionnaires.
Those participants with missing data on the parent ques-
tionnaire were of somewhat lower SES; Hispanics, Blacks,
and Native Americans had more missing data than Whites or
Asian/Pacific Islanders. To check for evidence of nonre-
sponse bias, listwise and pairwise correlation matrices were
compared for females and males. Sizes of correlation coef-
ficients were similar across the two matrices for females and
across the two matrices for males. Cases were weighted by
the relative 1988 to 1994 panel sample weight (National
Education Longitudinal Study, 1996). The weighting proce-
dure corrected for oversampling of particular minority
groups and for nonresponse bias.

In NELS:88, schools were sampled first, followed by stu-
dents within the schools. The complex sampling design pro-
duces smaller sample variances than would be expected in
the population or in a simple random sample from the pop-
ulation. Therefore, probabilities produced by statistical tests
may be spuriously small. However, when regression statis-
tics are used, the design effects are weaker. Also, design
effects weaken when analyses are performed on subgroups
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such as females and males and participants with high early
expectations and low achievement (Ingels et al., 1994).

Variables and Data Analysis

Variables not specified by the Bandura et al. (1996)
model but used in the present study were gender, racial
group membership, availability of a computer in the home,
early reading and mathematics achievement, help seeking
from counselors and teachers, and parents’ attendance at
school activities. Two variables included in the Bandura et
al. model were not available in NELS:88 data. Those were
parents’ efficacy to influence their students’ achievement
and students’ levels of depression.

The dependent variable that [ used was from the Third
Follow-up Student Questionnaire administered in 1994
when participants were 2 years beyond high school (Nation-
al Education Longitudinal Study, 1996). This variable was
coded 0 (expectation of less than a bachelor’s degree) and
1 (expectation of a bachelor’s or higher degree). Trusty
(1998) found support for the accuracy and validity of late
adolescents’ reports of their educational expectations on
this NELS:88 item. Because all students in this sample in
1988 (eighth grade) expected at least a bachelor’s degree,
the dependent variable indicated stable/high or lowered
expectations over the 6-year period.

When a multivariate analysis involves a dichotomous
dependent variable, as in this study, logistic regression is
the appropriate form of analysis (Agresti, 1990). Although
linear models such as least squares regression accommodate
dichotomous predictor variables, they are not well suited to
analyses involving a dichotomous dependent variable
(Menard, 1995). Logistic regression is similar to discrimi-
nant analysis using a dichotomous dependent variable. Like
discriminant analysis equations, logistic regression equa-
tions reveal relative effects of independent variables on
membership in one of two categories of a dependent vari-
able. However, independent variables with nominal and
ordinal scaling are not readily accommodated in discrimi-
nant analysis; linearity and normality assumptions are more
stringent for discriminant analysis. Also, logistic regression
presents results in terms of odds; therefore, interpretation of
logistic regression is more straightforward than for discrim-
inant analysis.

Because Hanson (1994) and Trusty and Harris (1999)
revealed that many of the effects on stable/lowered educa-
tional expectations were conditional upon gender, [ per-
formed separate logistic regression analyses for female and
male students. The order of variable entry into logistic
regression equations (described in the following para-
graphs) was consistent with temporal sequence and with the
Bandura et al. (1996) and Farmer (1985) models. Demo-
graphic/environmental variables were SES (expressed in z
scores), race/ethnicity (five categories), and the availability
of a computer in the home. Deviation contrasts were used
for the race/ethnicity variable. That is, each racial/fethnic
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group was compared with all races taken together. The
availability of a computer in the home was coded 1 (do not
have) and 2 (have). Those variables were from base-year
questionnaires and first were entered as a block into the
logistic regression equations for female and male students.
NCES developed the reading and mathematics tests; for my
analyses, scores were converted to z scores. The tests were
administered when students were in the eighth grade. The
variables were next entered as blocks.

Fathers’ and mothers’ educational expectations for their
children were students’ perceptions of their parents’ expec-
tations and were from the Base-year Student Questionnaire
(eighth grade). They were coded 0 if expectations were for
less than a bachelor’s degree and 1 if expectations were for
a bachelor’s or higher degree. A response of do not know on
parents’ expectations was also coded (. The variables were
next entered into the logistic regression equations as blocks.

Personal resources variables were from the Base-year
Student Questionnaire and included help-seeking behavior,
self-efficacy for postsecondary educational achievement,
and locus of control. Help seeking from counselors and
help seeking from teachers variables were developed
through factor analysis by Trusty and Harris (1999). Each
scale is comprised of three NELS:88 Base-year Student
Questionnaire (eighth-grade) items. Counselor contact
items and teacher contact items are parallel. The items
quantify the extent to which eighth graders talked to coun-
selors and teachers about (a) planning for high school, (b)
various high school programs, and (c) course selection for
high school. Scores range from 3 to 7; higher scores indi-
cate more help-seeking behavior. Self-efficacy was derived
from one item from the Base-year Student Questionnaire
that assessed the extent to which students were sure that
they would continue their education past high school.
Scores range from | to 4; higher scores indicate a stronger
self-efficacy. Locus of control is a composite scale devel-
oped by NCES; scores are expressed in z scores. Higher
scores represent a more internal locus of control. The four
personal resources variables were next entered as blocks
into equations for females and males.

Parents’ and students’ behavior variables were from the
Second Follow-up Parent Questionnaire, administered to
parents when their children were seniors. Parents’ atten-
dance at school activities included four ordinal categories: |
(never), 2 (rarely), 3 (sometimes), and 4 (frequently). That
variable quantifies how frequently parents attended school
activities and events of an extracurricular nature. I used two
variables that indicated students’ high school behavior. The
first variable assessed whether the student had been sus-
pended from school. The second variable was parents’ judg-
ments of whether their child had behavior problems at
school. Both variables were coded O if the student had not
been suspended or was not judged to have behavior prob-
lems and 1 if there was at least one suspension or percep-
tion that the child had behavior problems. The variables
were entered into equations as blocks.
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Results

On the dichotomous dependent variable—stable or low-
ered expectations—24% of the females and 23% of the
males had lowered expectations. Most adolescents, there-
fore, had stable expectations, even though participants had
low achievement on one or more of their eighth-grade
achievement tests, reading and mathematics. Although the
guiding model (i.e., Bandura et al., 1996) specified no inter-
actions between or among variables, | investigated several
possible two-way interactions and found none that con-
tributed substantially to the logistic regression equations
described below. Because of low numbers of participants in
some racial-group categories, | did not explore interactions
involving the race variable.

Results of the logistic regression model for females and
the model for males are presented in Table 1. The Bs are the
logistic regression coefficients. Negative Bs reveal a nega-
tive or inverse relationship, whereas positive Bs indicate a
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positive relationship. For example, SES was positively
related to stable expectations and being suspended from
school was negatively related to stable expectations. The
odds in the last columns for females and males (Table 1)
are more straightforward in interpretation than the Bs (log
odds). An odds of 1 is equivalent to a log odds of 0. An
odds of 1 and a log odds of 0 signify no relation of the inde-
pendent variable to the dependent variable. The odds are
the probability that an event will happen divided by the
probability that the event will not happen (Norusis, 1994).
The odds for females on SES is 1.62 (see Table 1). That
finding means that for every one standard deviation
increase in SES (SES was quantified in z scores), the odds
that female participants would have stable as opposed to
lowered expectations increased by 62%, while accounting
for the effects of all variables in the equation. For males, a
one-standard deviation increase in SES resulted in the odds
of stable expectations more than doubling, net of the effects
of other variables.

Females and Males

Table 1.—Logistic Regression Models Predicting Stable or Lowered Educational Expectations for

Females (n = 1,201) Males (n = 1,064)
Predictor B SE R Odds P B SE R Odds P
Demographic/environmental
variables (Grade 8)
SES 48 3 g 1| 1.62 .00 T w13 A8 2.07 .00
Racial group .09 .00 .10 .00
Asian/Pacific Islander 1.02 .64 .02 2.7 A1 g1 A7 02..°:2.03 3
Hispanic =33 29 .00 T2 .26 LR i .07 260 .01
Black -09 .27 .00 91 2 gl =33 00151 21
White -83 24 -10 43 .00 -04 .30 .00 .96 .89
Native American® 24 k27 -2.03 i3
Computer available 10 00 105 76 81 A8 o4 L2940 w00
Achievement variables (Grade 8)
Reading LTI ) .02 1.20 .10 AL A b O2E il 20 .14
Mathematics 56 9 10 1.75 .00 0514 .14 1.92 .00
Parents’ expectations variables
(Grade 8)
Father -01 .26 .00 .99 97 -83 28 -.08 44 .00
Mother 59 .28 .05 1.81 .04 99 .30 09  2.69 .00
Personal resources variables
(Grade 8)
Help seeking
Counselors 10 .06 .01 1.10 .14 23 5207 08 W T.26 .00
Teachers 01 .06 .00 1.01 .88 06: .07 .00 1.06 40
Self-efficacy 46 .17 .07 1.58 01 L1 R 04 1.40 .04
Locus of control 26 T4 .04 1.30 .06 A7 A, .00 1.19 23
Parent/student behavior variables
(high school)
Attend school activities 21 5= 0T .08 1.24 .00 Frp N0 7] .09 1.24 .00
Suspended =75 .27 =07 A7 .01 -84 22 -1l 43 .00
Behavior problem -40 .33 .00 .67 92 DZFT 228 .00 1.02 .93

with parent/student behavior added, R? = .241.

of the coefficients of the other racial groups.

Note. All statistics are with all variables in the logistic regression equations. For females, Nagelkerke R? for
demographic/environmental variables was .066; with early achievement added, R* = .106; with parents’ expec-
tations added, R? = .117; with personal resources added, R* = .144; and with parent/student behavior added, R
= .176. For males, Nagelkerke R? for demographic/environmental variables was .130; with early achievement
added, R? = .174; with parents’ expectations added, R? = .186; with personal resources added, R* = .209; and

“The Native American category was the comparison category. The coefficient was calculated as the negative sum

Reproduced with permission of the copyright owner. Further reproduction prohibited without permissionyz\w\w.manaraa.com




July/August 2000 [Vol. 93(No. 6)]

Regarding the categorical racial group variable, the inter-
pretation of the odds is somewhat different. That is, the
odds for a particular racial group reflect how the odds of
stable/lowered expectations for that racial group compares
with the odds for all racial groups taken together. Table 1
shows that Asian/Pacific Islander females were most likely
to have stable expectations, whereas White females were
least likely to have stable expectations, accounting for all
variables in the equation. Native American females com-
pared favorably; Black females were slightly less likely
than all racial groups to have stable expectations; and His-
panic females were 72% as likely as all racial groups to
have stable expectations. For males, Hispanic, Asian/Pacif-
ic Islander, and Black males were most likely to have stable
expectations, as compared with all races taken together.
Native Americans were least likely to have stable expecta-
tions and Whites were slightly less likely than all other
races to have stable expectations. There were small num-
bers of Native Americans in the analysis sample; therefore,
these results are more subject to chance error.

The availability of a computer in the home was not relat-
ed to stable/lowered expectations for females, given all vari-
ables in the equation. For eighth-grade males, however,
those who had a computer in the home were more than
twice as likely to have stable expectations than not, net of
the effects of SES and all other variables in the equation.
Demographic/environmental variables alone accounted for
6.6% of the variability in stable/lowered expectations for
females, whereas they accounted for 13% of the variability
in stable/lowered expectations for males.

Eighth-grade mathematics achievement, but not reading
achievement, was predictive of stable expectations for
females and males, while controlling for all other variables.
A one standard deviation increase in eighth-grade mathe-
matics scores resulted in a 75% increase in the odds of sta-
ble expectations for females and a 92% increase in the odds
for males. Reading and mathematics achievement account-
ed for an additional 4% of variability in stable/lowered
expectations for females and an additional 4.4% for males,
above and beyond that accounted for by demographic/envi-
ronmental variables.

For females, mothers’ early expectations, but not fathers’
expectations, were significantly related to stable expecta-
tions. If mothers” expectations for their daughters were for
at least a bachelor’s degree, daughters were 81% more like-
ly to have stable expectations, net of the effects of all other
variables. If mothers’ expectations for their sons were for
at least a bachelor’s degree, sons were 2.69 times more
likely to have stable expectations. For sons, the coefficient
for fathers’ expectations was negative and significant. The
bivariate relationship between fathers’ expectations and
stable/lowered expectations, however, was positive.
Because of a strong relationship between mothers’ and
fathers’ expectations for their children and the relatively
strong relationship between mothers’ and their sons’ expec-
tations, mothers’ expectations dominated the relationship
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between fathers’ expectations and males’ stable/lowered
expectations. Therefore, the negative relationship of
fathers’ expectations to stable expectations should not be
interpreted literally. Parents’ expectations explained only
1.1% of the variability in stable/lowered expectations for
females and only 1.2% for males, above and beyond that
explained by demographic/environmental variables and by
early achievement.

For females, help seeking from counselors was associat-
ed with stable expectations, but this effect was not signifi-
cant. For males, help seeking from counselors had signifi-
cant and positive effects on stable expectations. A
one-degree increase on this 5-point scale resulted in a 26%
increase in the odds of stable expectations. Self-efficacy
had significant positive effects for both females and males.
A one-degree increase on this 4-point scale produced a 58%
increase for females and a 40% increase for males in the
odds of having stable expectations.

Locus of control was positively associated with stable
expectations, but these results were not significant for
females or males. Personal resources variables, taken
together, explained an additional 2.7% of variability in the
female analysis and 2.3% in the male analysis.

Regarding parents’ and students’ behavior while students
were in high school, parents’ attendance at extracurricular
school activities was significantly related to stable expecta-
tions for both females and males. A one-degree increase in
parents’ attendance at school activities was associated with
a 24% increase in the odds of stable expectations for both
females and males, net of the effects of all variables in the
equations. Being suspended from school predicted lowered
expectations. Females who were suspended were 47% as
likely as those not suspended to have stable expectations.
Males who were suspended were 43% as likely as those not
suspended to have stable expectations. Stated in the inverse,
females and males who had been suspended were more than
twice as likely to have lowered expectations. Parents’ per-
ceptions of behavior problems were not significantly pre-
dictive of stable/lowered expectations. In the female and
male analyses, parents’ and students’ high school behavior
explained an additional 3.2% of variability in stable/low-
ered expectations above and beyond the effects of all other
variables. All variables in the analysis for females explained
17.6% of the variability in stable/lowered expectations. All
variables in the analysis for males explained 24.1% of the
variability in stable/lowered expectations.

Because values of the logistic regression coefficients (Bs)
and corresponding odds depend heavily on the scaling of
predictor variables, these statistics are not useful for com-
paring the effects of single variables relative to the effects
of other variables. The Rs (see Table 1) are more useful for
that purpose (Norusis, 1994). The Rs reflect the relationship
of the particular variable to the dependent variable while
taking into account the effects of all other variables in the
equations. In comparing single variables in the analysis for
females, SES, eighth-grade mathematics test scores, racial
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group membership, parents’ attendance at school activities,
suspensions from school, and early self-efficacy had the
strongest effects. In the analysis for males, SES, eighth-
grade mathematics scores, availability of a computer in the
home, suspensions from school, racial group membership,
mothers’ expectations, and help seeking from counselors
had the strongest effects.

Discussion and Implications

Effects of independent variables on stable/lowered expec-
tations differed for females and males; that is consistent
with earlier research on adolescents with high achievement
and high expectations (Hanson, 1994; Trusty & Harris,
1999). Effects of independent variables were generally
stronger for males than for females. That finding is consis-
tent with previous research that follows the status attainment
model (Hanson). For example, marriage seems to dampen
effects for females more than for males (McClelland, 1990).

Variables that had statistically significant effects on sta-
ble/lowered expectations for both females and males were
(a) SES, (b) racial group membership, (c) early mathemat-
ics achievement, (d) mothers’ expectations for their chil-
dren, (e) self-efficacy, (f) parents’ attendance at their chil-
dren’s high school extracurricular activities, and (g)
suspensions from school. All significant effects for females
also were significant for males. Significant effects present
for males but not for females were (a) availability of a com-
puter in the home when students were in the eighth grade
and (b) eighth-grade help seeking from school counselors.
Those gender differences in the presence and strength of
effects constitute gender-based interactions. Effects of
fathers’ expectations were significant in the analysis for
males, but this effect was dominated by the effects of moth-
ers’ expectations and was therefore not a genuine effect.

According to Bandura (1977, 1989), self-efficacy should
be the predominant force in shaping future behavior. Self-
efficacy for postsecondary educational achievement was a
significant predictor of stable expectations for females and
males in the present study. However, effects were not par-
ticularly strong. The effects of self-efficacy in the present
study may have been diluted because of the design. That is,
all participants had early goals of achieving at least a bach-
elor’s degree. Goals are related to self-efficacy (Bandura,
1989), and because all participants had high early educa-
tional goals, the effects of self-efficacy may have been lim-
ited. Also, I examined the effects of early (eighth-grade)
self-efficacy across a 6-year period. Perhaps self-efficacy
and other predictors are not as potent longitudinally. In
addition, my means of quantifying self-efficacy was not as
comprehensive as that of Bandura et al. (1996) and there-
fore may not have been as reliable. For example, my mea-
sure of self-efficacy assessed the level of confidence that
students had in continuing their education past high school.
Some eighth graders may have planned to continue their
education, but not specifically for a bachelor’s degree.
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Other components of the Bandura et al. (1996) model are
supported by results of the present study. As specitied in the
Bandura et al. model, I found that socioeconomic, familial,
self-perception, and behavioral variables were predictive of
educational expectations and implied long-term educational
attainment. Contrary to the Bandura et al. model, I found
relatively strong direct effects of SES for both females and
males. Parents’ expectations for their children, resources in
the home, efficacy perceptions, locus of control, parents’
behavior, and adolescents’ behavior did not account for the
SES/expectations relationship. It seems logical that SES
may have more influence on postsecondary achievement
than on middle school or high school achievement—as stud-
ied by Bandura et al.—because more social and economic
resources are required for postsecondary achievement.

In predicting the stability of educational expectations for
the high expectations/low achievement group of adoles-
cents, the addition of several variables to the Bandura et al.
(1996) model is warranted. The processes related to long-
term educational expectations and implied educational
attainment seem to differ for genders (i.e., gender interac-
tions). Also, it seems that racial group membership should
be considered. However, because of low numbers of partic-
ipants in some racial groups in this study, effects may have
been inflated. Finally, results imply that early mathematics
achievement, help seeking from counselors, and parents’
supportive behavior in high school should be added to a lon-
gitudinal model. Although Bandura et al. did not include
help-seeking behavior in their model, Bandura’s theory sup-
ports the existence of a relationship between help seeking
from significant adults and academic achievement.

With regard to racial group membership, Asian/Pacitic
Islander adolescents, Hispanic males, Black males, and
Native American females tended to have comparatively sta-
ble expectations. Native American males, White females,
and Hispanic females were likely to have lowered expecta-
tions. Findings with regard to Native Americans may be
spurious because of low numbers in the analysis sample.
Black females and White males were about average as
compared with all races. If White males are compared to
the three largest minority groups in the United States
(Blacks, Hispanics, Asian/Pacific Islanders), they do not
compare favorably.

The result that Whites are more likely to have lowered
expectations—while controlling for SES effects—is consis-
tent with earlier studies of Hanson (1994) and Trusty and
Harris (1999). Those authors used national data and exam-
ined stable/lowered expectations for adolescents who had
high early expectations and above-average scores in both
reading and mathematics, that is, high expectations and
high achievement. The three studies, taken together, are
contrary to Mickelson’s (1990) premise and conclusions
regarding racial groups and educational attitudes and
achievement. It appears that adolescents from minority
groups who had high early expectations and low achieve-
ment are more likely—as compared with similar White ado-
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lescents—to have stable expectations, net of the effects of
SES, family variables, achievement, behavior problems,
and self-perception variables. Crowley and Shapiro (1982)
concluded that minority-group individuals and families may
perceive educational attainment as the primary means for
social mobility. On the other hand, it seems that lower SES
White adolescents with low mathematics achievement, low
levels of familial support, negative self-perceptions, and
negative school behavior are more vulnerable to lowered
educational expectations and social immobility. Perhaps
White individuals are more likely to have unrealistically
high early expectations. Native American males also may
be likely to have unrealistic early expectations; but, because
of small numbers of Native Americans in the analysis sam-
ple, this finding may be spurious. Further study is needed to
explore reasons for this consistent but unexpected finding.

The availability of a computer in the home was associat-
ed with stable high expectations for males. That relationship
was present net of the effects of SES and other family-relat-
ed variables. The availability of a computer may represent a
commitment by parents to their children’s educational
futures. It may also represent a positive parental attitude
toward knowledge and learning. Also, it is possible that
computers aid children in their educational development.
The finding that availability of a computer was significant
for males and not for females is intriguing. Perhaps males
use computers more than females for educational develop-
ment, or perhaps positive parental attitudes toward learning
atfect sons more than daughters. Trusty and Harris (1999)
found that parents’ personal involvement in their children’s
education had much stronger effects on educational expec-
tations for sons than for daughters. Further study is needed
to clarity this Gender x Computer Availability interaction.

For both females and males, eighth-grade mathematics
achievement was a comparatively strong predictor of stable
expectations across the 6-year period studied. Reading
achievement, on the other hand, was not a significant pre-
dictor. Therefore, if an eighth grader has low achievement
in either reading or mathematics, it seems more detrimental
to the student’s long-term educational development if that
low achievement is in mathematics. Perhaps the lack of
mathematics skills serves to block postsecondary educa-
tional achievement for many students.

That finding conveys implications for school curriculum
development and restructuring. Also, it seems that when
counselors and teachers advise students, they should make
students and parents aware that mathematics achievement
could help ensure long-term educational attainment. That
advice appears more critical in light of the trend that coun-
selors, teachers, and parents are increasingly advising low-
achieving students to attend college (Rasinski et al., 1993).

Consistent with the Bandura et al. (1996) model, par-
ents’ educational expectations for their children were relat-
ed to long-term expectations and implied long-term educa-
tional attainment. However, in my study, the effects of
parents’ expectations were weaker than those found by
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Bandura et al. in their nonlongitudinal study. Those effects
may weaken over time.

Mothers’ expectations for their eighth-grade children, but
not fathers’ expectations, were associated with stable expec-
tations across adolescence. The finding that mothers’ expec-
tations influenced children’s expectations more than
fathers’ expectations is consistent with the findings of Smith
(1991) and Wilson and Wilson (1992). Trusty (1998), how-
ever, found that mothers’ and fathers’ expectations—
assessed when children were high school seniors—equally
influenced their children’s later expectations, even though
more adolescents lived with their mothers than with their
fathers. In the present study, eighth graders who did not
know parents’ expectations were categorized with those
who did not have high expectations. Eighth graders knew
mothers’ expectations more frequently than they knew
fathers’ expectations, and this could have created error in
the fathers’ expectations variable and thereby affected
results. However, early (eighth-grade) expectations of
mothers may be more influential, and expectations of
fathers may become more influential later in children’s edu-
cational development. Also, mothers’ expectations may
have a stronger influence when their children’s academic
achievement is lower. Further study is needed to clarify
those relationships.

Students’ help-seeking behavior was not a component of
the Bandura et al. (1996) model. However, it is consistent
with their perspective. I found that the more frequently
eighth-grade males contacted counselors, the more likely
their expectations were to remain stable across adolescence.
That relationship was significant beyond the effects of
demographic/environmental variables, early educational
achievement, and other effects. My findings, therefore, sup-
port the Bandura et al. perspective, but do not uphold the
Mahoney and Merritt (1993 ) view that students who have
contact with counselors appear less dedicated to their edu-
cational goals.

According to Lee and Ekstrom (1987), counseling ser-
vices are not equally available to high school students. They
found that low-SES and minority students had limited
access to counselors. Because I controlled for those vari-
ables in the present study, the relationship I found appears
to be genuine. It seems probable, however, that students’
help-seeking behavior and the help that they received from
counselors could contribute to stable expectations. In other
words, is it students’ attitudes and persistence in seeking
help or the benefits of counselor contact that lead to stable
expectations? The prior explanation is most consistent with
social cognitive theory. However, if it is students’ attitudes
and persistence that account for the relationship, it seems
that contact with teachers would also have been related to
stable expectations. Perhaps seeking help from counselors
represents a higher degree of assertiveness on the part of
students, or maybe the help and encouragement received
from counselors accounts for a portion of the relationship.
A third possibility is that contact with counselors—more

Reproduced with permission of the:copyright:owner. Further reproduction prohibited without permissionyyapnw.manaraa.com




364

than with teachers—reflects high levels of students’
engagement with the school and with learning. In any case,
it seems important that counselors and teachers are accessi-
ble to students for educational planning. Also, counselors
and other education professionals have the ability to pro-
mote students’ help-seeking behavior and their engagement
with the school.

Self-efficacy for long-term educational achievement was
significant in both female and male models. The other self-
perception variable, locus of control, was nonsignificant,
but approached significance for females. Trusty and Harris
(1999) found a locus of control effect for females only. Per-
haps self-perceptions are more important for females’
long-term educational expectations and attainment. How-
ever, for males, the comparatively stronger effects of other
variables (SES, mathematics achievement, help seeking)
could have diluted the effects of locus of control. The other
variables were correlated with locus of control for both
females and males.

Parents’ attendance at extracurricular school activities
was related to stable expectations. That variable was report-
ed by parents when their children were in the 12th grade,
and it seems to represent parents’ efforts at socializing their
children into the larger school environment. It appears note-
worthy that that variable was related to stable expectations
while controlling for SES, parents’ expectations, and early
achievement. The result implies that parents’ behavior,
above and beyond their expectations for their children and
beyond family resources, affects adolescents through the
high school years.

The comparative strength of the effects of familial vari-
ables (attendance at school activities, availability of a com-
puter, mothers’ expectations) on stability of expectations
carries implications for school counselors and other educa-
tion professionals. That is, counselors and educators have
the ability to facilitate parents in supporting and encourag-
ing their children’s long-term educational development. It
seems that school restructuring should include a heavy
focus on parents’ roles in their children’s educational devel-
opment. School personnel should realize that parents serve
as continual resources for their children’s development,
whereas schools and educators are more temporary in their
influences. Results from my study support the perspective
that schools should help parents to help their children, that
is, a parent empowerment perspective driven by parents’
and students’ needs rather than by educators’ needs (Man-
nan & Blackwell, 1992).

Adolescents’ negative school behavior, indicated by
school suspensions, was associated with lowered expecta-
tions. That finding is consistent with the Bandura et al.
(1996) model. That is, students who exhibit problem behav-
iors are usually disengaged from academic activities. My
study revealed that behavior problems seem to carry conse-
quences beyond high school. Although the negative effect
of school suspensions was slightly stronger for males, the
strength of the effect for females seems significant consid-
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ering that many fewer females than males had experienced
school suspensions. The more subjective measure of ado-
lescents’ behavior problems (parents’ judgments of their
children’s school behavior) was not related to stable/low-
ered expectations.

Overall, findings were fairly consistent with a social cog-
nitive model (Bandura et al., 1996) of academic achieve-
ment. However, some inadequacies of that model were
identified. Future research on long-term educational attain-
ment should include the variables found herein. Further
research is also needed to clarify the effects of
student/counselor contact and availability of a computer on
long-term educational expectations and attainment. Consid-
ering differences between models for females and males,
we propose that further research is needed to characterize
and clarify those processes for genders.
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POLICE CHIEFS PRODUCE GUIDE IN RESPONSE
TO SCHOOL VIOLENCE

Acknowledging the recent incidents of school violence, the International
Association of Chiefs of Police, the National Sheriffs’ Association, and elements
of the Department of Defense, Department of the Treasury, and Department of
Justice have worked together to produce the new Guide for Preventing and
Responding to School Violence.

Distribution of the document to sheriffs and police chiefs across the United
States has just been completed. It has also been sent to the 500 students, parents,
teachers, administrators, medical professionals, and recognized experts who
either participated in the 15 focus groups held in urban, suburban, and rural com-
munities or who reviewed the document for publication.

The guide includes an encouraging message of hope, along with the roles that
each element of a community can play to both prevent and respond to school vio-
lence. The guide is available on the Internet at HTTP:/WWW.THEIACP.ORG.
Further information is available from Michael Shanahan (E-mail:
shanahan @u.washington.edu).
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