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-ABSTRACT 

M.A. Anita HelIer Sociology 

DIFFERENCES BETWEEN A FRENCH AND AN ENGLISH HIGH 
SCHOOL AND BETWEEN THE EDUCATIONAL AND OCCUPATIONAL 

ASPIRATIONS OF THEIR WORKING-CLASS STUDENTS 

An English and a French high school in two small neigh-

bouring Quebec towns ~"<;re studied in order to examine those 

organizational characteristics which might have a relationship 

to the working-class students' plans for the future and occupa-

tional careers. In addition to observation, interviews were 

conducted with administrators, teachers and students and a 

questionnaire was administered to the graduating classes. 

There was encouragement of educational aspirations in 

both schools. In the French school, there was greater stress 

on cooperation and primary relationships and encouragement of 

occupational aspirations as weIl as provision of practical 

occupational guidance. In the English school, there was greater 

stress on independence training, organizational experience, 

competition, secondary relationships and deferral of gratifi-

cation. 



The survey data includes information on educational 

and occupational aspirations and on achievement attitudes, 

but the small sample size precludes statistical interpretation. 
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:tNTRODUCTION 

~he occupational and educational aspirations of adoles

cents have been of great practical and theoretical interest for 

a long time and have therefore been the subject of numerous 

sociological studies. 

The impetus to add to this voluminous literature came 

from the opportunity in Quebec to compare and contrast the 

school- and work-related attitudes, values and behavior of two 

student populations which are similar in class background and 

geographic origin but ethnically different. At the same tirne, 

an atternpt could be made to investigate sorne differential aspects 

of two rapidly evolving public school systems insofar as they 

might influence studentls aspirations and behavior. 

More specif~.cally, this is an account of a participant 

observation, interview and questionnaire study of the French and 

English high-school students of IlQuebectown ll
, together with their 

teachers and school administrators. 

The schools are located in two small industrial and 

service towns fort y miles from a large city. Fertile farm 
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country surrounds the centers which house a population composed 

of two-thirds French and one-third English speaking residents. 

The students are drawn from "Quebectown" itself and 

other nearby towns such as "Mapletown", as well as frorn the 

adjacent countryside. 

The study focuses rnainly on the differential occupational 

and educational aspirations of the French and English high school 

seniors of working class background. 

Underlying the qualitative and quantitative analysis of 

this study will be the attempt to partially elucidate sorne 

factors related to the occupational discrepancy of the French 

and English in Quebec. 

Given the present stratification situation, two questions 

will be asked of the data. One is: do French students' lower 

aspirations account for the situation or do these students have 

equal or higher aspirations (as compared to English students of 

similar class background), but have been hindered in the past by 

lack of facilities. This latter hypothesis is the one guiding 

this study. 

The other question is: if the aspirations of the two 

ethnie groups are at least equal, is there anything else, other 



than lack of facilities,which could account for a possible 

failure of French students to act on their aspirations. OUr 

hypothesis is that there are sorne differences in attitudes, 

related to achievement,·· between the two ethnie groups which 

could be partially dysfunctional for French students· educa

tional and occupational achievement. 

3 



CHAPT ER l 

REVIEW OF THE LITERATURE 

In order to place this study in context, there will be 

a description of the particular features of French and English 

Canadian society in Quebec which have influenced the educational 

situation of the present high school population. This will be 

followed by a review of sorne of the sociological~literature 

dealing with the theoretical ramifications of the dependent 

variables: the student attitudes and values related to educa

tional and occupational rnobility and achievernent. Finally, 'there 

will be an exarnination of sorne findings concerned with sorne 

relevant control and independent variables, namely: classi eth

nicitYi religion; sex; and perception of objective life chances. 

These categories are of course artificial divisions in that 

there is rnuch ovèrlap between these variables, both in the 

literature and in life, and this will be reflected in the dis-

cussion. 

4 



l HISTORICAL BACKGROUND. THE FRENCH CANADIAN 
AND ENGLISH CANADIAN SOCIETIES IN QUEBEC 

It can be shown that the educational system of a people 

or a country undergoes transformations which parallel historical 

processes (Edwards and Richey 1963, Kazamias and Massialas 1965) 

and the French and English language schools of Quebec Province 

follow suit (Paren~ 1963 part I). In particular, sociological 

research has shown that schools generally have served to maintain 

the existing system of stratification and to broadly reflect the 

social structure (Warner, Havighurst and Loeb 1944; Hollingshead 

1949; Lipset and Bendix 1962, pp. 94-99; Havighurst et al 1962; 

Hall and McFarlane 1962, pp. 12-25; Jones 1965, pp. 26-35; Porter 

1965, pp. 166-198; Coleman et al 1966; and many others.) In 

addition to the influence of social structural characteristics of 

the society, educational priorities are also affected by the 

current ideas about the "valuable adult". The explicit and im-

plicit function and form of the educational system of a given 

society and/or community are profoundly dependent on the pre-

vailing value climate (Seeley, Sim and Loosley 1956; Mead 1951) • 

It is obvious of course that in addition to this indirect effect 

of values through the school on the student, the societal value 

climate affects the attitudes and behavior of the student 

directly. 

5 



It is therefore pertinent to review some of what is 

known about differences between English Canadian and French 

Canadian values, systems of stratification and educational 

systems and attitudes. l 

6 

within an overall Canadian value climate many observers 

have pointed out important differences between the French and 

English groups. There is general agreement (except for Garigue 

1960) that in the past, French Canadian society had a value system 

which was consonant with its predominantly rural character and its 

reliance on subsistence farming. Among occupations, the highest 

value was attached to farming with a concomitant condemnation of 

the urban ways of life (Fortin 1964,. pp. 89-90). In their rural 

milieu, neither industry nor trade nor the liberal professions 

were important social institutions for French Canadians (Gérin 

1964, pp. 51-53). Maurice Tremblay (1953, ch. IX) points out 

that colonization was encouraged by the church as late as 1946 

and that ilIa fidélité de la terre" has been a major theme of the 

teachings of the clergy, literature and the press. This cultùre 

was maintained by sacred sanctions and the French were deeply 

lWhile the short-hand terms "English" and "French" are 
used throughout this paper, it is of course understood that they 
do not correspond strictly to ethnie origin but rather to pre
dominant language. Also they refer always to French Canadian 
and English Canadian. 



attached to their Roman Catholic religion (Redfield 1964, 

pp. 57-62). 

The religious norms and principles also stressed the 

values of collective life rather than individual ambition. 

7 

This was expressed especially in family life (Fa1ardeau 1960) 

and in the Il rang Il and parish (Minville 1953, ch. XI, Garigue 

1960). This relative importance of the fami1y was another out

standing characteristic of the French Canadian value system 

(Garigue 1960, p. 197). In secular matters, the individual owed 

loyalty to the family above aIl (Taylor 1960) and an individual 

was judged and accorded status on the basis of family membership 

(Hughes 1943, p. 172). 

The traditiona1 French family was authoritarian and this 

pervasiveness of traditional authoritarianism in this as in aIl 

French Canadian institutions caused one observer to state IIIn 

1958, French Canadians must begin to learn democracy from 

scratch ll
• (Trudeau, 1960) and another to blame the unquestioning 

submission of workers to management in the past on this ingrained 

respect for authority. (Pelletier 1960). Perhaps the French inap

titude for forming associations in private and public life in 

contrast to the English (Gérin 1964) was due to the same pheno

menon of authoritarian organizational experience. 
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The emphasis on the personal element in relationships 

(Taylor 1960, Minville 1953, ch. XI) and the preference for 

security over economic risk-taking (Taylor 1960, Falardeau 1953, 

ch. XII) are other elements which were said to differentiate 

the French values from the English. The French tendency to 

choose humanistic education and the English penchant for scien

tific and higher commercial and industrial training are further 

indications of contrasting value hierarchies (Taylor 1960, Hughes 

1943, pp. 111-114, Falardeau 1953, ch. XII) . 

While there is relative consensus about the characteris

tics of the French value systems in the past, especially for rural 

and small town: areas, there has been sorne debate over the under

lying reasons for sorne attitudes supposedly expressing these 

values. There are two points of view, one represented by Taylor 

(1960) ascribing the attitudes and behavior of French Canadians 

to their particular mentality, and the other which implicates the 

French Canadian status as a minority group in Canada (Rocher 1962, 

section III, Rioux 1962). In this connection, Taylor (1960) 

observed that Sombart's characterization of a rational pursuit of 

material achievement, as an expression of a defensive reaction to 

insecurity by minority groups, has not been confirmed by the 

French Canadian people. 
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The extent and kind of change in the French values, 

accompanying increasing industrialization and urbanization have 

also been the subject of discussion and differences of opinion 

in the literature. According to Falardeau (1953, ch. V) "French 

Canadian behaviour reflects a mixture of strict adhesion to the 

traditional mores and of impatience to conform to exaggerated 

forros of emancipation" and "If French Canadians were in the 

past reputedly less socially arnbitious and mobile than the rest 

of North America, they are now at the other extreme, in astate 

close to social nervousness." In rural areas and small towns 

in Quebec, where one would expect to find the last strongholds 

of the traditional value system and social structure, Tremblay 

and Fortin found that there are urban patterns of consumption 

(quoted in Fortin 1966, p. 375) and a higher rate of commercial 

leisure than in Montreal (Fortin 1969). Except for this con

sumer behaviour, the "Bureau de l'Aménagement de l'Est du 

Québec Il (BAEQ) studies in Gaspé found a traditional society 

with a dependency on traditional authority figures (Fortin 1969) • 

Studies carried out by Fortin and Tremblay in 1959 (Fortin 1962 

Section III) ~howed that rural families are more attracted than 

urban families to the norms defined by the mass media. In Ste. 

Julienne, a lumbering and farming community, there were changes 

in the definition of the ideal way of life, in the orientation 
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to the present rather than to the past, and in the social stra-

tification (Fortin 1962, Section III). Whereas in the 1930's, 

the actual situation corresponded substantially to the social 

definition of the situation, with farming the occupation par 

excellence and the IIrang" and especially the family the most 

important social unit, the increased income to be derived fram 

lumbering caused a change of values after the war. The econamy 

of consumption replaced the economy of production and new patterns 

of behavior implanted .themselves. Occupations were no longer 

judged from the moral point of view but according to the income 

they brought. The new value system and the new norms were the 

antithesis of the traditional system. There were related changes 

in the stratification and family systems. However, there was, at 

the time of the study, still a conflict between the two sets of 

norms and Fortin saw a cultural ambivalence and a state of anomie 

(Fortin 1964). An investigation in the st. Jérome Region also 

showed a state of social disorganization and anarchy and an 

ina~ility of traditional soc~al organizations to serve as media-

tors of social change together with the absence of a new emerging 

set of norms (Dumont and Martin 1963) • 

In contrast to this evidence of profound change, data 

derived from a study of the debate on Bill 60 (which implemented 

some recommendations. of the Parent conunission on Education, 
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chiefly the establishment of a Ministry of Education) revealed 

the strength of the hold of tradition on individuals and assoc

iations in Quebec (Dion 1966, pp. 23-35). Dion contends that 

the replacement of conservatism by progressism in politics does 

not'mean that society has become entirely progressive, on the 

contrary, the cleavage between the two ideologies is very pro

nounced. To this, Léger (1966, p. 36) adds that Quebec society 

remains conservative on the whole but now can do so with a good 

conscience because with IIla révolution tranquille ll it awards 

itself at a cheap price a certificate of an evolved and 

innovative society without risking the essential part of that to 

which it holds above alli its stability, its respectability, its 

comfort, and its standard of living. What is called IIrévolution 

tranquille ll has not resulted in a rupture with the socio-cultural 

heritage. (Léger 1966, p. 36). 

There are no studies of the English value systems as 

such, other than as a contrast to the French on~. The reason 

for this is probably that the English-speaking population, vis

à-vis the French, is more numerous, more heterogeneous, more 

spread out geographically and less differentiated fram both the 

United states and the British population than are the French 

Canadians from France. In addition, the classic work of Weber 



on the Protestant Ethic (Weber 1958) is usua11y taken as 

sufficient support for the entrepreneuria1 value hierarchy of 

the predominant1y Protestant Eng1ish Canadians (Porter 1965, 

12 

p. 95). In comparing the French and English, Faucher traces 

their historical origin from two different types of social orga

nizations, from the hierarchical, bureaucratie, rural and feudal 

one of the French and from the pecuniary system brought to 

Canada from England by the English Canadians, which placed 

importance on entrepreneurial activities (Faucher 1960). On the 

whole the English population was more urban and devoted to 

industry and commerce. It also was exposed to a strong influence 

from the United states, stressing the ideology of equality, free 

public education for aIl, and stress on achievement criteria 

in general and occupational achievement in particular. Starting 

with Hughes (1943) there has been abundant documentation that in 

Quebec Province, the English were indeed more successful and con

centrated in the top levels of industry and commerce than the 

French (Porter 1965, pp. 91-103, de Jocas and Rocher 1968, 

pp. 719-23, Report of the Royal Commission on Bilingualism and 

Bicu1tura1ism, Book III, Part 1, 1969). 

Even the Eng1ish of rural origin in the Eastern Townships 

were said to be more oriented toward success in an urban indus

trial environment and to want a higher standard of living and 
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more social prestige than the French (Ross 1961). Ferguson 

(1960, pp. 3-19) characterizes the English values as exhibiting 

a spirit of independence, a 1ack of admiration for the aesthetic 

and the contemplative, a deep sense of confor.mity, a gift for 

moderation and compromise together with a sense of social and 

po1itica1 superiority. 

From his interview data from English and French business

men bearing on their economic behavior, Taylor (1960) found that 

his English respondents were very interested in the expansion of 

their businesses, they consider~d it as a game and felt that 

growth was a necessity. They tended toward more rational calculus, 

free fram particu1aristic considerations, than did the French. 

In addition to the interview study by Taylor there have 

only been a few attempts to explicitly bring empirical data to 

bear on the problems of English-French value differences. Dales 

(1960, pp. 203-221) attempted to answer the question as to why 

Ontario is more high1y industrialized than Quebec and why there 

are different types of manufacturing industries in the two 

provinces by testing the suggestion that the difference is due 

to different skil1s, wages and general cultural factors and by 

investigating the hypothesis of Faucher and Lamontagne (1964, 

pp. 257-271) that it was not the cultural but the economic and 
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geographica1 factors that were responsib1e. Da1es conc1udes 

.(1960, pp. 220-221) that Quebec's backwardness in manufacturing 

must be exp1ained on the basis of differences in factors other 

than resources. He states: "We can reasonab1y refer to these 

"other" factors as cultural differences, for even the terms 

which economists might use to describe them - differences in 

tastes, ski11s, entrepreneurship, propensity to consume, 

mobi1ity and so on - are thernse1ves to be exp1ained 1arge1y in 

socio10gica1 terms. 1I The author COImllents that "the traditiona1 

bias of Quebec's culture against engineering education has been 

an important factor 1eading to the paucity of French-Canadian 

managers and executives in the province1=; industry.1I (Da1es 1960, 

p. 221). He a1so mentions that the re1ative1y inefficient 

agriculture in Quebec creates major distortions in the allocation 

of resources and acts as a drag on econamic deve10pment. 

The other more direct investigation of the value differ

ence hypothesis was that of Breton and Roseborough (1968, pp.683-

701) and Breton et al (1964). Their questionnaire survey and 

interview data of the white and b1ue-co11ar workers of a large 

Canadian company with branches throughout the country exp1icit1y 

brought in the possibi1ity of differences in value orientations 

to account for the observed inequa1ities between French and non-
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French (divided into IEng1ish" and Il other ") emp10yees. On 

the who1e, they conc1ude that the French and Eng1ish groups 

cannot automatica11y be assumed to ho1d different values (Breton 

and Roseborough 1968, p. 700). 

In view of the great re1evance of Breton et a1 1 s study 

to the data presented in this paper, their findings will be 

discussed here in sorne detai1. It shou1d be noted, however, 

that their investigation dea1s with adu1ts in the 1abor force 

whi1e this study investigates the values and aspirations of 

students in high schoo1, and that there is a1so a few years 

difference in time. Breton et al (1964, ch. 4, pp. 68-92) 

focus on attitudes and value orientations presumed to be 

compatible or incompatible with a corporate industria1 system. 

These are: 

1. individua1 initiative and ambition are high1y va1ued; 

2. occupationa1 1ife takes precedence over other areas of 

social attachments and activity which is shown by 

a} wi11ingness to eva1uate jobs in terms of their 

economic and occupationa1 advantages rather than 

in terms of their community location, and by 



b) daily routine of family and amount of energy de~oted 

to work activities are primarily deterrnined on the 

basis of organizational requirementsi 

3. People are governed in their decisions by standards of 

achievement rather th an ascription, indicated by 

a) importance given to criteria such as education in 

evaluating decisions concerning promotions ,and by 
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b) willingness to invest time and money in the development 

of one's own skills. 

The following are the findings: 

1. ambition and individual initiative. 

a) striving. 

The level of ambition among French and English workers is similar 

and fairly high. The differences among the white-collar workers 

are due to structural factors, not personality differences. 

b) geographical mobility. 

The only significant difference is among the blue collar workers, 

with the French less willing to move. The more educated tend to 

be more willing to move than those with less schooling. The blue 



collar French Canadian is significantly less likely to be 

willing to move than the blue collar English Canadian, if he 
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has little education. Among the uneducated white collar workers, 

there is little difference. The willingness to move is also a 

generational phenomenon. The hypothesis that it is mostly the 

younger generation of French Canadians who have internalized 

sorne of the value orientations of industrialism is confirmed 

as far as attitude toward geographical mobility is concerned. 

In fact, the investigators found a tendency (but not a statis

tically significant one) for the young French Canadians to be 

more mobilisable than the young English Canadians, especially 

within the Province. Among the older age groups, the difference 

between the English and the French is fairly strong, with the 

English more willing to move. The authors state that the 

findings suggest that the younger generation are becoming more 

and more alike in sorne of the attitudes which are presumed to 

be compa~ible with an industrial system (Breton et al 1964, 

p. 79). However, Maurice Pinard (1969 personal communication) 

has suggested that this, as weIl as the other differences 

between the young and old discussed below, is a life cycle 

phenomenon in that those same young workers would also modify 

their attitudes with increasing age. 
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2. Family role. 

In respect to the relative emphasis on family roles 

\Breton et al (1964, p. 82) conclude that the idea that French 

Canadians place a higher priority on family demands than on 

occupational ones, whereas English Canadians make their family 

roles subsidiary to their occupation, is not supported by the 

data. For instance, the French Canadians are more willing to 

take jobs requiring heavy overtime. With control for age, it 

was found again that the younger generation of French Canadians 

have internalized the value priority on occupational demands. 

3. Attitude to education. Investment in skills. 

One difference between French and English revealed by 

this study is the lower evaluation of education by French Cana

dians and their lesser propensity to invest in their own skills. 

Here again, however, the generational pattern is observed 

(Breton et al 1964, pp. 89-90). 

The two most relevant aspects of social structure for 

this study, namely the stratification and education systems of 

the French and English in Quebec, will now be described in sorne 

more detail: 



A. The System of Stratification and Mobi1ity. 
Perception of Opportunities and Actua1 

Opportunities. 

There are two aspects of st~atification and mobi1ity of 

the French and Eng1ish Canadian society in Quebec which must be 

considered here. One aspect consists of the objective data 

about the relative position and mobi1ity of the two ethnie groups 

in the occupationa1, power and prestige structures as we11 as 

about the stratification system within each ethnie group, in 

other words - the actua1 structure of opportunity. The other 

viewpoint from which such -information shou1d be examined is the 

one of subjective perception of opportunities. 

The most complete as we11 as the most recent study of 

stratification in Canada is that of Porter (1965). He found 

that despite its ideo1ogy of midd1e-c1ass equa1ity (pp. 3-7), 

canada does have a quite stratified society with a main1y Ang1o-

Saxon Protestant economic e1ite (pp. 264-308). The French and 

Eng1ish have two c1ass systems, side by side, which are economica11y 

inter10cked but not equa1. By and large, the British run the in-

dustria1 1ife of Quebec. (Porter 1865, pp. 91-92). Porter 

attributes this to the institutiona1 fai1ure of Rrench Canadian 

education (p.92) with the resu1t that "because of differences in 

wea1th and education, particu1ar1y because secondary education 
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was unti1 the 1960's based on private fee-paying schoo1s, Quebec 

was even more out of the genera1 North American value pattern of 

social equa1ity than the rest of Canada" (p. 93) • 

From the 1931 to the 1961 census, it appears that the 

British were becoming increasingly overrepresented at the 

professional and financial levels but are becaming less over

represented in the clerical occupations and less underrepresented 

at the unski11ed and primary agricultural levels with corres

ponding increases and decreases for the French. 

A1though French society 1acks an industrial e1ite, it 

does have positions of power in the political and re1igious 

spheres within and outside the province (Vallée, Schwartz and 

Darknel1 1968, pp. 598-99). Taylor (1960) among others, des

cribed the priesthood as the highest achievement. 2 High status, 

but not the authority of the priest, was a1so accorded the 

doctor and the notary (M. Tremblay 1953). The possibi1ity of 

mobi1ity into these positions from the quite homogeneous 

(Fa1ardeau 1953, ch. V) remnant of French society was quite 

high (Taylor 1960). Fa1ardeau (1953, ch. V) contrasts the 

2 
This position could of course not be passed on to 

sons. 
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present c1ass system of French Quebec, about which he writes 

that there is hard1y one system but congeries of contrasting 

local systems, with the for.mer one, where the criteria of social 

prestige, setting off the sma11 e1ite from a re1ative1y c1ass-

1ess rural society were those often found in minority societies, 

connected with a high degree of education and with any expression 

of achievement of a moral, inte11ectua1 or po1itica1 order. Now 

the population is uncertain about occupationa1 prestige, except 

for the rnost universa11y fe1t social c1eavage between,white co11ar 

workers as a who1e and industria1 and unski11ed workers as a 

who1e, or in other words, between the "occupati?ns non

salissantes et les occupations salissantes", where the for.mer 

are associated with an assumed high degree of education. As has 

"â1ready been discussed, Fortin (1964) a1so documented 

the former c1ear rankings in a sma11 rural community, which had 

been based on moral considerations, now changed to one based on 

incorne. Rocher (1962) quoted Fa1ardeau to the effect that now 

there are two sca1es of prestige, the traditiona1 one based on 

wea1th~nd education, and an added-on North Arnerican one based 

on economic success. These two sca1es are bad1y integrated. 

Rocher conc1udes that industria1ization overthrew the old sca1e 

but no new one was rea11y accepted. 



Sorne empirica1 support for a change in the prestige of 

occupations is provided by Baby et al (1968) who found that 

their samp1e of CEGEP and collège classique students did not 

rank the occupations of 1aw and of priesthood high1y. Their 

rank order in prestige of professions was: 

1. medicine 

2. university teaching 

3. engineering. 
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Least esteemed, behind 1aboratory technician, was th~ profession 

of schoo1 teaching. 

There are no descriptive stratification studies of 

Eng1ish Canadian society in Quebec to para11e1 the French studies 

and the bu1k of the data originate from interethnic comparisons. 

The first of these documents was the demonstration by Hughes 

(1943) of the inequa1ity in favour of the Eng1ish in Quebec's 

industria1 communities. This is rather dated, however, by now, 

and we ought to turn to more recent investigations which do more 

than take as given the e1ite positions of the Eng1ish. 

De Jocas and Rocher (1968, pp. 711-740) in an investi

gation which made use of 1954 birth and marriage records, traced 

the inter-generation occupational mobi1ity of a samp1e of Eng1ish 

and French fathers and sons in the Province of Quebec. They found 
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that only one out of four far.mer's sons remains a far.mer (p. 717). 

When they checked to see what happened to the other three far.mer's 

sons, they discovered a step-wise pattern of upward mobility. 

"The far.mer's sons tend to become unskilled workers; the sons of 

the unskilled workers who get out of their father's occupation 

generally become skilled workers or go to personal services; the 

sons of the skilled workers have a( :greater chance than the sons 

of the unskilled workers to become clerks and salesmen or to 

enter into the pUblic services; finally it is to the sons of 

the clerical and sales group that the top occupations are more 

easily accessible." (p. 718). Arnong French Canadians, steps 

are seldom skipped. On the basis of a very small English sarnple, 

it appeared that the English, both fathers and sons are more con

centrated in the white collar occupations while the French are 

concentrated at the workers level, and the discrepancy is greater 

for the sons than for the fathers (p. 7l9). The increase in the 

white-collar group between the two French generations is far from 

being as important as it is arnong the English-speaking population. 

Regarding mobility, it was found that "the English-speaking sons 

tend to shift from manual to non-manu al occupations to a larger 

extent and more rapidly than the French" (p. 721); they do not 

seem to follow the step by step pattern of the French. 
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The inequality of French and English was also observed 

among white and blue collar workers in the Canadian National 

Railways (Breton et al 1964). In the white collar sample, French 

workers are less apt to be at the higher levels of the occupa

tional hierarchy regardless of their educational background and 

more apt to be in lower management occupations than the English, 

they are more apt to be in semi-skilled jobs whether or not they 

have gone beyond primary school. In other words, educational 

background is having significantly less effect for the French 

than for the English workers on the skill level of the occupa

tions workers hold (Breton et al, 1964, p. 33). 

Further evidence of unequal opportunities is provided 

by the B. and B. Commission report (Report of the Royal Commission 

on Bilingualism and Biculturalism, 1969, Book III, Vol. 3~ , 

Part 1, ch. II, p. 20). From data of the 1961 census, it 

appeared that the income of the employed French was 65% of that 

of the English in Quebec. 

Moving now from objective indices of the structure of 

opportunity to.subjective ones, one can consider how stratifi

cation and economic rewards are perceived by the population. 

The class consciousness of different strata constitutes 

an important aspect of stratification. To my knowledge, very 



little research along these lines has been carried out in 

Canada. The ideology of equality, in the forro of middle level 

classlessness, is said to pervade Canada (Porter. 1965, pp.3Q4) 

although as has been seen this does not correspond to social 

reality. 
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Adressing themselves directly to the problem of class

consciousness in French Canada, Dofny and Rioux (1964, pp. 307-

308)after describing the appearance of English Canadian worker's 

class consciousness as an outgrowth of the depression, wrote: "If 

the social structure of French Canada is differentiated almost as 

much as that of English Canada, its system of values and its 

culture have long remained much more homogeneous. It is precisely 

this fact that has delayed the realization of social-class con

sciousness and, more specifically, the working-class consciousness. 

Indeed, if French Canada, as an ethnic "class" seems at a dis

advantage within Canada, at how much greater a disadvantage is 

the working class within this ethnie class? Only the powerful 

cultural and religious framework and the considerable network of 

family ties have been able to prevent a more intense realization 

of working-class consciousness. It is only very recently that 

some have come to recognize that those in power and the leaders 

of opinion have, for the past hundred years or sa, always been 

recruited from the same petite bourgeoisie and that this class 



has defined ethnic objectives within the unique perspective of 

its own class interests" (Dofny and Rioux 1964, pp. 310-11, 
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see also Guindon re the class nature of the grievances of 

separatist agitation 1968, p. 706.) "During the period from 

1945 to 1958, social class consciousness became more evident 

within French Canada as the ethnic-class consciousness weakened." 

Since 1958, ethnic-class consciousness has regained ascendancyll 

(Dofny and Rioux 1964, p. 312). Guindon (1968, p. 708) analyzes 

the Créditiste episode as an expression of lower class social 

unrest. Lower class consciousness can perhaps be inferred from 

this. 

Falardeau (1953, ch. V) noted that "an acute feeling of 

social distance and social discrimination exists between the 

two levels of society (white collar and blue collar) checked 

only by the feeling of moral and social superiority shared by 

the thousands of families of aIl classes who have members in the 

clergy". These observations seem to be no longer completely 

accurate descriptions of the current situation. In our conver

sations with English and French students and teachers, there did 

not seem to be an overt c1ass consciousness (field notes, 1968-69.) 

Both the French (Dofny and Rioux 1964, p. 317) and the 

Eng1ish working classes in Canada are probably incu1cated to a 
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large extent with the North Arnerican ideology of a middle class, 

and it is therefore problematical if there is a very deeply felt 

class-consciousness in the European sense. Further data is 

needed. 

The problem of class-consciousness has been raised 

because of its potential influence on aspirations. A feeling of 

working class consciousness for instance, which would comprise 

the attitude that "education is not for the likes of us" as was 

found at times in England, would of course depress aspirations. 

Coming back to the main subject of this paper, it now 

remains to be seen how the special characteristics and changes 

of the Quebec education system interact with the just-described 

stratification system to affect student's aspirations. It appears 

that the use or lack of use of the educational ladder, once school 

facilities are provided, will be the principal means for a break

through from the stratification pyramid of the past, especially 

for the French. 

One could hypothesize that the working class French 

students, coming from a society which in the past had both a 

relatively class-less homogeneous lower stratum and a relatively 

accessible small educated elite, where upward mobility almost 

entirely and automatically resulted for those few who did manage 
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to enter the higher education system, would be more readily 

disposed to seek educational mobility channels than the English 

working class youth. The latter come from a stratification 

system where success was based on economic power which was not 

necessarily derived from education and was often inherited. In 

English society, the stratification lines were also perhaps more 

clearly drawn possibly due to the larger number and therefore 

higher visibility of the successful elite. At the same time, 

free English secondary education has been more readily available 

so that for those families who theoretically could have, and in 

fact did not, rise via the educational ladder, instrumental use 

of schooling for status striving has lost some of its magic. 

Concomitant with this, any frustration of rising expecta

tions of French working-class student would be felt more acutely 

since greater power is ascribed to education. 

The situation in French Canada might be likened to that 

of Ghana where Foster (1965, p. 183) observed that: "belief in 

the advantages of formaI education went further than this (i.e~ 

tangible advantages in terms of individual wealth and prestige) 

resting upon a non-critical faith in its supposed benefits. It 

has been remarked that formaI education has become regarded 

almost as a "juju", the possession of which confers·almost 

certain success upon its posséssor." In Ghana (as in French 
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Quebec) the relative absence of alternative mechanisms for 

mobility has placed a greater premium on the possession of formaI 

educational qualifications (p. 247). However, the very expansion 

of formaI schooling in Ghana led to a decline in occupational 

returns (p. 260) so that the expectations in respect to education 

are not realistic at present (p. 262). But Foster remarks that 

given the high rewards for education in the past, these expecta-

tions are not surprising (p. 262). 

B. The Educational System in Quebec - Past 
and Present 

For historical reasons, English and French education in 

Quebec have developed entirely separately one from the other. 

The school system was divided along religious lines, which 

coincided with language except for the English Catholic sector. 

The latter however evolved along lines parallel to the English 

Protestant sector (Parent 1963, vol. l, p. 12). In the Pro-

testant sector, the secondary schooling was public (Parent 1963, 

vol. l, p. 16) while the Catholic side remained until recently 

the responsibility of the private "collèges classiques" run by 

the clergy. until the recent establislunent of the Ministry of 

Education, the two systems were practically autonamous from the 

government and could thus diverge widely in line with the different 



· 30 

cultural priorities (Parent vol. 1, p. 34) which have already 

been discussed. 

The French population of Quebec had in the past a system 

of education which was in line with the high values placed on 

agriculture, rural life, the family and religion. (Fortin 1964, 

Garigue 1960). The family, more than the school, at first was 

the foremost institution for training the young in aIl the skills 

thought necessary for rural life (Fortin 1964). FormaI education 

was a luxury (Fortin 1969) which explains why girls were often 

allowed to stay in school longer than the boys who were needed 

for farm work. (Fortin 1969, Bélanger 1961). Even among the 

parents of the present French high school students of our sample, 

the women have a higher education than the men. Circumstantial 

evidence that the English felt differently about the necessity 

for formal education is furnished by the fact that in 1912, the 

Protestant Education Committee, convinced that the Roman Catholics 

(i.e. French) would not concur, recommended obligatory school 

attendance for Protestants only (Parent, vol. l, p. 19). This 

proposaI was defeated. There had been discussions and defeats 

of proposaIs for legislation ordering compulsory education over 

a period of fifty years and it was only in 1943, after a lengthy 

enquiry by the Roman Catholic Committee that the legislature 
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adopted an act, making school attendance compulsory between the 

ages of six and fourteen (Parent 1963, vol. l, p. 19). 

To place the school system of the parents of the present 

student body in its historical context, is to understand the lag 

of French Catholic Québec in schooling, which has been so abundantl) 

documented (Whyte 1966, Dumont and Martin 1963, ch. 41, Porter 

1965, p. 169, pp. 175-182, A. Tremblay 1953, p. 189). 

The classical higher education in French Canada had served 

only a small elite. Therefore many educators and sociologists 

called for increasing democratization of education in Quebec, in 

particular the provision of sufficient free French secondary 

schools, in order to keep pace with the needs of industrial and 

post-industrial society (Porter 1965, p. 171, p. 182, pp. 188-191, 

p. 193; Lortie 1953, part 4, Rocher 1962, Parent 1963, Vol. l, 

p. 78, Vol. 2, p. 10, p. 126). Even after there had been the 

establishment of public secondary schools, these were still far 

from satisfactory. In a book of criticism of French Canadian 

social institutions which caused a furor, there was also a sharp 

criticism of the improvised nature of the public secondary course 

in programs, textbooks and teachers. The public course was said 

to be neglected in favour of the private classical colleges 

(Frère Untel, 1962). 
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The relative speed of the passage through high school 

of English students and their relatively smooth transition to 

the English language Universities was compared to the lengthy 

studies of the French students, especially of those entering the 

science faculties (Parent 1963, Vol. 2, pp. 21-27, Lortie 1953). 

Already before the Parent Commission Report, Guindon (1960) 

voiced the hope that the new technocratic middle class would 

bring about a rationalization of the education system. 

Now these advocated changes have begun to take place. 

The formaI structures of the English and French systems have 

been standardized and new large regional comprehensive high 

schools are being built (see the Montreal star Dec. 7 1968, 

p. 47, Le Magazine McLe~n Oct. 1968, pp. 13-19, for description 

of the new educational system). We are faced with two systems 

which are identical in their formal structure and both under 

governrnent control but there is probably still room for the 

expression of different cultural biases. Our data may furnish 

evidence for this. 

It is probable that the more profound change in the 

-
French system would allow for greater expression of increased 

educational and occupational aspirations in the French popu-

lation. There is evidence that there is greater stress on 



education now, outside of the traditiona1 e1ite in French 

Canadian society than in the pasto This is shown in studies 
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of incrèasing 1ength of schoo1 attendance (Levasseur and 

Blackburn 196t, a and b, st. Norbert 1961) especia11y in rural 

areas (Whyte 1966). With respect to increasing democratization 

of education, Baby et al (1968) found in a survey study of 

Collège classique and CEG E P students in the Quebec city 

region that the CEG EPIS might be more accessible than the 

collèges classiques as shown by their student body which was 

both older and drawn from a more diversified social background. 

The lower classes are still underrepresented in both types of 

institutions, but the study might be too ear1y to register the 

effects of transformations at the high schoo1 1eve1. 

II EDUCATIONAL AND OCCUPATIONAL ASPIRATIONS 

A. Ubiquity of Mobi1ity Striving 

Sorne authors have examined the ubiquity of mobi1ity 

strivings. It is a logica1 extension of postu1ates such as "By 

and large there is a tendency in our society to raise the 1evel 

of aspiration toward the 1imit of the individua11s abi1ity " 

(Lewin 1948, p. 1131_ to take upward striving as given. We find 

statements such as: "OUr hypothesis is that the desire to raise 
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in status is intrinsic in aIl persons of lower status, and that 

individuals and groups will attempt to improve their status ~nd 

self-evaluation) whenever they have a chance to do SOli (Lipset 

and Bendix 1962, p. 73). Merton's (1949, pp. 125-149) theoryof 

IISocial Structure and Anomie" also posits the ubiquity of success 

goals. 

Against this, we find the warning that sociologists might 

be carried away by their middle-class bias and that there is 

much evidence that there is a "dysfunctional ll lack of mobility 

striving, especially among the lower classes, in America in 

particular and in industrial society in general (Porter 1968) • 

The evidence of class differences in mobility striving 

will be reviewed below in detail under the heading IIclass". 

B. Dimensions of Mobility Striving 

It is important not to consider aspirations only in the 

absolute sense. In order to reconcile many contradictory 

findings on the relationship between social class and ambition, 

Keller and Zavalloni (1964) proposed a theoretical framework 

stressing the absolute value of a success goal as reflecting its 

cultural desirability and the relative value denoting its 

social class accessibility. Thus ambition can only be measured 



35 

in relative terms. "The 'relative distance 1 of a social class 

from a given goal thus determines the saliency of that goal for 

its members and this saliency in turn constitutes the intervening 

variable between individual ambition and social achievement" 

(Keller and Zavalloni 1964). The desire to attend college, for 

instance, being a norm for a middle-class student, would not be 

interpreted as a sign of-his ambition, whereas it would be so 

considered for a lower-class student if it is not a norm in his 

stratum. 

The same point of Il rel ative Il and "absolute" aspirations 

had been made earlier by Empey (1956) concerning an empirical 

study of high-school student aspiration. 

c. Relation of Educational Aspiration and Mobility 

The close relationship of educational aspirations and 

mobility is due to the fact that "educational achievement is the 

main source of occupational achievement" "in a bureaucratie 

society Il (Lipset and Bendix 1962, p. 227). This is generally 

supported by the evidence. Only Anderson (1961) disagrees. 

Investigating the proposition that "in complex societies, 

vertical mobi1ity is c10sely dependent upon formaI education" 

he concludes from data from Sweden and Britain: "that while 



education certainly influences a man1s chances to move upward 

or downward, only a relatively modest part of all mobility 

is linked to education. 1I 

Whatever the case may be in respect to the inter-

generational mobility investigated by Anderson, there is very 

little doubt that the societal requirements of post-industrial 

society call for higher levels of education (Porter 1968) • 

D. Stimulation or Depression of Mobility 
and Achievement Aspirations 

1. Reference groups. 

The importance of reference groups in determining the 
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height of aspiration was pointed out by Lewin (1948, p. 114) who 

called attention to the effect of the standard of the group to 

which an' individual belongs as well as of the standards of groups 

below and above him. 

An extensive theoretical treatment of the question, which 

actually constitutes a theory of achievement, was deve10ped by 

Kemper (1968). 

2. Socialization practices. 

McClelland's theory of achievement motivation identifies 

aspects of chi1d rearing practices said to further or hinder 
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achievement. It is presumed to be internalized early in life 

and to depend on child rearing practices. High n Ach would be 

due to warmth, especially from the mother, low father dominance, 

high parental achievement standards and earl~ training for 

independence. (McClelland et al 1953, pp. 276-288, 297-304, 

McClelland 1961, p. 438) • 

The sociological investigations arising from this theory 

airned at demonstrating differential arnounts of this motive arnong 

various social groups or conversely to find contrasting structural 

characteristics arnong subjects with high or low n Ach (Rosen 1956, 

1959, Veroff, Feld and Gurin 1962, Strodtbeck 1958) • 

3. Normative orientation. 

This theoretical stance toward explaining achievement 

(and by implication aspirationl. most cornrnonly involved to 

explain ethnie differences, was taken by Weber in his The 

Protestant Ethic and the Spirit of Capitalism (1958). It is 

too weIl know to require further description. Kemper (1968) 

criticizes Weber's theory on the grounds that it stresses a 

strong normative orientation as the principal factors, ignoring 

social psychological factors. He feels that at a minimum, his 

own reference group theory might explamn those cases of Protes

tants who did not achieve because they lacked audiences and/or 



models and those cases of Catholics who did achieve because 

they had them. 

4. Perception of objective life chances. 
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DifferentiaI attitudes to success can of course be inter

preted also in terms of the subject's own interests, as he sees 

them, rather than in terms of norms and values. 

The subject's perception of objective life chances cannot 

but influence his aspirations. To the extent that there is feed

back and that it is assessed correctly, knowledge of life chances 

could act either to make fantasy aspirations more realistic or, on 

the contrary, to serve as a stimulus to greater effort. As a curb 

on the tendency to set aspirations as .. high as possible, Lewin, 

(1948", p. 113) saw the principle of realism as safeguarding the 

individual against failure and to keep ambition down to earth. 

Empirical investigations usually show that aspirations are normally 

higher than actual plans with aspirations less affected by class 

(Stephenson 1957). A measurement of this gap between occupation, 

ideal1y aspired to and the ones actual1y expected, was called 

"rate of contrariety" by Baby et al (1968). ' It was found to be 

higher for CEG E P students than for thos~ at "collèges clas

siques". Mizruchi (1964, p. 91) also concluded that aspirations 

in America are embodied in the normative system while expectations 



reflect the perception of the factual order.. However, even 

though or perhaps because they saw the opportunity structure 

closed to them, occupational success,particularly in the 

material sense means more to lower clàss respondents. 
1 

The perception that future status in the labour market 
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is not clearly related to present school performance was identified 

by Stinchcombe (1964, pp. 172-73) as a cause for the expressive 

alienation of certain high-school students. 

5. Compensation for ascriptive deprivation. 

One source of stimulation of aspiration could be a des ire 

to compensate for ascriptive deprivation. "If evaluation in the 

public sphere in terms of ascription continues to decline in 

America (and this seems to be the heart of many contemporary 

liberal trends) then the Negro may be the "Jew" of the future in 

America. That is, the opening-up of public achieved routes to 

status will lead to upward mobility as compensation for deprivation 

still felt in various ascriptive areas. The ascriptively deprived 

become the achievement compensating." (McKinley 1964, p. 229) 

It is possible that if French-Canadians have felt ascrip-

tively deprived vis-à-vis the English in Quebec, they could, now 

that more educational channelshave opened up, compensate by 

achievement. 



III ETHNICITY AND ASPIRATION 

It is difficult to isolate ethnicity a~ an independent 

variable related to aspiration and achmevement fram other factors 

such as religion, class and minority group status. First of aIl, 

there is an overlap with religion so that studies whœch have 

purported to demonstrate religious differences in aspiration and 

achievement (such as Lenski 1963) have been criticized on the 

grounds (later refuted by Lenski 1963, pp. 83-87) that they really 

showed ethnic differences (Rosen 1962). It will also not be 

always possible to separate the discussion of religion and eth

nicity in this review of the literature. 

Secondly, ethnic groups are unequally represented among 

social classes so that it is extremely ~portant to control for 

this, since there is much evidence for differential aspirations 

oD both social classes and ethnic groups. It can be argued of 

course, that disproportionate representation of certain ethnie 

groups in either the upper or lower strata is in itself indirect 

evidence for the possession of differential achœevement values 

and aspirations but there are other purely economic and historical 

factors, su ch as t~e and type of immigration as weIl as structure 

of opportunitY,which must also be considered. Regarding the 

relative ~portance of ethnicity versus class for an explanation 

40 
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of various subcultural differences of a sample of Americans of 

Italian percentage, Gans (1962, pp. 229-262) concludes that 

their social organization (which he calls the peer group society) 

is not an ethnie but a working class phenomenon. In contrasting 

the Italians to theilrish and Jews however, Gans concludes 

that there are some ethnie differences (1962, pp. 237-242) and 

not all differences can be e~plained by class. 

other sociologists also support the view that ethnie 

factors, usually said to be value differences, must be brought 

into the explanation of differential aspiration and scholastic 

and occupational achievement (Parsons 1953, p. 118, Greeley 

1963, 1969, Lipset and Bendix 1962, p. 255). "There is evidence 

that certain ethnie groups, the Jews, the Scots, the Jains, the 

Parsees, the Armenians, the Japanese and the Czechs are more 

successful than other groups in enabling individuals to fill new 

roles in society. So far, the difference has been explained in 

terms of the situation of minorities. However, there are differ-

ences in I.Q., school achievement, deferral of gratification, 

family structure, independence of young children, emphasis on 

book learning and emphasis on education" (Lipset and Bendix 1962, 

p. 255). The socialization experience of college education was 

found not to eliminate ethnically - linked differences in attitude: 

and behavior, even among groups whose geographic dispositions are 

similar (Greel~y 1969) • 
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The case for socio-econamic factors and against the 

influence of traditional values is made by Slater (1969) who 

cites groups lacking intellectual traditions who have neverthe-

less aspired and achieved in education. 

Most explicit investigationsaf ethnie differences in 

aspiration and achievement have of course been of a comparative 

nature and since they were mostly carried out in America, 

minority group status, except for "che Anglo-Saxon Protestants, has 

been often unintentionally held constant. 

The outstanding studies are those of Strodtbeck (1958), 

Rosen (1959) and Coleman et al (1966). Strodtbeck compared the 
, 

differential achievement of third generation adolescent Italian 

and Jewish school boys in New Haven. The subjects were stratified 

by sex and school performance and a quest~naUe bearing on values 

and occupational choice, parental expectations, parental control, 

educational aspirations and the balance of power within the 

family was administered to sons and parents. It was found that 

Jews had higher achievement related responses in six out of eight 

items. Both Jewish boys and parents rejected occupations of lower 

status more decidedly than Italians (see also Strodtbeck, 

McDonald and Rosen 1957). Even though Italians and Jews had the 

same n Ach scores, the Jews had values more likely to promote 



high achievement and also higher occupational and educational 

aspiration. The father's power was inversely related to the 

V scale value of the sons (i.e. achievement values) • 
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Rosen's (1959) study dealt with more groups, six in all, 

in the north-eastern United states. French-Canadians, of special 

interest to us, were included. The other. were: Southern 

Italians, Greeks, East European, Jews, Negroes and native-born 

white Protestants. Projective tests to measure n Ach were given 

and the purposive sample of pairs of mothers and sons were inter

vieWed about their achievement value orientations. It was found 

that Protestants and Jews favored earlier independence training 

than Irish and Italian Catholics. In order of time when there 

was expectation of self-reliance, one could rank 1. Jews, 

2. P~otestants, 3. Negroes, 4. Greeks, 5. French Canadians, 

6. Italians. Both primary sources of variation - ethnicity and 

social class were significant at the .01 level. For the 

achievement motivation scores (n Ach) , the largest differences 

were between the French Canadians and Negroes on one hand and 

the remaining groups on the other. The French Canadian score 

was significantly lower than all except the Italians and the 

Negroes. The Negroes' score was significantly lower than all 

except the French Canadians'. The scores were: Greeks 10.80, 

Jews 10.53, Protestants 10.11, Italians 9.65, French Canadians 

8.82, Negroes 8.40. When grouped according to religion, the 
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Catholic score (French Canadian and Italian combined) was signi

ficantly lower than the others. When grouped accordigg to race, 

the Negroes scored significantly lower than the whites. However, 

social class accounted for more of the variance than ethnicity. 

The findings concerning value orientations were as follows: Jews 

had the highest score (5.54) ,then Protestants (5.16), then Greeks 

(5.08), then Negroes (5.03), then Italians (4.17) and then French 

Canadians (3.68). When Italian and French Canadian scores were 

combined, the Roman Catholic score was significantly lower than 

the others. Here also social class accoun~for more of the 

variance than ethnicity but social class control does not wash 

out the differences between ethnic groups. Ethnicity and social 

class interact so that.for Jews, Negroes, Italians and French 

Canadians, ethnicity' is more important. Regarding differential 

aspirations, the white Protestants, stressed formaI education 

while the French Canadians, although nat hostile to education 

and learning, were disinclined to educate sons beyond the elemen

tary level. The figures for mother~ expectations for children's 

college attendance were - Jews 96%, Protestants 88%, Greeks 85%, 

Negroes 83%, Italians 64%, French Canadians 56%. Social class 

control diminishes the ethnic effect but does not eliminate it. 

In lower classes, the differences are greater, so that in class V, 

85% white Protestant, 80% Jews, 78% Negroes, 63% Greeks, 50% 
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Italians and 29% French Canadians intend college education. In 

descending order of occupational aspiration of mothers for sons 

were found: Jews, Greeks, white protestants, Italians, French 

Canadians, Negroes. Here the social class was not as significant 

as ethnicity when social class was controlled. Ethnicity 

accounted for more of the variance then social class. 

It is interesting to speculate if these French Canadians, 

who were migrants from Canada to the United states, differ from 

those in Quebec and if so, how? If there is self-selection 

however, it should logically be in the direction of greater 

achievement motivation and aspiration, not less. The low French 

Canadian scores on "mastery' in this sample could speculatively 

be linked to the power of the recent slogan, "maîtres chez nous". 

Comparing the educational opportunities of white and black 

school children in a massive survey, Coleman et al (1966) investi

gated many factors which could be related to school achievement. 

They found that whereas schools accounted for only a small frac

tion of differences in achievement when SES was controlled, they 

did so more strongly for minority group children than for others 

(pp. 20-22). Another ethnic difference was that minority pupils, 

except for Orientals, have far less conviction than whites that 

they can affect their own environment and future. When they do 

however, their achievement is higher than that of whites who lack 
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that conviction (p. 23, pp. 288-89). Regarding aspiration and 

motivation, the same number of whites and blacks would do anything 

to stay in school, a higher proportion of Negroes than any other 

groupwanted to be one of the best students in the class, Negroes 

had a lesser concreteness about college, they had greater hopes 

but lesser plans. The most striking difference between groups 

were the especially high level of motivation, interest and aspira

tions reported by Negro students (p. 280)." It showed that Blacks 

are especially strongly oriented toward the school as a path to 

mobility. Of aIl the variables measured in the survey (including 

aIl measures of family background and aIl school variables) the 

attitudes concerning interest in school, reading outside school, 

self-concept re learning and success in school, and sense of 

control over the environment showed the strongest relation to 

achievement (p. 320). 

There had been earlier data demonstrating higher aspira

tions and a,more positive attitude to school among Negroes than 

among whites of sirnilar SES. (Antonovsky and Le~neE.'1959, Gist 

and Bennett 1963). Black parents also more often rewarded children 

for successful school activities and also concurred with the 

children in their wish to be unlike themselves (the parents) , 

(Antonovsky and Lerner 1959) . 
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In Canada, there has been only one study exploring the 

interethnic differences of high school students. But this recent 

extensive study of a nation-wide'Canadian sample of high school 

students and their career plans has so far only been published 

in part. A regional difference (which refers to French speaking 

New Brunswick and French speaking Quebec) appears in the lower 

proportion of girls in the "East Central Region" who have a 

preference for a high status occupation compared to girls in 

other regions (which can be t~{en roughly as being English 

Canadian), (Breton and McDonald 1968, p. 277). Preliminary 

tables fram the same study (Breton and McDonald 1967) show sorne 

ethnie difference of Quebec English and French students. Thus 

French students exhibit attitudes of higher occupational primacy 

(Table 149 p. 147, table 152 p. 148, table 155 p. 150) higher 

competitiveness (Table 158 p. 151), stronger work persistence 

(Table 162 p. 153), stronger mobility aspirations (Table 160 

p. 152, table 164 p. 154), but a lower feeling of mastery (Table 

168 p. 156, table 170 p. 157, table 172 p. 158, table 174 p. 159). 

As has already been discussed, this low mastery attitude was also 

earlier found among the French Canadians in the north-eastern 

United states (Rosen 1959). Breton and McDonald's tables show no 

control for SES however and it is interesting in this connection 

that a larger number of French students show attitudes of social 



class deprivation (Table 176 p. 160). There is only a small 

percentage who report ethnie handicaps and even fewer report 

religious ones (Table 178 p. 161). 
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Educational aspirations were found to be similar for 

French and English students in Quebec (Breton and McDonald 1967, 

p. 79, tables 28 and 29). The English students showed somewhat 

higher occupational aspirations and plans (p. 96, table 56, p. 97, 

table 58, p. 98, table 60, p. 103, table 69, p. 104, table 71, 

p. 105, table 73). However, since there was no control for SES, 

the larger proportion of high SES students among the English 

(p. 123, table 100) would account for this,since aspiration level 

is related to father's occupation. 

IV RELIGION AND ASPIRATION 

The studies linking religious differences to differences 

in occupational and educational aspirations and/or achievement are 

of course based on the classic work of Weber (1958). The concept 

of the Protestant Ethic may be regarded as thé paradigm of an 

achievement ethic (Strodtbec~ 1958, p. 138). Sociological 

investigations concerned with proving or disproving Weber's 

thesis may no longe~ really be relevant for nations since, as 

Max weber himself believed, variations in the religious - economic 
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ethos may have lost whatever effect they had during early stages 

(Lipset and Bendix 1962, p. 56) ~ but they may still be significant 

for subgroups (Lipset and Bendix 1962, p. 56). 

Sorne evidence will be reviewed because an awareness of 

possible effects of religion is- important in this study. For the 

French Canadian of our sample,there is complete coincidence of 

Roman Catholic religion and ethnicity while the English sample 

contains both Protestanœand Catholics. Only studies bearing on 

Roman Catholic - Protestant differences will therefore be cited. 

The controversy in recent studies centers around the 

argument of whether or not Roman catholics have lower achievement 

than Protestants. As has already been discussed, in the United 

states as in Canada, religious affiliation is cornplicated by 

ethnie differences. Among the documented cases, one finds 

evidence for lower Catholic achievement values (Rosen 1959), 

lower Catholic occupational aspirations of students of high SES 

(Siemens 1965, Table 27 p~ 158), lower Catho1ic educational plan 

fuI filment (Siemens-and Jackson 1965), lower Catholic school 

performance and educational aspiration with SES and intelligence 

held constant (Miner 1968), lower Catholic rnobility (Lenski 1963, 

p. 96), later Catholic independence training (Lenski 1963, p. 234) , 

lesser Catholic belief in the importance of ability as opposed to 
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family connections (Lenski 1963, p. 32l),a lesser Catho1ic belief 

in intellectual autonomy (Lenski 1963, p. 32l),a greater educa

tional disadvantage of Catholic chil.~ren in Canada in general and 

Quebec in particular (Porter 1965, pp. 169-172), a Catholic under

representation in institutions ernphasizing technical studies 

(Porter 1965, pp. 98-103), lower Catholic econamic standing 

(Mayer and Sharp 196~,10wer Catholic (probably French) retention 

in school in Quebec (Whyte 1966, p. 77) smaller proportions of 

Catholics planning college with SES contro1led (Bordua 1960), 

fewer catholic graduates and lower Catholic acadernic and vocational 

aspiration (Lewis quoted in pedersen 1966), and poor Catholic 

production of scholars (Knapp and Goodrich 1952, Knapp and 

Greenbaum 1953) • 

In contrast to this have been other findings of equa1 

aspirations of Catholics and non-Catholics (Lenski 1963, p. 284), 

equal participation ""in the Protestant eth~c by Catholics and 

Protestants in the U.S. (Mack, Murphy and Yellin ~956i Lenski 1963, 

p. 83 however criticizes this study and states that correct statis

tical manipulation of the data wou1d yield different result$~a 

higher achievernent orientation of Catholics versus Protestants 

(Veroff, Feld and Gurin 1962), equal propensity of catholic 

college graduates as of Protestant ones to go to graduate school, 

to choose an acadernic career, to specialize in the physical 
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sciences and to plan a life of research and to be inclined to 

economic rationality (Greeley 1963, these findings have been 

criticized on the ground that they refer to college graduates, 
' .. 

an already select group) • 

Graduates of Catholic parochial schools have been studied, 

with the premise, that a Catholic education would accentuate 

presumed value differences between Catholics and Protestants. It 

was found that Catholic school Catholics overachieve (Greeley 

and Rossi 1966, p. l39) in that Catholic school Catholics and 

public school Prctestants resemble each other in academic and 

occupational achievement more than either of them resembles public 

school Catholics. But Protestant achievement is higher than that 

of Catholics with sorne or no Catholic~ education (Greeley and 

Rossi 1966, pp. 138-l57). An intra-Catholic comparison of the 

effects of religious and secular education found that Catholic 

education was not related negatively to achievement values 

(Bressler and Westoff 1963) • 

In summary, it appears that there is more evidence for 

lower Catholic performance and that at best there is equal 

performance. There is only one finding by Veroff, Feld and Gurin 

(1962) where Catholics are superior to Protestant, but this one 

refers to achievement orientation, not achievement. 
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When one looks into possible reasons for the differential 

achievement of Catholics, one finds that this is attributed in 

the current literature to historical and social causes (Porter 

1965, pp. 98-103) or ethnic value differences (Greeley 1963) 

rather than to doctrinal differences or variation in religious 

orientation to the world. 

Among social causes, those cited specifically are 

differential educational achievement and/or occupational compo

sition as well as differential con~entration in rural-urban 

areas (Goldstein 1969). This really beg.s the question since one 

still has to ask why there is differential educational achievement. 

The Catholic position on birth control, resulting in 

larger Catholic families, has an indirect effect, children from 

larger families having poorer school performance (Miner 1968), 

lower aspirations (Rehberg and Westby 1967, Adams and Meidam 

1968) and a higher drop-out rate (J. Tremblay 1961). InEngland 

it was found however that although "once grosser material 

handicaps are eliminated, size of family emerges as the single 

most important index of favorable or unfavorable effect of the 

home on educational opportunity, the disadvantage of larger 

families affected Catholic children much less than Protestants" 

(Floud 1956, p. 145). 

Only Lenski (1963) attempts an explanation based on 
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catholic weltanschauun9~ per se. He writes: "With considerable 

regularity the Jews and white Protestants have identified them

selves with the individualistic, competitive pattern of thought 

and action linked with the middle class, and historically 

associated with the Protestant ethic or its secular counterpart, 

the spirit of capitalism. By contrast, Catholics and Negro 

Protestants have more often been associated with the collectivie

tic, security - oriented, working class pattern of thought and 

action historically opposed to the Protestant ethic and the 

spirit of capitalism" (Lenski 1963, p. 113). 

V SEX DIFFERENCES AND ASPIRATIONS 

There is general agreement that inkkeeping with prevail

ing values in North American society, girls have lower aspirations 

than boys (Sewell 1964, p. 25 footnote 6, Bordua 1960, Pawalko and 

Bishop 1966, Sewell and Shah 1968 a). There is evidence that SES 

has a greater influence relative to intelligence for girls' 

educational aspirations than for boyS'. (Sewell and Shah 1967) . 

Even where aspirations are high, it is found that expectations 

are lower for girls. In a recent study in Quebec, 50% of the 

girls did not expect to realize their occupational ambition 

(Baby et al 1968) and in a Texas study of blue-collar girls, the 

figure was even h±9h~r,J5% (Davi~ 1964). 



54 

In contrast to this, girls generally have a better high 

school performance and adaptation to high school demands (Hall 

and MçFarlane 1966, Havighurst et al 1962, Gans 1962, pp. 135-36). 

Their future status, especially since they are seeking occupations 

in the clerical and professional sector, is more obviously deter

mined by school performance compared to boys destined for blue 

collar jobs (Hall and McFarlane 1962, Stinchcombe 1964). For 

girls, orientation to the labor market is associated with high 

achievement while orientation to the marriage market is associated 

with low achievement (Stinchcombe 1964) • 

Differing from the North American pattern, French girls 

in Quebec have traditionally had a higher education than boys: 

outside of the small elite, especially in rural areas (A. Martel 

1961, p. 13, Fortin 1969). It is probable, however, that they 

never aspired to the top positions open to boys but rather to 

becoming school teachers or clerks. 

VI ABILITY AND ASPIRATION 

Ability has an effect on aspiration which is independent" 

of other factors such as SES or sex. Since "intelligence plays 

a key role in mediating the influence of social origin on educa

tional outcomes" (Hauser 1969) 1 especially for boys (Sewell and 
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Shah 1967), a more able student is likely to have higher aspi

rations (Breton and McDonald 1968, p. 280; Sewell, Haller and 

Strauss 1957, Sewell and Shah 1968 a), although Turner (1964) 

found that correlation between ambitions and background is 

surprisingly little reduced by partialling out I.Q. One possible 

explanation for the latter finding is that intelligence is 

differentially distributed among classes (and among ethnie 

groups) and/or that I.Q. tests are class and culturally - biased 

(Floud 1956, p. 143). This subject has an extensive and contro-

versial literature and cannot be discussed here. 

VII SOCIAL CLASS AND ASPIRATION 

Social class is the most powerful variable influencing 

aspirations. In general, the higher the social class, the higher 

are the aspirations (Jones 1965, p. 20, Kohn 1963). This relation

ship holds with intelligence and sex controlled (Sewell, Haller 

and strauss 1957) • 

Even though social class will be held constant in this 

study, in that only students of working class origin will be 

studied, it is relevant to describe the most important relation

ships of social class to aspirations. The question posed is: 

what are the conditions under which the aspirations of lower 

class students are raised or lowered? 



That individual or subgroup ambition is.neither an 

absolute nor a unitary concept has already been discussed in 
r 
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the theoretical section on achievement and aspiration. Thus it 

was seen that aspirations of lower class members have .to be seen 

as relative to the accessibility of the goal (Keller and 

Zavalloni 1964) and that the content of the ambition of different 

classes also varied (Mizruchi 1964). These considerations 

partially explain the contrary findings about the presence or 
. 

absence of success strivings among the working class. 

Findings have included: lower n Ach scores among lower 

classes (Rosen 1956), lower representation of the lower class in 

high intelligence groups (Havighurst et al 1962), lower educa-

tional and occupational aspirations of lower class students 

(Siemens 1965, Stephenson 1957, Empey 1956, Breton and McDonald 

1968, Sharp and Kristjanson tno dat§7, Pawalko and Bishop 1966, 

Martin 1967), lower proportional representation of lower class 

students in the upper school years and in college (Baby et al 

1969, Bélanger 1961, pawalko and Bishop 1966, Havighurst et al 

1962, Sewell and Shah 1967) , higher drop out rates in the lower 

classes (Sharp and Kristjanson LOo dat~, J. Tremblay 1961, Hall 

and McFarlane 1962, Sewell and Shah 1967), equal representation 

in upper years of high school by class resulting in class segre-

gation in respect to school quality in Puerto Rico (Sussman 1968) , 
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lower value placed on formaI education by the lower class 

(Hyman 1953) , poorer articulation of academic activity with 

future status for lower class student (Stinchcombe 1964), greater 

gap between earlier occupational aspirations and occupational 

achievement in the lowest class (Mizruchi 1964, p. 87), greater 

gap between occupational aspirations and expectations in the lower 

classes (Stephenson 1957, Morland 1964), lower propensity to take 

risks for a higher occupation in the lower class (Hyman 1953) , 

lesser stress of ambition in the child rearing of the lower class 

(Inkeles 1960), emphasis on increasingly ascribed parochial and 

expressive roles as one moves down the status ladder (McKinley 

1964), a stronger influence of maternaI relative to paternal 

influence in the lower class (Bennett and Gist 1964) • 

On the other hand, it has also been found that there is 

little variation among social classes in aspirations or plans 

(Bennett and Gist 1964, Morland 1964), there is no difference 

between classes in deferred gratification (Turner 1964), there 

is a greater importance assigned to, "getting ahead in life" by 

lower class respondents than middle class ones (Mizruchi 1964) , 

there is a greater instrumental perception of education by the 

lower class (Mizruchi 1964, p. 79), there is a greater occupa

tional primacy for the lower class (Kahl 1965) • 
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Since most authors conclude, as does Charters (1963, 

pp. 739-40) that: "to categorize youth according to the social 

class position of their parents is to order them on the extent 

of their participation and degree of success in the American 

educational system", and that this can now be regarded as an 

empirical law, one must examine the mechanisms that bring this 

about, particularly as there is sorne evidence of high early 

aspirations among lower classes. Of particular inteEest are 

also those deviant cases, where certain social factors have been 

linked with high aspirations and/or achievement for lower class 

children. These mechanisms fall under the headings of: 

~) class linked parental values and their effect on child rearing 

2) class linked teachers influences, encouragement or discrimi

nation 

3) class linked peer influences, also often discussed under 

. "neighbourhood effects" or "school climate". 

For reasons of space, the review of this literature is not 

included here. 



CHAPTER II 

METHOD 

The data for this study was gathered by observation, 

interviews and a questionnaire survey. 

The fieldwork was carried out by two observers, one 

in the English school and the author of this thesis in the 

French school. During a period of six months in 1968, the 

observers spent three to four days each week in the schools, 

observing the daily routine of the students in and out of the 

class rooms, as quasi-participants. Numerous interviews with 

administrators, teachers and students, were also conducted. 

In addition, a questionnaire was administered to the 

graduating class of each school. The questionnaire (as weIl as 

the interviews) had the double purpose of having the students 

act as both subjects and informants. 

Copies of the English and French version of the question

naire are included in the appendix. In addition to questions 
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formu1ated specifica11y for this study, items from Breton and 

McDona1d (1967), strodtbeck (1958), Stinchcombe (1964), and 

Coleman et al (1966) were a1so used. 
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CHAPTER III 

THE SCHOOLS. A· DESCRIPTIVE ANALYSIS 

l INTRODUCTION 

The observation of the English and the French high 

schools over a period of six months yielded a quantity of des

criptive data. Drawing on this information, as weIl as on the 

data obtained from a questionnaire administered to the llth grade 

in both schools (see appendix), the two schools are compared here 

in an attempt to discover what the variations, within the overall 

constraints of government directives, reveal about possibly 

differential value hierarchies. Questions to be asked are: 

How are the observed responses of the students related to the 

particular features of their school? What are the sbructural 

supports for the development of an achievement orientation? 

What is the-hidden curriculum? What possible value difference 

between the English and French populations are revealed or at 

least hinted at by the organizational features of the schools? 

-61 



In the descriptive analysis that follows, there will 

be an atternpt to dernonstrate that sorne differences between 

the values of French Canadian and English Canadian society are 

reflected partially in the two school organizations which were 

investigated. 
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Different school aspects that could affect occupational 

orientation mainly lie in the areas of independence training, 

organizational experience, competition versus cooperation, 

differential stress on primary as against secondary relation

ships, and reliance on achievement as against ascription. 

As a point of reference, the detailed differences and 

similarities between the French and the English school are 

summarized in a table (Table 1). At the end of this chapter, 

a table summarizing the differential characteristics will be 

found (Table 3) • 
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Table l 

Characteristics of the Two Schools 

(+ : present; - : absent) 

l Administrative policies and general school characteristics 

French English 

1. Similarities 

SUbject promotion 
Polyvalence for grade 11 
Stress on vocational function 
stress on custodial function 
Stress on acadernic achievement 
perrnissiveness toward discipline 
Atternpts to relieve monotonous routine 

2. Differences 

Highly visible division into college 

+ 
+ 

preparatory and non-college preparatory ~ 

Organization into classes ~ 

stress on athletic achievernent 
Stress on students interpersonal relations + 
stress on religion + 
stress on altruism 
perrnissiveness towards physical 
gratification + 
Explicit rules + 
stress on competition and individual effort 
Stress on cooperation, tearnwork + 
stress on extracurricular activities 
All-pervasive adult control t 
Face to face ~ommunication downward to 
students + 
Written communication downward to students 
stress on pleasing students farnilies t 
stress on gaining status for the school 
in the wider society 
Monotonous routine + 
stress on health 

+ 
+ 

... 
+ 

~ 

+ 

+ 

+ 

+ 



Table 1 (cont'd) 

II Students 

1. Simi1arities 

Large proportion of working c1ass and 
farming background 
Student social e1ite (status system) 
Independence from administration 
Hedonism 
Stress on materia1 possessions 
Studiousness 
Cultural interests 

2. Differences 

Opportunity for gaining organizationa1 
experience 
Opportunity for interaction between 
students outside of schoo1 hours 
Active student self government 
Free elections to student 
government 
Support from administration in 
conf1ict with teachers 
Respect for authority, docility 
Altruism 
Stress on popu1arity 
Fami1iarity towards adults 
Harmonious boy - girl relations 
Abi1ity to manipu1ate bureaucratie 
channe1s -
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French Eng1ish 

+ 

++ 

+ 

+ 

+ 

+ 

+ 

+ 

+ 
+ 
T 
i' 

+ 

+ 



Table 1 (cont'd) 

III Teachers 

1. Similarities 

Predominantly young 
Equal proportions of men and women 
Sorne nuns 
Social distance towards students 
Autonomy in respect to teaching 
High academic qualifications 

2. Differences 

Same class background as student 
Similar geographical origin as student 
Sorne brothers (religious orders) 
Participation in student extracurricular 
activities 
Participation in student extracurricular 
activities, nuns and brothers 
Cultural interest 
Similarity of interests with students 
Active teachers council 
Support from administration in conflict 
wi th students 

IV principal 

1. Similarities 

Maintains detailed control over students 
Openness to innovation 
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French Engl ish 

+ 
+ 
+ 
~ 

+ 

++ 
+-t 
t 

+ 

t 
+ 

+ 
+ 
+ 
+ 
+ 

+ 
-1-

+ 

+ 

+ 

+ 
+ 



• Table 1 (cont'd) 

2. Differences .. 

Maintains mainly paternalistic authority 
Maintains mainly bureaucratie authority 
Attempts cooptation of leaders 
Delegation of· authority to teachers 
Support of students against teachers 
Support of teachers against students 

V Chaplain 

Differences 

Active interest and participation in 
students'extracurricular activities 
Strong expressive leadership 

VI Guidance department 

1. Similarities 

Stress on further education 

2. Differences 

Stress on college attendance 
Practical, concrete career 
information 
Reliance on test results 
Reliance on students career preferences 
Concern with financial me ans for further 
education 
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French English 

+ 

+ 

+ 
+ 

+ 

+ 
+ 

+ 

+ 
+ 

+ 

+ 
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Table 1 (cont'd) 

French English 

VII School - Community Relations 

1. Similarities 

Parent participation 

2. Differences 

High status school board and community 
Occasional strong community pressures 
on school 

II HISTORlSAL BACKGROUND 

+ 

t 

Historically, the English high schools have a tradition 

reaching back to the founding of the Quebec tbwn. Academy in 

1852, while the French high schomls probably scarcely go back 

ten to fifteen years. This situation is reflected in the 

educational background of the parents of the 1968 llth year 

class in the two Bchools. This information was obtained from 

the questionnaire filled out by the students. 
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Table 2 

Education of parents 

-
French Eng1ish 

~ighest education obtained Father Mother Father Mother 

sorne pr imary'" 56.18% 32.58% 9.02% 7.38% 

finished primary 21.35 30.34 13.93 8.20 

sorne high schoo1 7.87 17.98 24.59 22.13 

fini shed high schoo1 0 6.14 15.57 18.03 

part of Collège Classique 4.49 0 - -
'. 

more than High Schoo1 2.25 Il.15 22.14 24.60 

..... 

no answer/don't know 7.86 1.81 14.85 19.66 

TOTAL 100.00% 100.00% 100.00% 100.00% 

It can be seen that 77% of French fathers as against 22% 

of Eng1ish fathers (or at most 37% if the lino answers" are added) 

did not go beyond primary schoo1. French mothers have more edu-

cation than French fathers, whi1e Eng1ish parents are approxi-

mate1y equa1. Co-education is a1so very recent in the French 

schoo1, ,having been instituted on1y approximate1y five years ago, 

whi1e the Eng1ish boys and girls have shared the same schoo1 bui1d-

ings, if not a1ways the same c1ass rooms, for a very long time. 
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III PHYSlCAL CHARACTERISTICS 

The French high school was at the time of the study in 

its last year of operation in its building, while the new large 

regional polyvalent high school was being completed. It had a 

student body of three hundred and thirty, and shared a building 

with the French and English catholic elementary schools, right 

in Quebectown •. The administration of the elementary and high 

school sections were however completely separated. It was a 

regional school however in the sense that it drew a student body 

from several communities. Many students had attended either the 

elementary grades or elementary and sorne high school grades in 

smaller local schools and looked upon Ste.Anne as a lacge 

regional high school. While it seemed so large to the students in 

a relative way, it was actually dwarfed by both the new English 

Regional high school which was already operating and the French 

one just being built. The facilities of the English high school, 

in its plant serving 1,000 students approximately, with its 

laboratories, library, gymnasium, auditorium, cafeteria, and 

vocational shops were incomparably superior to the old Ste.Anne 

school, but similar to the new Ecole Erne"st Dupuis. The sprawling 

brand ·new English high school is in the open country near Maple

town, but too far from town to permit easy access on foot. It 

serves the former students of the English Protestant and English 
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Catholic smaller local high schools of approximately six 

localities. 
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The geographical location of both schools made it 

difficult to operate extra-curricular programmes after school 

unless special arrangements for buses were made. In addition, 

transportation problems lengthened the school day by as much as 

two to three hours for many, if not most, of the students. 

IV THE STUDENTS 

A. structural Characteristics 

In both schools, the occupational background of the 

students' father is approximately one-third manual working class, 

one third farmers and 7% white collar at the French school and 15% 

white collar at the English school. 

AlI of the students at the French school are French 

Canadian and Catholic, while the English school student population 

is approximately 90% Anglo-Saxon, 3% French Canadian and 7% of 

continental European origine The religious distribution at the 

English school is approximately 70% Protestant, 26% Raman 

Catholic and 4% "other". There are 65% girls and 35% boys at 
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the French school in grade Il and 54% girls and 46% boys in the 

whole French high school, as against a 50 - 50 proportion at 

the English school in aIl grades. In both schools, about half 

the students come from towns and half from the open countryside. 

In the English school, the lIurban li students include about 15% 

from the city ofll1ractoFYY~lle". 

B. InformaI Organization 

Unlike many schools described in the sociological 

literature, neither the French nor the English school had a 

dominant clique. This absence of a social status system is 

however characteristic of working class schools. InformaI orga-

nization was further constrained by the fact that the students 

dispersed to geographically separated areas after school. As a 

result, students in both schools formed friendships based on 

common neighborhood. Whatever cliques there were, consisted 
.,; .. -

usually of students who had previously attended a local ele-

mentary or high school together. None of these neighborhood 

groups however occupied an elite position vis-à-vis the others. 

There was however a slight tendency for regional groups to 

specialize in, or at times almost to monopolize, certain activi-

ties. For instance, the students from given towns or areas would 

predominate"" ànd excel in sports, or music, or academic perform-
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ance or cultural interests as compared to the students from 

another town. This QJas usually related to a tradition in their 

local schools and/or communities. All the above characteristics 

refer to bothJschools. 

In neither school, was there a clear cut system of 

informal rewards and a student did not gain superior status on 

the basis of his family's socio-economic status. Clothes, looks, 

popularity with the opposite sex, spending money, and academic 

or athletic ability did not result in enhanced status. students 

mainly valued vague characteristics which were quite widely dis

tributed and difficult to measure or rank, such as "having a 

good personality" in the English school and being open and unpre

tentious and up-to-date at the French school. 

C. Behaviour 

In both schools, most students behaved willingly in 

conformity with adult demands. There seemed to be more day-to-

day aggressive or disrespectful behaviour towards sorne teachers 

at the French school, especially on the part of girls. There 

was also more general familiarity towards teachers and office 

staff at the French school. 
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Boy-girl, relations among the students at the English 

school were characterized by dating or ordinary friendly platonic 

relations, but at the French school there was often hostile 

behaviour by a group of one sex against a group of the other. 

This was felt to be a problem by the teachers and adrninistrators 

at the French schooland they sought to r~edy it through class 

retreats. 

In the English school, there was an association for both 

sexes between drinking, smoking, driving cars, going steady and 

poor school performance on the one hand and refraining from 

dating, belonging to church groups or engaging in other "respect

able" behaviour, and ;.nterest in acadernic performance on the 

other hand. In the French school, this split was more noticeable 

between the sexes, with the girls being more conformist, docile 

and academically oriented on the whole. 

students who could not fit into the two school systems 

dropped out. The most frequent "deviant" activities for boys 

in both the French and English populations in the area was 

speeding and drinking, resulting in many traffic deaths. 

The students in the French school operated less camfortably 

in a formaI bureaucratic organization and found it more difficult 

to manipulate formaI channels of c0mmunication than did the English 

students. 



D. Anterests, attitudes and values 

In both schools, the students on the whole showed 

little interest in their studies. They had an instrumental 

orientation, without much intellectual- interest. The French 

students, but not the English ones, worked more and better in 

those subjects which they defined as important - mathematics, 

English, French and science. Among the boys of working class 

or farming origin, the English students passively submitted to 

spending the necessary amount of time in school, mainly in order 

to get a diploma in the end, while the French seemed more 

actively concerned with training for definite occupations. 

In both schools, students were mainly concerned with 

having a good time, with few IIcul tural ll or outside interests. 

In the French school, the students seemed quite obsessed 

with raising money for varying projects, aIl concerned with their 

own enjoyment and never charity or ideological causes. 
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V THE TEACHERS 

A. structural Characteristics 

In both schools, the men teachers were slightly more 

numerous and in the French school, the teachers were younger on 

the average. There were a few nuns and teaching brothers in the 

French school and a few nuns in the English school. 

There may have been more teachers in the French school 

who did not have the required qualifications. Both schools were 

handicapped in the recruitment of teachers by their distance 

from large cities. The moderate turnover rate was about the same 

at both schools. The teachers at the French school were more 

similar to their students in terms of class background and rural 

origin. 

B. Behaviour 

In both schools, most teachers maintained social distance, 

but there seemed to be greater resentment of this on the part of 

the F.rench students. 

There was active interest and participation in union 

bargaining among the English and French teachers. 
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C. Interests, attitudes and values 

The values and interests of the teachers at the French 

school were quite similar to those of their students, while the 

English teachers surpassed their students in cultural interests 

and pursuits. 

VI POWER AND AUTHORITY STRUCTURE 

To keep from any attempt to generalize too widely from 

the data, one has to start by asking to what extent the differ

ences in the two schools were due to the idiosyncratic personal 

characteristics of the two principals. Under the Quebec educa

tional systems, principals have still quite wide discretionary 

power to set the tone in their schools. By chance, these two 

men embodied almost perfectly the popular stereotypes of a 

French - and an English Canadian. The French principal achieved 

control by paternalistic personal authority and conscious poli

tic al manipulatmon. He always strove to maintain close contact 

with the teachers, the students, the board and even the mainte

nance personnel. The English principal was rather autocratie. 

He attempted to maintain authority mainly by virtue of his office 

and kept distance from both teachers and students. 
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Despite their traditional methods however, neither 

principal seerned to resist innovations, but on the contrary was 

quite ready for changes in education. 

Keeping in mind this possible personal effect, a quali

tative analysis of the overall power and authority structures' 

will be made nevertheless. 

A. The Principal at Ste. Anne 

!n the French school, the principal was clearly in 

control and maintained his authority by paternal autocracy 

which was perceived to be benevolent by the teachers and students. 

He forrnally delegated very little power to the teachers, but they 

were autonomous as to the teaching, and the maintenance of order 

within their classroom walls, as long as there was no overt 

trouble. He usually supported the teachers against the students 

in case of conflict. Since the students were said to be extrernely 

docile by the teachers, and this was supported by observation, 

things ran smoothly on the surface. The two vice-principals, 

especially the one in charge of student discipline and attendance, 

bore the brunt of conflicting dernands by teachers, students and 

parents. Public relations were handled by the principal. The 

administration, teachers and chaplain agreed that students are 



not capable of organizing activities such as dances and fund 

raising drives on their own and are always in need of adult 

supervision. As a result, there were no free elections of 
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student governrnents,but rather manipulated elections and co

optation of possible leaders. Very close control was kept over 

the minutest details of student activities. All this took 

place however in an atmosphere of corddality and seemed to 

be accepted as the right and natural order by the students. 

B. The ~eachers at ste. Anne 

The lay teachers (in both schools there are also a few 

nuns, and in addition teaching brothers in the French school) , 

except for the gym teachers, did not see it as part of their 

function to take an interest in extracurricular activities and 

so invested only a token amount of time as stipulated by their 

contracts. The students perceived and resented this lack of 

interest. Main extracurricular control was therefore exerted 

by the principal, the chaplain, and Qccasionally by the few 

nuns and teaching brothers. 



e 
c. The Chaplain at ste. Anne 

The office of chaplain appears to be an institutionalized 

expressive leadership position in the French school. The personal 

qualities of the incurnbent no doubt affect the effectiveness of 

the leadership and the present chaplain successfully maintained 

his intermediary position between the students, teachers and 

administration. He was well liked by everyone. Unlike the 

assistant principal in charge of discipline, who is also in this 

position with potential role-set conflict, he did not have to 

mete out punishments, but derived his great powers through 

his ability to confer rewards to students, both temporal and 

spiritual. He seemed to be able to assign jobs and responsibilities 

to various students in connection w~th activities organized by 

him. The chaplain, unlike the teachers, seemed to have un

questioned authority of office in this quite devoutly religious 

environment. The principal got rid of the previous chaplain 

because he did not like him, and so had some control, although 

the present chaplain carefully and explicitly maintained himself 

apart from the line organization. 
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D. Student Discipline and Student Government 
at ste. Anne 

Either through necessity or to externalize authority, 

supervision at dances was done by hired policemen and not by 

teachers. 

There was no formaI arrangement for communications between 

administration and students, because there were no assemblies or 

written communiqués. In the absence of an auditorium, improvised 

meetings were held in the entrance hall whenever the need arose, 

and ad hoc decisions were announced. There was no provision for 

feedback from students. There was a nominal teachers' organiza-

tion, but it did not hold regular meetings and had no power. 

Discipline was maintained from above and there was no self-

regulation by the students. In keeping with the overall autocra-

tic regime, student executive positions were nominal, and any 

attempt at autonamy of students was resisted and negated through 

political manipulation. 

E. ste. Anne School and the Community 

The parents were said to be apathetic and did not take 

part in school related activities other than as a token effort in 

the educational w.orkshops demanded by government regulations. 
80 
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The elected school board was not studied but semmed to 

exert sorne power by giving or withholding funds in keeping with 

their view of what is important. There is an impression that it 

was invoked as a higher sanctioning power by the principal when 

it suited him. 

As in the English school,· the local school administration 

is under the control of the higher authorities of the regional 

school commission. 

F. The principal, the Administration and the Teachers 
at Mapletown School 

The administration of the English high school had a very 

permissive attitude towards discipline tending to leave the 

problem of maintaining control to the teachers, retaining however 

the power of veto. The teachers felt that the administration 

always upheld the students against the teachers, in contrast to 

the situation in the French school. The teachers perceived the 

principal as an old-fashioned administrator who gives orders to 

his teachers and expects they will obey without question. The 

teachers felt that they were partners in the operation of the 

school and that they should be consulted on decisions and not 

have thern handed down from above. The English teachers, in 

contrast to the French ones, had a well organized teachers' 
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council. In the two schools then, essentially the same situation 

of autogratic decision making by the principal existed, but what 

seemed to be accepted by the French teachers was resented by the 

English ones. However, the upholding of teachers against students 

in the French school might have made for a greater sense of 

partnership between teacher and principal there. The English 

students were apparently as docile as the French ones. Teachers 

in both schools ascribed this to the rural origin and surround-

ings of these adolescents. 

In the English school, there were also two vice-principals 

and they handled two separate functions, one dealt with the 

teachers and the other with the s·tudents. The principal ran the 

school and set policy, under the direction of the school board. 

He dealt with aIl parents, even in discipline matters, and handled 

aIl public relations. 

G. Student Discipline and Student Government . 
at Mapletown School 

The school policy with respect to rules and regulations 

was to make rules only as it became necessary. There was no rule 

book for students or teachers to refer to and this was a frequent 

complaint of the teachers, who claimed that they didn't know what 

was allowed and what was not. 
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There was greater opportunity for the learning of 

democratic processes at the English school,with free elections 

to the student council. These offices were not nominal and they 

entailed definite responsibility. There were however definitè 

limits here also to student autonomy) and rules were frequently 

imposed by the principal on student run events. 

There was no self-regulation of discipline such as a 

prefect system. There was a greater repertoire of elective 

offices for students and there was more opportunity to learn both 

parliarnentary procedure and the organization of activities in the 

English schools as compared to the French. AlI school activities 

were assigned teacher advisors and, depending upon the approach of 

the particular teacher, the autonomy of these student organizations 

varied along a continuum of dependent to independent behaviour. 

Students did not stand up to teachers' dominance, but)conversely, 

there was also no overall policy of adult contro~ such as was 

found at the French school. Teachers saw it as a matter of 

course that they should assume, as part of their job, responsibi

lities connected with extra-curricular activities. They resented 

it only when they had to act as what they called "bouncers" at 

school dances. 

Even though there was an auditorium, which was absent at 

the French Bchool, there were no formaI assemblies. Rather than 
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at face to face meetings, information at the English school was 

communicated to the students, as well as to the teachers, mainly 

through a stream of written communiqués. The daily bulletins 

were also used for teacher - student and student - student 

communication. In addition,much use was made of the intercom 

system without regard to the disturbance of classroam teaching. 

H. Mapletown School and the Community 

Since the English dispose of more positions of power 

than do the French in the community, the English school board 

consisted of individuals with greater organi·zational experience 

and power, and higher education, in contrast to its French 

counter-part. In consequence, it exerted more influence on its 

school administration. Due to its makeup, however, it might 

have been less representative. of the parents than was the French 

board. 

In connection with occasional controversial issues, 

powerful individuals in the English community, who were not 

necessarily on the school board, also felt free to exert pressure 

on the school administration, either ~~rectly or through the 

board. 

The English parents on the whole, except for a small 

professional or managerial elite, were as apathetic, or perhaps 
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as intimidated, as were the French ones, and school - parents 

meetings were very poorly attended. 

I. The Chaplains at Mapletown School. 
Absence of Expressive Leaders 

There was no apparent expressive leader on the English 

side to compare with the chaplain role at ste. Anne. The 

offices of Protestant and Roman Catholic chaplain in the English 

school was nominal. They were appointed probably to smooth the 

transition of the English Cathmlic students to the English 

Protestant dominated school, or at least to mollify their parents. 

The English Protestant chaplain was probably appointed as a 

counterpart to the English Catholic one. The coaches who might 

have filled the role of expressive leaders did not do so. No 

student leaders had arisen. 

VII HIERARCHY OF GOALS AND VALUES IN THE FORMAL 
ORGANlZATION OF THE SCHOOLS 

A. Academic organization 

A comparative analysis of the formal academic organization 

of the two schools,with a view to discovering possible expressions 

of value differences)is not very meaningful. The reason for this 
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is that due to sweeping changes ordained by the Quebec Ministry 

of Education, the English school was organized for subject pro

motion, strearning within each subject, and polyvalence, while the 

French school still had the old classroom organization limited to 

academic subjects. It was known that the latter would be changed 

to the new system in the very next year. The English students 

had spent all their previous years in a non-comprehensive 

traditional school. 

The French school was thus still divided into "general" 

and "scientific" classes, corresponding respectively to the 

terminal high school leaving and the pre-university matriculation 

options of the English system. While these sarne divisions existed 

for the individual students in both schools, they were much more 

highly visible in the French system. However, the difference 

between college preparatory matriculation courses and those 

leading merely to a high school leaving certificate was not some

thing of which either students or teachers in the English school 

were consciously aware. 

Although,in theory, the English students, in the upper 

years, c~uld take vocational subjects and had a wide choice, in 

practice they were limited by their lack of prerequisite sUbjects 

in the lower grades as well as by the constraints imposed on 



schedules by the difficulty of programming varied individual 

timetables, even by computer. 

Given these over-all organizational limits, one can 

examine how the students, teachers and administrators oriented 

themselves and operated within their system. 

In both schools, there was general consensus in respect 
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to achievement ver~us ascription, insofar as students were assigned 

to the options mainly on the basis of marks. The achievement 

criteria were however .contaminated by limits of space, especially 

in the French school, in that students were put into a general 

class because there was no more room in the scientific one or 

vice versa. This phenamenon was especially observed in assign

ments to the more difficult "sciences-math" versus the easier 

"sciences-lettres ll class. There was no preoccupation with over-

or under-achievement in either school. The English students 

were relatively freer to choose their own options. 

The achievement orientation was limited to course assign

ment however. In the French school, where being assigned to a 

"general ll class would be seen by an outsider as being branded a 

failure, since there was no outlet for the graduates of a 

general cosrse, it was apparently not experienced by the students 

in this way. On the contrary, students preferred often to be in 
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classes with easier curricula, especially in respect to the 

more difficult "sciences-math" as against the easier "sciences

lettres". Parents also were said to be favouring the "sciences

lettres" course for their children, since there they would be 

more certain to pass, and since they themselves were only interest

ed in the slight increment in status due to having a child in the 

scientific class. Although the division into "general" and 

"scientific" was meaningful in that it was always mentioned by 

students and teachers, there was no real stigma associated with 

being in a general course. Teachers had a slight preference for 

teaching scientific classes, but this was due partly to the 

more academic orientation of these selected students as weIl as 

to the preponderance of weIl behaved girls in the scientific 

classes as against the more numerous rowdy boys in the general 

ones. 

The policies of both schools were to serve an explicit 

vocational and latent custodial function. Although the lack of 

interest in cultural pursuits on the part of students was 

deplored by isolated teachers in the French and English schools, 

there were no active school-wide efforts to make the students see 

education in other than instrumental terms. The students were 

not intellectually inquisitive. For quite a few students, it was 

also a question of serving time rather than pre-occupation with 

the contents of their courses. 
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Observation of acadernic routines within the classrooms in 

both schools showed that teamwork and co-operation waw,; given 

greater scope in the French school, with individual work really 

only expected during actual exams, while individual effort was 

the norm in the English school. 

B. Guidance, Career Infor.mation 

Both schools were almost exclusively oriented to the 

labour market. They differed however, in that the English guidance 

system maintained the fiction that everyone was going to univer

sity, regardless of ability or cost, whereas in fact only about 

25% of the graduates did so, while the French guidance counsellor 

and the career information teacher were more realistic. The 

English guidance department mainly arranged visits by university 

registrars and disseminated information as to how to apply to 

universities but did not give scholarship or bursary infor.mation. 

The only facts about other jobs or training easily available was 

about secretarial training for the English girls. 

There was more emphasis on face to face counselling at 

the English school with encouragement to plan a career in line with 

the student's own wishes and inclinations. The students were urged 

not to be pressured by parents and the guidance department also 

refrained from exerting an influence. Very little concrete 



90 

practical information about specific occupations was made availa

ble. The guidance department acted as an available source of 

information and guidance if students wanted to use its facilities. 

The French guidance counsellor placed extreme reliance on 

test results, pressuring students to abandon plans in line with 

their own preferences and to switch to careers indicated by the 

results of their aptitude tests. The students reacted to this 

with initial docile acceptance, but later they became puzzled. 

They were on the whole inclined to subordinate their own desires 

to the test results as interpreted by the guidance counsellor. 

Face to face counselling was discouraged by the handing out of 

the test results to groups in public in the classroams. This 

was supposed to increase efficiency. There was also same 

evidence of "cooling off" of high professional aspirations of 

girls by the guidance counsellor but the information teacher 

raised the aspirations of both sexes. 

In the French school, there was an institutionalized 

dispensing of career information in the form of weekly classes 

with a specialist "information teacher". In these classes, very 

specifi.c occupational information was given, often dealing with 

technological or service occupations. In general, the information 

teacher acted as an impassioned advocate of the Protestant Ethic 

and also continueusly encouraged the students to aim for post-
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secondary education usually mentioning CEGEP's or technical 

schools. He was always very aware of the relative cost of 

further training and pointed out free advanced training where 

this was available. University was almost never mentioned. It 

must be remembered however that l2th, not llth year, is really 

the end of high school in the French system and that French unive~-

sities have always been thought of as post-graduate training insti-

tutions. The French information teacher also organized a major 

career exhibition for the student's parents on a week~end. 

C. Extra-curricular Organization 

In both schools, sports were the most important extra-

curricular activities. Here again, however, t~~re was a differ-

ence in aims and emphasis. 

... 
At the English school, there was a stress on competition, 

both intrarnural and interscholastic, and on high visibility 

within the school and in the outside community. It was taken for 

granted that in addition to character building for the individual 

participant, sports activities should further the school spirit 

and the outside reputation of the school. In accordanc9 with 

this, there were such ancillary phenomena as cheerleaders and 

newspaper publicity. 
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In the French school, the supposed effect of sports on 

character was not consciously recognized or pursued by students, 

teachers or adrninistrators, nor was a public image of excellence 

sought. As a result, sports were seen as means for pure enjoy

ment and physical fitness without the element of competition. 

There was a gymnastic display for the parents and a day devoted 

to win ter sports on ice and here again the strev8 was on fun and 

not on winning'or performance. Neither of these latter two 

activities were paralleled at the English school. At the track 

and field day of the English school, only the athletes of 

competitive caliber took part and it was designed to choose 

students who were to represent the school at provincial competi

tive meets. 

The choir of the.English school occupied a position 

which was directly analogous to the sports team. Its importance 

derived from the aims to win in music festivals and so to reflect 

favourably on the school. 

In other extra-curricular activities, there was a greater 

variety at the English school. This was furthered by the avail

ability of bus transportation, for those students staying after 

school to take part in activities, and also by the greater 

willingness of the English teachers to help with other than 

academic matters. 



There 'were a newspaper, yearbook and math, debating, 

public speaking, drama, art, geography, Red Cross, Volunteens 

(i.e. hospital volunteers), chess, biology, photography, and ski 

clubs at the English school and a missionary society, liturgical 

committee, film club, graduation dance committee, and "Boîte à 

chanson" committee at the French one. In the last month of 

school, a literary circle was founded by some students at ste. 

Anne school. 
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There were fund raising drives in both schools but at the 

English school these were usually for the benefit of outside 

altruistic activities, while at the French school, they were 

designed to raise money for the expenses of the students, 

incurred at outings and dances, and for their graduation ring, 

and not for charitable purposes. The more numerous fund drives 

at the French school took the for.m of raffles, fashion shows, 

food sales and dances while the English students raised money 

through a food sale and a poetry magazine. 

There was no provision for late buses at the French school, 

and a half hour a week of school time was allotted for extra

curricular activities. In addition, individual students were 

excused from classes, sometirnes for a considerable amount of 

time, on occasions when they were involved in the organization 

of major events such as religious marches, class retreats, 



fashion shows, art, gym or handicaaft displays, or career 

exhibitions. Once a year,each class went on a retreat for two 

days during school time. 

D. Priorities in the Allocation of Means 

Both the provision of material facilities and the time 
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and energy allocated to various spheres of student life can furnish 

sorne clues on value hierarchies. 

In both schools, academic activities took precedence. 

However, there was very little hesitation to release students 

from classes in either school for extra-curricular matters, such 

as for example the organization of exhibits, shows, dances and 

religious marches at the French school or choir practice, student 

council meetings or sports field days at the English school. At 

the English school, there was in addition frequent interruption 

of class room teaching by intercom announcements. The English 

teachers Qften expressed annoyance at these announcements, or 

at the constant coming and going of students. These complaints 

centered however more on custodial matters and class room control 

than on interference with learning. 

There was a certain displacement of goals at the English 

school connected with the great priority assigned to the matri-
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culation exams. School activities came to a virtual standstill 

for the llth grade, at least a month before the final exams, 

while students stayed home to cram. They were urged to make 

this effort to reflect favourably on the school. This situation 

did not exist at the French school. There, students, with the 

blessing of the administration, still devoted a great deal of 

time to the organization of the graduation dance, a few weeks 

before the exams. They also were required to come to school 

every day and stay until the end of the afternoon, during the 

actual examination period, evenwhen they had only a morning 

exam or none at all. The explanation given was tha~ they would 

not study at home, but even in school they played most of the 

time. At the French school, it was implied, though not stressed, 

that success in exams would benefit the individual student, and 

not the school. 

Among the non-academic activities, the time and means 

allocated varied with the relative importance of goals. 

At the French school, activities and relations with the 

outside world centered on informing and pleasing the immediate 

famili~s of the students. There was little intrusion of the 

wider outside world in the form of charitable or political 

activities. Religion was of utmost importance in terms of time 

and facilities allotted. There was no encouragement of school 
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spirit, but a general tone of co-operation rather than competi-

tion at all levels. There was a definite importance assigned 

to the students having a "good time" at school, with the 

provision of a play room and play materials, such as shuffle 

boards and bean bag games. These play facilities were much used, 

ev en by the llth grade students, possibly to counteract the effect 

of long monotonous hours spent in class with much memorization 

and frequent study periods. Physical gratification was encouraged 

by the liberal availability of soft drinks and candy at all times 

within the schoolrand the permission to smoke, except in the 

actual school building. Health was of little importance. There 

was no school nurse. There was no atternpt to encourage healthy 

eating habits at lunch, rather the opposite. There was one day, 

the winter sports day, set aside for permissive relaxation, when 

the barriers between teachers and students were lowered. All 

members of the school were very camfortable in this situation 

of decreased social distance. 

At the English school, there was less concern with 

parent-school relations, but rather a stre'S's on interscholastic 

competition and thus on a high status in the wider society. 

There was a somewhat stronger awareness of economic and other 

disparities and a correlated'obligation to do something about 

this, than there was at the French school. Religion was of 
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minimal concern and there were merely a few token concessions 

to the Catholic minority in the school. The sports facilities 

provided were those that could serve the public image and there 

were none that would serve merely to amuse the students. The 

school day at the English school was not as monotonous and also 

the idea ... of allocating amusement facilities did not ev en seem to 

occur to anyone at the Engl~sh school. Eating and drinking, 

except in the cafeteria at lunch time, was forbidden and there 

were no provisions for the vending of soft drinks or candy. 

There was however a much greater effort to provide healthy and 

varied lunches and a school nurse was on constant duty. There 

was strict interdiction of smoking, supposedly for health reasons, 

and indeed there was absolutely no place where students could 

smoke. In contrast to the French school, members of the athletic 

tearn were forbidden to smoke altogether. 

There was, at the English school, a period set aside for 

institutionalized expressive licence, at the school carnival, but 

it went out of control and turned into aggression toward the 

teachers. The English carnival activities lasted for several days, 

whereas the French school only set aside the one day. 



E. Positive and Negative Sanctions 

There waso no formaI system of reward for academic achieve

ment in either school. Marks were neither publicized nor hidden 

and no great importance was assigned to them. Only unusually 

brilliant performance in the matriculation examination was given 

sorne publicity at the English school. There were athletic 

awards in both schools, but they were relatively more important 

at the English school. Popularity and a combination of appearance 

and popularity were rewarded at the English school through election 

to student government positions and as carnival princess and 

prince respectively. A~ the French school, election to student 

government office was a reward for responsibility, co-operation 

with the administration and organizational ability. French class 

representatives and graduation dance committee members were 

elected mainly on the basis of popularity. In both schools 

executive positions and membership in organizational committees 

(as weIl as choir or athletic participation in the English school) 

brought mainly the rewards of periodic release fram routine school 

activities as well as very slight increase in status. 

On the whole, the system of rewards favoured competition 

and popularity at the English school and co-operation and organi

zational ability at the French one. Conformity was rewarded in 
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both schools. 

The punishments at the English school ranged from being 

scolded at the office, sent out of class, or being given a 

detention, to temporary or permanent expul~ion. The detention 

system was instituted by sorne teachers against the will of the 

administration. The offences most often punished at the English 

school dealt with appearance, such as boys having long hair, or 

not wearing ties, and with destructiveness, smoking, or skipping 

school. 

The most frequent punishment at the French school was 

being made to copy long passages or being given essays to write. 

Students were also often sent out of class, which resulted in 

scoldings by the principal or vice-principal. There was no 

detention system and extreme dis obedience was punished by 

temporary expulsion. The offences most often consisted of 

rowdy behaviour and rude or very disrespectful remarks to 

teachers. There was occasional skipping of school. Disobedience 

of rules dealing with appearance rarely resulted in punishment. 



VIII CONCLUSION 

Certain of the described features which differentiate 

the French and the English schools stand out as possibly bearing 

a relation to aspiration and achievement. Among these, one can 

point to the greater stress on competition at the English school 

as weIl as the more numerous opportunities to train for inde

pendence and for manipulation of organizational mechanisms. On 

the other hand, there is more specifie and realistic occupational 

guidance in the French system. The most important similarities 

and differences of school characteristics related to achievement 

and aspirations are outlined in table 3. 
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Table 3 

School Factors Related to Educational and Occupational 
Aspirations and Achievement 

(+ : present; - : absent) 
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French English 
1. Similarities 

stress on achievement 

stress on ascription 

Encouragement of educational aspiration + 

2. Differences 

Independence training 

Organizational experience 

Competition, individual initiative 

Co-operation, teamwork 

stress on primary relationships 

stress on secondary relationships 

DeferraI of gratification 

Encouragement of occupationai aspiration 

Practicai occupationai guidance 

+ 

+ 

t 

t 

+ 

+ 

+ 



CHAPTER IV 

THE STUDENTS AND THE SCHOOLS. A auESTIONNAIRE ANALYSIS. 

I INTRODUCTION 

The observation of the schoo1s and students, the pre1i

minary interviews, and the qualitative ana1ysis as a whole, 1ed 

to a pilot quantitative ana1ysis. Even though the focus on the 

working-c1ass students, for reasons out1ined be1ow, and on the 

graduating c1ass, because they were c10sest to entering the 

labour market, resu1ted in very sma11 samp1es, it was decided 

to proceed neverthe1ess. This decision was taken because this 

study is mere1y a pilot study for a much 1arger inquiry already 

in process. Whi1e fu11y aware that the resu1ts of this question

naire ana1ysis cannot be statistica11y significant, it is 

presented here with the purpose of deepening and extending the 

qualitative ana1ysis. 
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Although percentages are frequently mentioned in the 

analysis, it must be clearly understood that these quantitative 

differences could have arisen by chance. Since tests of signi

ficance would have been pointless for such a small sample, they 

were not carried out. 

II OCCUPATIONAL AND EDUCATIONAL ASPIRATIONS 

Since the stratification system in Quebec is characterized 

by an economic and occupational disparity between the French and 

the Egglish populations, with the latter in a more favoured 

situation (Porter 1965, pp. 91-92, Royal Commission on Bilin

gualism and Biculturalism, Book III, 1969, Part l, ch. l and III) , 

one might expect to find lower occupational and educational 

aspirations among French students. DifferentiaI aspirations of 

ethnic groups in Quebec among adolescents have been studied 

directly only by Breton and McDonald (1967, pp. 95-98 for occu

pational aspirations, pp. 79-81 for educational aspirations). 

They found almost equal educational aspirations and somewhat 

higher English occupational aspirations. In this preliminary 

publication however, there is no control for social class,and 

the higher socio-economic status of the fathers of the English 

students (Breton and McDonald 1967, p. 123, table 100) would 
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account for higher Eng1ish aspirations. 

Most of the avai1ab1e findings dea1 with performance 

criteria such as mobi1ity (De Jocas and Rocher 1968) and schoo1 

perseverance (Whyte 1966, p. 77, Royal Commission on Bi1ingua1ism 

and Bicultura1ism 1969, Book III, Part l, p. 30), both of which 

are lower for the French. Much of the data in this area refers 

to French students on1y and is not ana1yzed from the viewpoint 

of interethnic comparison (Martin 1967, Bélanger 1961, Martel, A. 

1961, Martel, R. 1961, Levasseur and Blackburn a and b 1961, 

Tremblay, J. 1961, Diamant 1961, st. Norbert 1961, ste. Jeanne 

du Crucifix 1961) • 

Those studies which have attempted to show the 1ack of 

fit of French Canadian values with industria1ism (Hughes 1943, 

Taylor 1960) wou1d a1so perhaps have the implication of lower 

French occupational aspirations. 

However, there has a1so been a controversy as to whether 

a change has taken place recent1y in the values of French 

Canadian society (Baby et al 1968, Breton et al 1964, Dion 1966, 

Fa1ardeau 1953, Fortin 1962, 1964, 1969, Léger 1966). Sorne 

research on adu1t workers has indeed shown that French Canadian 

values are compatible with high aspirations and industria1ization 

(Breton and Roseborough 1968) • 
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If, on the other hand, as sorne sociologists and educators 

have maintained, the crucial factor was the 1ack of educational 

faci1ities (Guindon 1960, Lortie 1953, Parent 1963, Porter 1965, 

pp. 171, 182, 188-191, 193, Rocher 1962, Untel 1962), one wou1d 

expect at 1east equa1ly high aspirations among French Canadian 

students as among Eng1ish Canadian ones. The French wou1d on1y 

have 1acked the means in the past to act on these aspirations. 

For aIl these reasons, it seemed to be of great interest 

to attempt to actua11y measure the aspirations of sorne English 

and French high schoo1 students. This was done by means of a 

questionnaire administered to aIl 11th grade students in the 

Eng1ish and French high schoo1s of a Quebec town in the spring of 

1968. The English subjects numbered 122 and the French 90. AlI 

the students at the French schoo1 were French and Roman Catho1ic. 

In the English school, a smal1 number of subjects of French 

Canadian (N: 6 in the working class sample) and of European 

origin (N: 2 in the working class samp1e) were not used for this 

ana1ysis. Most students at the Eng1ish school were Protestant but 

there were also Roman Catholics. Non-French and non-European 

Catholics accounted for 14 cases of the working class sample 

of 42. 

It was decided to focus the ana1ysis on the chi1dren of 

working class fathers, because it is among this group that one 
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would expect to find the strongest effect of factors acting 

to depress aspirations (Jones 1965, p. 20, Sewell, Haller and 

strauss 1957, Kohn 1963, Siemens 1965, Empey 1956, Breton and 

McDonald 1968, Pawalko and Bishop 1966, Martin 1967). Assignment 

to class was made on the basis of father's occupation. The 

categories were: white collar, blue collar, and farmer. The 

children of blue collar fathers were placed in the working class 

sample. 

A. Occupational Aspirations 

The indicatmra for occupational aspirations were the 

answers to two questions. The first one "If you really had 

your choice, what type of work would you most like to be doing 

ten years from now, which, in French, reads: "Si vraiment vous 

aviez le choix, quel genre de travail aimeriez-vous faire le 

plus en dix ans" yielded an indicator of ideal aspirations 

(Table 4). Both the French and the English version mention 

"work". The second question, which followed the first one 

immediately in the questionnaire, read: "Realistically, what 

do you really think you will probably be doing ten years 

from now", and in French: "De façon réaliste, qu'eÈt-ce que tout 

probablement vous ferez comme travail en dix ans Il , and yielded 
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Table 4 

Ideal Aspirations 

Workinq Class 

Occupation aspired to: 
French English 

Boys Girls Boys Girls 

I. Managerial 
Professional 53.33% 55.55% 53.33% 52.94% 
Technical 

II. Clerical 
Sales 26,66% 37.03% 26.66% 29.41% 
Service & Rec. 

IIJ:. Transport & Comm. 
:clraftsmen 13.33% 3.70% 13.33% 
Production Process 

v. Farmers 

Married Il.76% 

Don't know 6,66% 3.70% 6.66% 5.88% 

TOTAL: N: 15 27 15 17 
100% 100% 100% 100% 

an indicator ... of actual expectations (Table 5). It is important 

to consider aspirations and expectations separately, since 

empirical investigations have often shown that aspirations are 
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JI'able 5 

Actual Expectations 

Working Class 

Occupation expected: French English 

Boys Girls Boys Girls 

I. Managerial 
Professional 33.33% 42.30% 37.50% 10.52% 
Technical 

II. Clerical 
Sales 20.00% 38.46% 18.75% 21.05% 
Service & Rec. 

III. Transport & Comm. 
Craftsmen 6.66% 25.00% 
Production Process 

v. Farmers 

Married 57.89% 

Don't know 40.00% 19.23% 18.75% 10.52% 

TOTAL: N: 15 26 16 19 
100% 100% 100% 100% 

norma11y higher than actua1 expectations with aspiration 1ess 

affected by c1ass (Stephenson 1957, Baby et al 1968, Mizruchi 

1964, p. 9). Through an oversight, the Eng1ish question about 
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actual expectations do es not refer to "work" whereas the French 

one does, so that many English female respondents mentioned 

marriage while the French girls confined themselves to occupational 

choices. One cannot therefore decide whether this reflects a 

real difference or one related to the form of the question. 

However,' the answers to the question about ideal occupational 

aspirations which mentions work still has 11% of the English girls 

choosing marriage while none of the French girls fail to choose 

labour market alternatives (Table 4) • 

The ideal aspirations are higher and more definite than 

actual expectations (Tables ~ and 5) • 

Since the French sample of the working class had a pre

ponderance of girls (French working class: 16 boys, 27 girls) , 

while the other categories were approximately equal (although not 

all sUbjects gave usable answers to all questions), it is important 

to control for sex differences in aspirations. When this is done, 

the ideal aspirations of English and French working class boys are 

remarkably similar (Table 4). Their actual expectations (Table 5) 

vary in the much larger proportion of English boys than of French 

boys expecting to work in an occupation of Category III and of 

French boys who don't know what they will actually be doing. 

This might mean that the English boys, whose actual expectations 
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are no longer in occupational categories l and II (as against 

their ideal aspirations), placed their answers in category III, 

while the French boys, unwil1ing to accept this alternative, but 

doubting their attainment of categories l and II, gave answers 

of "don1t know". The "don't know" proportion is 1arger for both 

French and Eng1ish in table 5 than in table 4. 

Because of the already mentioned difference in the 

wording of the actua1 expectation indicator, it is not very 

meaningfu1 to compare the English and French girls in table 5. 

For the ideal aspirations, the working c1ass girls of both ethnie 

groups have fairly similar aspirations. Here again, the resu1ts 

are confounded by the 11% of Eng1ish girls (as 0% French) who 

answered "married" even though asked what sort of work they would 

like to be doing ten years from now. This, though, might represent 

a rea1 difference "ln attitude between English and French girls 

towards the labour market. 

Breton and McDonald (1967, tables 66 and 67, p. 101) found 

a slight1y higher proportion of Eng1ish girls planning to work 

before and after they were rnarried, but since they did not control 

for SES their English sample cornes from a higher socio-economic 

group on the who1e. Our on1y question in this area (asked of girls 

only): What do you plan to do after you are out of high schoo1 
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1. Help at home, 2. marry right away and not work, 3. marry 

right away and,get a job, 4. get a job, 5. further my educa

tion, 6. undecided, 7. other (please specify), brings in the 

question of education "and only refers to the period right after 

high school and not to the one in ten years as in the aspiration 

question. The answers to this question (totals for all classes) 

show negligible differences between the English and French girls. 

When controlled for social class, the results for the working 

class girls (Table 6) show a slightly higher proportion of English 

girls intending to continue their education. However, it must be 

remembered that the French high school education consists of 

twelve years as against eleven years for the English girls. 

To see if the French and English working class girls had 

different models for female participation in the labour market 

after marriage, their mothers were compared in this respect (table 

7). However, this does not throw much light on the question, other 

th an as a possible negative reaction to their mothers example on 

the part of the English girls, since fewer French than English 

mothers work outside the home (67% as against 45%) • 



Table 6 

Plans after High School. Working Class Girls. 

Plans after High Schoo1 

He1p at home 

Marry right 
not work 

Marry right 
get a job 

Get a job 

Further my 

Undecided 

Other 

TOTAL: 

o t" ccupa l.ona 

away and 

away and 

education 

1 SOt t" 

Table 7 

f M th l. ua l.on 0 0 

French 

3.70% 

18.51% 

70.37% 

7.40% 

N: 27 
100% 

ers 0 f k" Wor l.ng C 

poes your mother have a job outside the home? 

French 

Yes, full time 22.22% 

Yes, part time Il.11% 

No 66.66% 

TOTAL: N: 27 
100% 

Eng1ish 

15.00% 

80.00% 

5.00% 

20 
100% 

1 ass G" 1 l.r s 

Eng1ish 

20.00% 

35.00% 

45.00% 

20 
100% 
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When comparing the data for sex differences in aspira-

tion, it appears that French girls have both somewhat higher 

aspirations and less uncertainty than French boys within the 

working class (tables 4 and 5). Among the English, it is 

difficult to compare the levels of aspiration meaningfully, 
, 

because of the high proportion of girls hoping for and expecting 

marriage as their only career. 

B. Educational Aspmrations 

The indicators for educational aspirations were the 

questions: Are you planning further education after high 

school? 1. Yes 2. No 3. Undecided 4. Haven't thought 

about it yeti and: If yes, where do you plan to go? 1. Business 

College, 2. Apprenticeship program, 3. Trade School, 4. Teacher's 

college, 5. Nursing school, 6. Theological seminary or school, 

7. Institute of Technology, 8. 12th year, 9. CEGEP~ 10. College 

or University, 11. other (please specify) . 

The educational aspirations are tabulated in tables 8 

and 9. 
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'Pable 8 

Edgcational aspirations. 
Intentions to continue education. 

WOrking Class 

Planning ft~rther 
French English education after 

high school Boys Girls Boys Girls 

Yes 62.50% 85.18% 7l.42~ 90.00% 

No 12.50% 7.40% 9 .52~ 5.00% . 
=-'-

Undecided 25.00% 7.40% 19 .04~ 5.00% 

TOTAL: N: 16 27 21 20 
100% 100% 100% 100% 

Table 9 

Educational aspirations. 
Type of Education Planned. 

working Class 

Will continue at: French English 

Boys Girls Boys Girls 

High School 
50.00% 43.47% l2th year 

CEGEP, Business College, 
Nursing school', Trade 50.00% 56.52% 26.66% 88.82% 
school, Art school, etc. 

e-. college or University 
73.33% 41.17% inc. Teacher's College 

TOTAL: N: 10 23 15 17 
100% 100% 100% 100% 
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Among the boys, there is a larger proportion of English 

working class males planning further education and a lower pro

portion who are undecided (Table 8) • 

Among the girls, the French working class ones have 

higher aspirations, but these differences are not large (table 8) • 

Girls in both ethnie groups have higher aspirations than 

boys (Table 8) • 

As to specifie plans for further education (Table 9) , 

the differences are probably due to the different structure of 

the French and English educational systems. Although the stu

dents were asked to indicate their plans after high school, 

and in the French system the secondaire V (l2th year) is part 

of high school, and were furthermore asked to indicate as many 

responses as necessary (in whioh case, the highest educational 

choice was the one coded), one cannot really decide that the 

French educational plans are lower. They merely show that the 

English choices indicate the traditional University orientation 

and the lack of English CEGEP's at the time, as well as the 

fact that l2th year was not required for English University 

entrance. For the French students, this question does not 

permit to differentiate pre-university from terminal CEGEP 

courses. 
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The on1y between sex difference is in the Eng1ish working 

c1ass sarnp1e, where the boys have higher educationa1 aspirations 

than the girls (73% of males as against 41% of fema1es planning 

to attend co11ege or University. 

C. Conclusion on Occupational and Educationa1 
Aspirations 

The 1eve1 of occupationa1 aspirations of the Eng1ish and 

French students is simi1ar. For these particu1ar subjects then, 

any future economic disparity of the French might not be due to 

their 10wer aspirations. Having made this statement, it must 

however be reiterated that the extreme1y sma11 sarnp1e size 

rea11y prec1udes any interpretation of this, as we11 as of a11 

subsequent1y mentioned findings. 

The educationa1 aspirations of the French boys are 

somewhat 10wer than those of the Eng1ish boys, but the French 

girls and the Eng1ish girls have higher aspirations than the 

boys of bath ethnie groups. 



III ATTITUDES COMPATIBLE WITH OCCUPATIONAL AND EDUCATIONAL 

ACHIEVEMENT IN INDUSTRIAL SOCIETY 

The measurement of aspirations alone is not sufficient 

to attempt an understanding of differential mobility and 

achievement. Attention must also be given to those attitudes 

which would be compatible with the optimal use of education as 

a ladder to occupational aChievement,and with achievernent in 

general, in our society. 

For cultural and historical reasons, and because of 

the particular organizational characteristics of the two schools 

described above, it was expected that the working class French 

Canadian high school students of our sample might have a more 

instrumental view of education than sirnilar English Canadians. 

It was also hypothesized that the French students might 

give greater importance to co-operation than to competition 

(i.e. individual initiative and ambition) • 

To deepen and clarify the analysis of differential 

occupational and educational aspirations, the achievement values 

of the high school students were investigated. Rather than 

dwelling on the achievement motive, n Ach, as a personality 
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factor of individuals (McClelland et al 1953, Rosen 1956, 1959, 

Veroff, Feld and Gurin 1962), it is more fruitful for our 

purposes to consider the related concept of achievement orien

tation, i.e. the holding of values associated with achievement 

among cultural groupings (Florence Kluckhoba 1950). Responses 

which indicate an activistic, future oriented, individualistic 

point of view are considered those which reflect values most 

likely to facilitate achievement and social mobility (Rosen 

1956) • 

Using the uV scale u as an instrument, the following 

values were found to be especially important for achievement 

in the United States: 

'~. a belief that the world is orderly and amenable to rational 

mastery, that therefore a person can and should make plans 

which will control his destiny, 

2. a willingness to leave home to make one's way in life, 

3. a preference for individual rather than collective credit 

for work done u (Strodtbeck 1958) . 

It is interesting to note that in a recent large scale 

survey, the possession of a feeling of mastery was found to be 

the single most powerful predictive vari~ple for the school 



achievement of 8lack children in the United states (Coleman 

1967, p. 127, Coleman et al 1966, pp. 319-320). 

119 

Achievement value scores have been found to be related 

to high educational aspirations (Rosen 1956) . 

Another dimension which can usefully be considered in 

a study of mobility strivings is the concept of a "hierarchy of 

success goals" (Keller and Zavalloni 1964). For example, such 

symbols of success as education, friends, prestige, job 

security, home ownership, or money are differentially evaluated 

by the members of different classes with material symbols pre

dominating for the lower class and achievement symbols for the 

middle class (Mizruchi 1964, p. 74). 

It was postulated in this study that when social class 

is held constant, a different hierarchy of success goals in 

line with different cultural values might emerge for the French 

and English subjects. 



A. Ambition 

In addition to t~e questions eliciting educational and 

occupational aspirations, there was an additional indicator of 

ambition. The question asked was: What do you consider to be 

satisfactory grades for you? 1. any passing grade, 2. average 

grades are okay, 3. an above average grade, 4. one of the 

highest grades in the class, 5. l really don't care. 

The answers to this question (Table 10) show that the 

French boys and girls are more ambitious than the English ones. 

The sharpest differentiation was between those satisfied with 

an average as against an above average grade. In both ethnie 

groups, the girls are slightly more ambitious than the boys. 

When one then examines the data for school performance 

(Table Il), in answer to the question: How accurately do your 

school marks reflect your real ability? 1. My grades are much 

lower than my actual ability, 2. my grades are slightly 

lower th an my actual ability, 3. my grades accurately reflect 

my ability, 4. my grades are slightly higher than my actual 

ability, 5. my grades are much higher than my actual ability, 

6. l don't know; it appears that there is a considerable 
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'l'able 10 

Ambition for grades 

working Class 

What do you consider French English 
to be satisfactory 
grades for you? Boys Girls Boys Girls 

Any passing grade 12.50% 3.70% 9.52% 5.26% 

Average grades are OK 25.00% 22.22% 57.14% 52.63% 

An above average 
56.25% 55.55% 23.80% 31.57% grade 

One of the highest 6.25% 18.51% 4.76% 10.52% 
grades in the class 

l really don't care 4.76% 

TOTAL: N: 16 27 21 19 
100% 100% 100% 100% 



122 

Table 11 

Schoo1 Performance 

working C1ass 
How accurate1y do your 
schoo1 marks ref1ect 
your rea1. abi1ity? French Eng1ish 

~ôys Girls Boys Girls 

Much lower than 
62.50% 22.22% 

abi1ity 
33.33% 20.00~ 

S1ight1y lower than 
abi1ity 25.00% 44.44% 28.57% 80.00~ 

Accurate1y ref1ect 
6.25% 11.11% 23.80% abi1ity 

Higher than abi1ity 3.70% 4.76% 

Mu ch higher than 
abi1ity 

-
Don't know 6.25% 18.51% 9.52% 

TOTAL: N 16 27 21 20 
100% 100% - 100% 100% ... 
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discrepancy between perfor.mance and ambition for the French 

boys, and that a1though they demand more of themse1ves in ter.ms 

of marks, they apparently do not translate this into action. 

One hundred percent of the 'English girls also report perfor.m

ance below their ability and differ in that respect from both 

the English boys and the French girls. 

One would postulate from this data that the French 

boys would have both a lesser feeling of "mastery" and/or a 

greater alienation from school than the other sbbjects. 

It is obvious that an accurate interpretation of this 

data on school perfor.mance and ambition requires control for 

ability as well as more objective indicators of perfor.mance. 

This will be done in a subsequent 1arger investigation. The 

larger study will also allow for statistical interpretation 

because of the larger sample size. 

B. value Placed on Individual Initiative 

It was hypothesized that French students, in line with 

both the stress on collective life rather than individua1 

ambition in French Canadian society (Falardeau 1960, Minville 

1953, ch. XI, Garigue 1960), and with the organizational 

features of the two schools described above, would eva1uate 
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co-operation as against competition more highly than the English 

students. 

The following question was asked to elucidate this 

point: "The best kind of job to have is one where you are 

part of an organization allworking together, even if you don't 

get individual credit. 1. strongly agree, 2. agree, 3. dis

agree, 4. strongly disagree. 

There appears little difference between the two ethhic 

groups (Table 12). For the boys, there is only a somewhat more 

vehement disagreement with the statement (25% disagree strongly) 

among the English than the French boys. The English girls 

favour co-operation more strongly than aIl the others. 

Along the dimension, co-operation - competition, 

another question furnishes sorne clues (Tables 13 and 14). The 

students were asked to rarik six items: 1. the security of 

steady work, 2. the opportunity for rapid promotion, 3. the 

enjoyment of work itself, 4. working with friendly people, 

5. good pay, 6. status and prestige, in terms of their import

ance for them. Inspection of the relative rariking of promotion 

and of friendly co-workers is of interest here. Unfortunately, 

fully half of the French working class boys did not seem to 
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'Dable 12 

Value Placed on Individual Initiative 

The best kind of job to Working Class 
have is one where you ar'" 
part of an organization French Eng1ish 
aIl working together even 
if you don't get indi- Boys Girls Boys Girls 
vidua1 credit. 

Strong1y agree 6.25% Il.53% 10.00% 26.31% 

Agree 43.75% 42.30% 40.00% 42.10% 

Disagree 50.00% 38.46% 25.00% 10.52% 

Strong1y disagree 7.69% 25.00% 21.05% 

TOTAL: N: 16 26 20 19 
100% 100% 100% 100% 

understand the method for answering this question (circ1ing a 

number from 1 to 6 beside each item), so that an even sma11er 

sample than in the other tables makes interpretation even 

more re1ative1y meaning1ess than for the other indicators. 



There seems to be a tendency for French boys ,and 

girls to place greater stress on promotion than English boys 

and girls respectively. 

In respect to friendly co-workers, English girls 

value these most, followed by English boys, then French girls, 

with French boys putting least stress on this aspect of work 

(Table 14) • 

The evidence thus does not support the hypothesis of 

greater stress on co-operation and less emphasis on individual 

initiative among French students. On the contrary, there 

appears the opposite tendency for English students to value 

co-operation more strongly. 
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Table 13 

Value P1aeed on IIpromotion at workll 

. 
Working C1ass 

Rank of IIpromotionll 
versus other work 
characteristics French Eng1ish 

Boys Girls !Boys Girls 

Rank 1 5.26% 11.76% 

2 37.50% 10.52% 11.76% 

3 15.78% 11.76% 12.50% 

4 50.00% 15.78% 5.88% 12.50% 

5 12.50% 47.36% 41.17% 50.00% 

6 5.26% 17.64% 25.00% 

TOTAL: N: 8 19 17 16 
100% 100% 100% 100% 
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~able 14 

Value Placed on "Friendly Co-workers" 

-

Rank of "working Working Class 
with friendly 
people" French English 

Boys Girls Boys Girls 

Rank 1 5.00% 5.26% Il.76% 

2 14.28% 15.00% 21.05% 41.17% 

3 14.28% 40.00% 31.57% 17.64% 

4 14.28% 15.00% 31.57% 17.64% 

5 42.85% 25.00% 10.52% Il.76% 

6 14.28% 

TOTAL: N: ~ 20 19 17 
100% 100% 100% 100% 



C. Instrumental Use of Education 

A third attitude complex, compatible with occupational 

achievement, is the one related to optimal instrumental use of 

education. If, as is the underlying premise of this investiga

tion, the inferior occupational situation of the French Canadians 

in Quebec is partially due not to differences in aspirations, but 

to previous differences in facilities, it is of gr~at interest to 

examine the instrumental use of education. By this it is meant 

that an attempt will be made to see if French Canadians view 

education as a ladder to occupational achievement to a greater 

extent than do English Canadians, now that schooling is more 

available to the mess of the French working class. 

To find out if the two ethnie groups had a different 

view of education as a mobility channel, they were asked to 

agree or disagree with the statement: "The best way to get 

ahead in life these days is to get as much education as cne 

possibly can". 

If one adds aIl the positive answers, one finds little 

difference. There is maiBly a tendency for the French boys and 

girls to agree somewhat more strongly(Table 15) . 
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'fable 15 

·Evaluation of Education as a Means 
for Mobility 

The best way to get 
Working 

ahead in life these days 
is to get as much French 
education as one 
possibly cano Boys Girls 

strongly agree 56.25% 66.66% 

Agree 43.75% 29.62% 

Disagree 3.70% 

strongly disagree 

TOTAL: N: 16 27 
100% 100% 
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Class 

English 

Boys Girls 

33.33% 55.00% 

57.14% 45.00% 

4.76% 

4.76% 

21 20 
100% 100% 

A related question explores the students' opinion as to 

the most important purpose of high school. Agreement or dis-

agreement with the statement: "The most important purpose of 

high schools is to prepare people for their occupational career". 

For this indicator, French boys and girls show a more instrumental 

view of education than Eng1ish boys and a s1ight1y stronger agree-

ment than Eng1ish girls (Table 16) • 



Table 16 

.Instrumental View of Schooling as a 

Preparation for an Occupation 

The most important ~orking 

purpose of high school 
is to prepare people French 
for their occupational 
career. 

Girls Boys 

Strongly agree 25.00% 48.14% 

Agree 62.50% 44.44% 

Disagree 6.25% 7.40% 

Strongly disagree 6.25% 

TOTAL: N 16 27 
100% 100% 

Class 

Ehglish 

Boys Girls 

19.04% 26.31% 

33.33% 57.89% 

33.33% 10.52% 

14.28% 5.26% 

21 19 
100% 100% 

Two questions explored the students view about the 

relation of particular aspects of education to their future 
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occupational career. One statement read: IIWhat do you think the 

chances are that the things you are learning now will be useful 

in one way or another in your future work? 1. Very good, 

2. fairly good, 3. not too good, 4. not good at all, 
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5. Don't know. Table 17 shows that the French girls expect the 

greatest usefulness of school learning for future work (96.15%), 

followed by the French boys (86.66%) 1 then the English girls 

(84.20~}and last the English boys (70%) 1 when the first two 

answer categories are added together. 

", 

Table 17 

Evaluation of Usefulness of Schoo1 
Learning for Future Work 

What do you think the Working Class 

chances are that the 
things you are learning 

French Eng1ish now will be useful in 
one way or another in 
your future work? Boys Girls Boys Girls 

Very good 26.66% 46.15% 40.00% 21.05% 

Fair1y good 60.00% 50.00% 30.00% 63.15% 

Not too good 13.33% 3.84% 25.00% 15.78% 

Not goOO at aIl 5.00% 

TOTAL: N: 15 26 20 19 
100% 100% 100% 100% 
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One would expect that the most alienation fromschool 

would be found in the group seeing the least chances for the 

use of school learningin future work (Stinchcombe 1964). An 

indicator for this was the number of t~es a student reported 

staying at home without being sick (Table 18). When one adds 

together those staying home often and a few ~irnes, one obtains 

a replication in reverse of the ordering of students according 

to the .. pr9Pottion seeing future use in school learning (Table 19) • 

Table 18 

Alienation from School 

During this year, Working Class 

l have: stayed at French Ehglish 
home without being 
sick. Boys Girls Boys Girls 

Often 26.66% 3.70% 25.00% 

A few tirnes 33.33% 22.22% 40.00% 55.00% 

Once 6.66% 22.22% 10.00% 20.00% 

Never 33.33% 51.85% 25.00% 25.00% 
F 

TOTAL: N: 15 27 20 20 
100% 100% 100% 100% 



1. 

2. 

3. 

4. 

'llable 19 

The -Comparative Ranking of "Evaluation"of 
Usefulness of School Learning" and "Alienation" 

Chances for Stayed at home 
usefulness . of without being 
learning "very sick 

good" and "often" and 
"fairly good" lia few times" 

," 

French girls 96.15% 25.92% 

French boys 86.66% 59.99% 

English girls 84.20% 55.00% 

English boys 70.00% 65.00% 
'" 

The other particular aspect deals with the importance 

of school results. The question was "How important do you 

think your grades or marks will be in getting the kind of job 

Y9U want?" Here, there was general agreement as to the 

importance (Table 20). It will be remembered that especially 
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in the English school there was a great stress on exam results. 



Table 20 

Eyaluation of Importance of School Resulte 
for Getting a Job 

How important do you Working 
think your grades or 
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Class 

marks will be in French English 
getting the kind of 
job you want? Boys Girls Boys Girls 

Very important 62.50% 62.96% 55.00% 35.00% 
~ , 

Quite important 31.25% 25.92% 30.00% 60.00% 

Not very important 6.25% 3.70% 5.00% 

Not important at aIl 3".70% 10.00% 

Don't know 3.70% 5.00% 

TOTAL: N: 16 27 20 20 
100% 100% 100% 100% 

Interesting evidence for the possible displacement of 

goals, i.e. the use of il1ega1 me ans of obtaining high marks in 

the absence of personal or organizational 1egitirnate means, is 

furnished by the data on the œncidence of se1f-reported cheating 

(Table 21). In this respect, there is a striking difference 

between tffie,French and English students, unless the French students 

are more honest in their questionnaires if not in their exams. 
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Table 21 

Cheating in Exams 

working Class 

Dur ing this l"ear, 
l have: French English 

. -
cheated in exams. 

j30ys Girls Boys Girls 

Often 20.00% 5.88% 

A few times 66.66% 51.85% 5.88% 

Once 6.66% 7.40% 11.76% 10.52% 

Never 6.66% 40.74% 76.47% 89.47% . 

TOTAL: N: 15 27 17 19 
100% 100% 100% 100% 

D. Deferral of gratification 

Because of the increasing length of the educational road 

to occupational achievement, the ability to defer gratification 

is an attitude consonant with high occupational aspirations. To 

measure this attitude, students were asked to agree or disagree 

with the statement: nIt is silly for a teenager to put money in 

a car when the money could be used to get started in business 
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or for an education (Table 22). The Eng1ish boys and girls 

and the French girls aIl had quite simi1ar proportions, but 

the French boys showed a 1esser wi11ingness to defer gratifica-

tion (68.75% of French boys disagreed as against 38% of Eng1ish 

boys) . 

Table 22 

DeferraI of Gratification , 

It is si11y'for a 
teenager to put money 

Working C1ass 

in a car when the money 
cou1d be used to get French Eng1ish 
started in business or 
for an education. 

Boys Girls Boys Girls 

Strong1y agree . 6.25% 18.51% 14.28% 10.00% 

Agree 25.00% 48.14% 47.61% 45.00% 

Disagree 56.25% 33.33% 19.04% 35.00% 

Strong1y disagree 12.50% 19.04% 10.00% 

TOTAL: N 16 27 21 20 
100% 100% 100% 100% 



E. Mastery 

previous investigations, not always controlled however 

for social class, have shown a lower feeling of mastery for 

French Canadians, as compared to American white Protestants and 

others (Rosen 1959) and as compared to English Canadians (Breton 

and McDonald 1967) • 

The indicators used here were: Planning only makes a 

pers on unhappy since your plans hardly ever work out (strongly 

agree to strongly disagree (Table 23) i IIWhen a man is bOJ:n, the 

success he is going to have is already in the cards, 50 he might 

as weIl accept it and not fight against it ll (Table 24); and 

"Nowadays with world conditions the way they are, the wise 

person lives only for to-day and lets tomorrow take care of 

itself" (Table 25) • 

For the first item (Table 23), the French boys show a 

somewhat lesser sense of mastery (43.75% as against 33.33% of 

English boys, 30% of the English girls, and 29.62% of the French 

girls agree with the statement) than the other three groups. 
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Table 23 

Mastery 

Planning only makes a Working Class 
person unhappy, since 
your plans hardly French ~nglish 

ever work ou t . 
Boys Girls BOys Girls 

Strong1y agree 12.50% 3.70% 9.52% 15.00% 

Agree 31.25% 25.92% ~ - 23.80% 15.00% 

Disagree 31.25% 44.44% 33.33% 45.00% 

Strong1y disagree 25.00% 25.92% 33.33% 25.00% 

TOTAL: N: 16 27 21 20 
100% 100% 100% 100% 

For the second item (Table 24), there is a larger differ-

ence in the same direction. Here, the French-studehts exhibit a 

distinctly lower sense of mastery, especially the boys. 56.25% 

of the French boys, 34.61% of the French girls, 14.28% of the 

English boys and none of the English girls agree with the 

statement. When one compares the boys of the two ethnie groups, 

there is an especially marked difference between the proportion 

who strongly disagree with the statementj 52.38% of the English 

boys do so, as compared to 6.25% of the French boys. 
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Table 24 

Mastery 

When ~man is born, the Working Cla,ss 
success he is going to 
have is already in the 

French English cards, so he might as 
,weIl accept it and not 
fight against it. Boys Girls Boys Girls 

Strongly agree 15.38% 9.52% 

Agree 56.25% 19.23% 4.76% 

Disagree 37.50% 42.30% 33.33% 40.00% 

Strongly disagree 6.25% 23.07% 52.38% 60.00% . 

TOTAL: N: 16 26 21 20 
100% 100% 100% 100% 

For the third item (Table 25) , the same results are 

obtained. Here, the French girls show an only slightly lower 

sense of mastery than the English students of both sexes, but 

the French boys still indicate a marked lower sense of control 

over their destiny. 
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Table 25 

_Mastery 

Nowadays, w:i.th world working Class 
conditions the way they 
are, the wise person French English 
lives only for to-day 

(" 

and lets to-morrow take Boys Girls Boys Girls 
care of itself. 

strongly agree 6.25% 3.70% 10.00% 10.00% 

Agree 50.00% 18.51% 5.00% 15.00% 

Disagree 25.00% 48.14% 45.00% 30.00% 

Strongly disagree 18.75% 29.62% 40.00% 45.00% 

. 
TOTAL: N: 16 27 20 20 

100% 100% 100% 100% 

F. Independence from parents and community 

Parental training for independence in general is said 

to be associated with achievement. Furthermore, a willingness to 

be mobilisable is considered to be a factor necessary for optimum 

occupational achievement in industrial society. 
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Tbe"iridicator for willingness to transfer loyalty from 

the family of origin to the family of procreation, which can be 

considered a measure of independence from parents in a sense, 

was: "Even when teenagers get married, their main loyalty still 

belongs to their mothers and fathers", (strongly agree to strongly 

disagree, (Table 26). The French students,and especially the boys, 

show a~ronger attachment to their parents than do the English 

students. 62.50% of French boys, 40.73% of French girls, 19.04% 

of English boys and 10% of EnSlish girls agree with the statement. 

Table 26 

"Independence from Parents" and "Marriage" 

Even when teenagers get Working Class 
married, their main 

French English loyalty still belongs to 
their mothers and fathers 

Boys Girls Boys Girls 

Strongly agree 18.75% 11.11% 4.76% 5.00% 

Agree 43.75% 29.6:20J6 14.28% 5.00% 

Disagree 31.25% 33.33% 52.38% 50.00% 

Strongly disagree 6.25% 25.92% 28.57% 40.00% 

TOTAL: N 16 27 21 20 
100% 100% 100% 100% 
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The next indicator: "Nothing in 1ife is worth the 

sacrifice of moving away from your parents" (Table 27) probes 

both independence from parents and wil1ingness to move geogra-

phica11y. Fifty percent of the French boys, 33.33% of the 
,-

French girls, 5.00% of the Eng1ish girls and 4.76% of the 

Eng1ish boys agreed with the statement, showing again greater 

dependence on parents ,as weIl as attachment to the cornmunity on 

the part of f:heFrench studentsi 66.66% of the Eng1ish boys 

as against 0% of the French boys disagreed strong1y. 

Table 27 

"Independence from Parents l and"Geographica1 Mobi1ity" 

Nothing in 1ife is 
Working C1ass 

worth the sacrifice French Eng1ish 
of moving away froIn 
your parents. BOyS Girls Boys Girls 

strong1y agree 12.50% Il.11% 

Agree 37.50% 22.22% 4.76% 5.00% 

Disagree 50.00% 48.14% 28.57% 40.00% 

Strong1y disagree 18.51% 66.66% 55.00% 

TOTAL: N: 16 27 21 20 
100% 100% 100% 100% 
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A greater specification of the relative pull of 

parents versus job opportunities was contained in the next 

question discussed. The students were required to agree or 

disagree with the sentence: IIWhen the time cornes for a boy to 

take a job, he should stay near his parents, even if it means 

giving up a good job opportunity (Table 28). 

Table 28-

Il Independence from Parents 'hnd ~ob opportunitY' 

When the time cornes for 
a boy to take a job, he Working Class 
should stay near his 
parents, even if it French English 
means giving up a good 
job opportuni ty • Boys Girls Boys Girls 

Strongly agree 4.76% 5.00% 

Agree 12.50 9.52% 

Disagree 62.50% 33.33% 19.04% 30.00% 

Strongly disagree 25.00% 66.66% 66.66% 65.00% 

TOTAL: N: 16 27 21 20 
100% 100% 100% 100% 
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Here, there was less difference between the two ethnie 

groups. The girls were quite similar and the English and French 

boys differed--from each other mainly in that the proportion 

who disagreed and disagreed strongly were reversed and there 

was a somewhat stronger independence from parents and willing

ness to move for job opportunities for the English boys. 

62.50% of French boys as against 19.04% of English boys dis-._ 

agreed, but 25% of the French boys versus 66.66% of the English 

boys disagreed strongly. 

Geographical mobilisability was explored by means of 

the indicator: nIf you had a chance for a better job, in 

another area, which would you take?n (Table 29) • 

While the large majority of all the students indicated 

a willingness to move, the English boys showed a slightly higher 

tendency to stay than the others. 
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Table 29 

Il Geographical Mobility" andliJob OpportunitY' 

If you had a chance Working Class 
for a better job, in 
another area, which 

French English would you take? 

Boys Girls Boys Girls 

Would take better 87.50% 85.18% 75.00% 100% 
job elsewhere 

Would stay 12.50% 14.81% 25.00% 

TOTAL: N: 16 27 20 19 
100% 100% 100% 100% 

G. Hierarchy of success goals 

The purpose of examining the relative hierarchy of 

success goals is not to imply that certain goals are more worth-

while than others, but to examine their compatibility with the 

requirernents for occupational achievement in industrial society. 

Thus, for instance, Taylor (1960) identified the preference for 

security over economic risk-taking arnong French Canadian 
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Table 30 

Value Placed on "Enjoyment of Hork" 

working Class 

"Enjoyment of Work" 
French English 

Boys Girls Boys Girls 

Rank 1 57.14% 50.00% 63 ~15% 76.47% 

2 14.28% 31.81% 31.57% 11.76% 

1 

3 28.57% 9.09% 5.26% 11.76% 

4 9.09% 

5 

6 

-.. TOTAL: N: 7 22 19 17 
100% 100% 100% 100% 

businessmen, in contrast to English Canadian entrepreneurs and 

implied that this was dysfunctional. 

The six success goals studied here included 1. the 

security of steady work; 2. the opportunity for rapid promotion; 

3. the enjoyment of the work itselfi 4. working with friendly 



peoplei 5. good paYi 6. status and prestige. The students 

were asked to rank these in order of preference. 
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As was already pointed out, half of the French working 

class boys could not handle the format of the question, resulting 

in an extremely small sarnple and even more severely limiting œnter

pretation. 

with this proviso, we find that the order is roughly as 

follows (from most to least important) - French boys: enjoyrnent, 

security, promotion, pay, friendly co-workers, status. French 

girls: enjoyrnent, security, friendlyco-workers, pay, promotion, 

status. English boys: enjoyrnent, friendly co-workers, pay, 

security, promotion, status. English girls: enjoyrnent, friendly 

co-workers, security, pay, promotion, status. 

Enjoyrnent (Table 30) is most important for aIl groups, 

but somewhat more so for the English. Security (table 3l) is of 

greater importance for the French students than for the English. 

Friendly co-workers (Table 32) are more important for the 

English students, while promotion (Table 33) is of greater 

importance to the French. Pay (Table 34) is somewhat more 

important to the English. Status (Table 35) is of least import

ance to aIl groups, but it is of slightly greater concern to the 

English, especially the boys. 
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Table 31 

Value Placed on "Security of Work" 

!l0rking C1ass 

"Security of Work" French Eng ish 

Boys Girls Boys Girls 

Rank 1 37.50% 45.00% 23.52% 12.50% 

2 25.00% 20.00% 17.64% 31.25% 

3 12.50% 15.00% 11.76% 25.00% 

4 25.00% 10.00% 23.52% 12.50% 

5 5.00% 17.64% 18.75% 

6 5.00% 5.88% 

TOTAL: N: 8 20 17 16 
100% 100% 100% 100% 

Table 32 
Value P1aced on "Friend1y Co-workers" 

Working Class 
"Working with French Eng1ish 
friendly people". 

Boys Girls Boys Girls 

Rank 1 5.00% 5.26% 11.76% 

2 14.28% 15.00% 21.05% 41.17% 

3 14.28% 40.00% 31.57% 17.64% 

4 14.28% 15.00% 31.57% 17.64% 

5 42.85% 25.00% 10.52% 11.76% 

6 14.28% 

TOTAL: N: 7 20 19 17 
100% 100% 100% 100,% 
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Table 33 

Value Placed Gn IIpromotion at Work ll 

working Class 

"Promotion" French English 

Boys Girls Boys Girls 

Rank 1 5.26% 11.76% 

2 37~50% 10.52% Il.76% 

3 15.78% Il.76% 12.50% 

4 50.00% 15.78% 5.88% 12.50% 

5 12.50% 47.36% 41.17% 50.00% 

6 5.26% 17.64% 25.00% 

TOTAL: N: 8 19 17 16 
. 100% 100% 100% 100% 

']able 34" 

Value P1aced on IIpay at Work Il " 

working C1ass 

"payll French Eng1ish 

Boys Girls Boys Girls 

Rank J. 14.28% 4.76% 

2 14.28% 9.52% 5.26% 17.64% 

3 28.57% 23.80% 31.57% 35.29% 

4 38.09% 42.10% - 35.29% 

.5 42.85% 9.52% 10.52% 5.88% 

6 14.28% 10.52% 5.8eo" 

TOTAL: N: 7 21 19 17 
100% 100% 100% 100% 
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-Table 35 

~alue Placed on "status of Job" 

Working Class 

"status" 'French Eng1ish 

Boys Girls Boys Girls 

Rank 1 

2 15.78% 

3 14.28% 5.26% 10.52% 

4 5.26% 18.75% 

5 5.26% 26.31% 12.50% 

6 85.71% 78.68% 57.89% 68.75% 

TOTAL: N: 7 19 19 16 
100% 100% 100% 100% 

From this data, it is difficu1t to ascribe greater 

compatibi1ity with achievement values to either the French or 

the Eng1ish. Whi1e security is of greater concern to the French, 

it is not striking1y so, and on the other hand, promotion is 

more important for them a1so. 



H. Conclusions on achievement attitudes 

To summarize the difference in achievement - related 

attitudes, it appears that the French Canadian students of 

this sample were more ambitious, had a more instrumental view 

of education, valued individual initiative as highly and saw 

more use in school learning for future work than the English 

students. On the other hand, the French were less willing to 

defer gratification, had a lesser sense of mastery and were less 

independent fram their parents than the English. The evidence 

about differences in the hierarchy of success goals was in

conclusive. 

Again, the reader is reminded that the small sample size 

makes any conclusions hazardous, since the differences noted 

above could have resulted by chance. 
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APPENDIX 

ENGLISH QUESTIONNAIRE 

The purpose of this questionnaire is to collect from 

thie year1s grade eleven students as much information as 

possible about their school experienèe and their future plans. 

The questionnaire is part of a study being conducted by the 

Industrial Relations Center of McGill University. Your answers 

to this questionnaire will be held in strict confidence. The 

information you give will serve only for statistical analysis, 

and the only results which will be published will be in terms 

of totals. No one in the school or community will have access 

to your replies. 

1 . Name •••••••••••••••••••••••••••••••••••••••••••••••••••••• 

2. Address .................................................. . 
(Street) (Town) (Country) 

3. Age ••••••.••• 

4. Male ••••••••• Fexnale ..•....... 
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5. How much education did your father have? 

none 
sorne gra~e school 
finished grade school 
sorne high school 
finished high school 
sorne university 
finished university 
attended graduate school or professional 

school after college 
agricultural college 
teacher's college 
business college 
nursing school 
tradeschool 
technical school 
apprenticeship 
don't know 
other (please specify) • 
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6. What is your father's occupation? Indicate it as clearly 
as you can, using more than one word when possible: "dairy 
fanner", instead of just "fanner"; "foreman in weaving 
shed", ~nstead of "works in mill ". If your father is 
retired or deceased, say what his occupation was for the 
most part of his work life. 

7. How rnuch education does your mother have? 

none 
sorne grade school 
finished grade school 
sorne high school 
fini shed high school 
sorne university 
finished university 
attended graduate school or professional 

school after college _ 
agricultural college 
teacher's college 
business college 
nursing school 
trade school 



technical school 
apprenticeship 
don't linow 
other (please specify) • 

8. Does your mother have a job outside the home? 

Yes, full-time 
Yes, part-time 
No. 

9. What is your mother's occupation? Indicate it as 
accurately as you can, using more than one word 
when possible. 

10. In what country was your mother born? 

11. In what country was your father born? 

12. In what country were you born? 

13. Do you consider yourself to be: 

French Canadian 
English canadian 
Irish Canadian 
Scottish Canadian 
German Canadian 
Canadian 
other (please specify) 
don't know 

14. What language do you speak at home? 
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15. How weIl do you speak French? 

fluently 
with sorne difficulty 
with a great deal of difficulty 
not at aIl. 

16. How weIl do you speak English? 

fluently 
with sorne difficulty 
with a great deal of difficulty 

17. What language did your rnother speak when she 
was a child? 

18. What language did your father speak wh en he 
was a child? 

19. What is your religion? 

Protestant 
Catholic 
other (please specify) • 

20. What students, here in school, do you go around 
with rnost often? 

(Give both first and last names for as many as 
necessary) • 

21. What is it about these friends that you like? 
(Describe in the space below) • 

22. What do you and the friends you go around with 
here at school do together in school and outside 
of school? 
(Describe in the space below) • 
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23. Who are the people outside of school that you go around 
with most? 
(Give both first and last names for as many as 
necessary) • 

24. What is it about these friends you like most? 
(Describe in space below) • 

25. What do you and your friends outside of school 
do together? 

26. Which of the items below fit MOST OF THE GIRLS here 
at school? 
Check as many as apply. 

sports minded 
friendly 
catty 
disinterested in school 
mad about clothes 
hard to get to know 
active around school 
boy crazy 
studious 
out for a good time· 
snobbish to girls outside their group. 

27. Which of the items below fit MOST OF THE BOYS here 
at school? 
Check as many as apply. 

friendly 
disinterested in school 
hard to get to know 
crazy about cars 
snobbish to boys outside their group 
girl crazy 
studious 
out for a good time 
sports minded. 
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28. Which of the items below fit MOST OF THE TEACHERS 
at this school? 
Check as many as apply. 

friendly 
too strict 
too easy with school work 
understand problems of teenagers 
not interested in teenagers 
willing to help out in activities 
know their subject matter 
can hold attention of their class. 

29. Which of the items below fit your FAVOURITE teacher? 

friendly 
strict 
easy with school work 
understands problems of teenagers 
not interested in teenagers 
willing to help out in activities 
knows his subject matter 
can hold attention of his class 
can relate his subject to other matters. 

30. Complete the following sentence by checking ~ 
ending. 
The year in this school has been: 

full of fun and excitement 
interesting and hard work 
fairly pleasant 
fairly dull 
unhappy. 

31. In sorne schools, there seems to he one group that 
more or less runs things among the students. 
What about here? 
Is there one group that seems to be always in the 
middle of things, or are there several groups like 
that? 

one 
wo 
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more 'than two 
none. 

32. What do you think the chances are that the things 
you are learning now will be useful in one way 
or another in your future work? 

very good 
fairly good 
not too goOO 
not goOO at all 
don't know. 

33. How important do you think your grades or marks 
will be in getting the kind of job you want? 

very important 
quite important 
'not very important 
not important at all 
don 1 t know. 

34. How satisfying or unsatisfying are your present 
grades to you? 

very satisfying 
quite satisfying 
somewhat satisfying 
not at all satisfying 
don 1 t know. 

35. How accurately do your school grades or marks 
reflect your real abilities? 

my grades are much lower than my actual ability 
my grades are slightly lower than my actual ability 
my grades accurately reflect my ability 
my grades are slightly higher than my actual ability 
my grades are much higher than my actual ability 
l don't know. 
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36. What do you consider to be satisfactory grades 
for you? 

any passing grades 
average grades are okay 
an above average grade 
one of the highest grades in the class 
l really don't care. 

37. How well did you do last year in your grades 
or marks compared with the other students in your 
class? 

l was: 
better than most 
about the sarne 
worse than most. 

38. The MOST IMPORTANT purpose of high schools is to 
prepare people for their occupational career. 

strongly agree 
agree 
disagree 
strongly disagree. 

39. Below is a list of things that sorne students 
have been known to do while in school. 
Have you done any of the following in the past 
year? 
Again,we may ernphasize that your answers will not 
be seen by anyone in the school or cornmunity. 
Please check the appropriate colurnn for each 
sentence. 

During this year, l have: 

Stayed at home without 
being sick 

A FEW 
OFTEN TIMES ~ NEVER 
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e.' 

Left school during the day 
without per.mission 

Damaged school property 

Disobeyed school rules about 
smoking 

Disobeyed school rules about 
makeup 

Disobeyed school rules about 
dress 

Disobeyed school rules about 
eating 

Disobeyed school rules about 
drinking 

Disobeyed school rules about 
long hair 

Cheated in exams 

Been sent out of class 

Been sent to the principal's 
(vice-principal's) office 

Been given copies to do 

Been kept in for detention 

Been expelled 

Been suspended. 
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40. We want your op~n~ons about your school. 
Please check in the appropriate column how much 
you agree or disagree with the following 
statements about your school. 
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STRONGLY STRONGL~ 

AlI in aIl, it's a pretty 
good place 

The teachers grade fairly 
according to ability . 

Everyone is treated more or 
less the same by teachers 

The rules are fair 

The teachers are interested 
in the students 

It's easy to get to talk 
to the teachers. 

AGREE AGREE DISAGREE DISAGREI 

41. In most schools, students like certain kings of 
students. What do they: like in your school? 
(Check as many as apply) • 

To be well-liked, students should:. 

be smart 
be friendly 
have a sense of humour 
have a good personality 
be weil dressed 
have spending money 
be good looking 
be a good athiete 
be a good organizer 
be popular with the opposite sex 
be dependable 



J 

stand up to teachers 
be up to date 
other (p1ease specify) • '. 

Now, rank the three most important in order, p1acing 
1 next to the most important, 2 beside the second most 
important and 3 beside the third most important. 

1. 
2. 
3. 

42. In most schoo1s, the teachers and the administration 
1ïke certain kinds of students. 
What do they 1ike in this schoo1? 
Check for ~ sentence in the appropriate column. 

163 

MOST IM- FAIRLY IM- NOT VERY NOT IM- DON 1 T 
PORTANT PORTANT IMPORTANT PORTANT KNOW 

The teachers and the 
administration fike 
students who: 

Are ~iet, 

Get goOO marks 

Are neat 

Are obedient 

Win athle~ic trophiés 
( 

Think for themselves 
, 

" 

Are,from good fami1ies 

Are known to them 
outside the school 

Are from their area 

Are goOO 100king 



Are weIl dressed 

Want to get ahead 

Are active in school 
activities 

Plan to go to college 

Other (please specify) • 

43. Are you planning further education after high school? 
Check as rnany as apply. 

yes 
no 
undecided 
haven't thought about it yet. 

If yes, where do you plan to go? 

Business college 
Apprenticeship prograrn 
Trade school 

" Teacher college 
Nursing school 
Theological serninary or school 
Institute of technology 
l2th year 
CEGEP 
College or university 
Other (please specify) • 

44. THIS QUESTION IS FOR GIRLS ONLY. 
What do you plan to do after you are out of 
high school? 

Help at home 
Marry right away and not work 
Marry right away and get a job 
Get a jOb 
Further rny education 
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undecided 
ether (p1ease specify) • 

45. Who has helped you THE MOST in planning your 
occupationa1 career? 
(Check on1y ~ space) . 

my parents 
ether relatives or adults 
a teacher 
the principal or vice-principal 
school guidance counsel10r 
guidance counsellor or agency in the community 
friends. 
others (p1ease specify) 
no one he1ped me 
l have not thought about my occupational career. 

46. Rank the six items below in terms of their importance 
to you. 
Circle (!) the item most important, then ® the item 
next in ~portance and so forth. 
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CIRCLE FOR RANK OF IMPORTANCE 

The security of steady work 

The opportunity for rapid 
promotion 

The enjoyment ef the work 
itself 

working with friendly people 

Good pay 

status and prestige 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

47. If you REALLY had your choice, what type of work would 
you most like to be doing 10 years from now? 

6 

6 

6 

6 

6 
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48. Realistically, what do you really think you will 
probably be doing 10 years from now? 

49. If you had a chance for a better job, in another 
area, which would you take? 

l would take the better job elsewhere. 
l would stay where l was. 

50. Planning only makes a person unhappy since your 
plans hardly ever work out. 

strongly agree 
agree 
disagree 
strongly disagree. 

51. When a man is born, the success he is going to 
have is already in the cards, so he might as well 
accept it and not fight against it. 

strongly agree 
agree 
disagree 
strongly disagree. 

52. Nowadays, with world conditions the way they are, 
the wise person lives only for today and lets 
tomorrow take care of itself. 

strongly agree 
agree 
disagree 
strongly disagree. 

53: Even when teenagers get married, their main loyalty 
still belongs to their mothers and fathers. 

strongly agree .. 
agree 
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disagree 
strongly disagree. 

54. When the time cornes for a boy to take a job, he 
should stay near his parents, even if it means 
giving up a good job opportunity. 

strongly agree 
agree 
disagree 
strongly disagree. 

55. Nothing in life is worth the sacrifice of moving 
away from your parents. 

strongly agree 
agree 
di~agree 
strongly disagree. 

56. The best kind of job to have is one where you are 
part of an organization aIl working together even 
if you don't get individual credit. 

strongly agree 
agree 
disagree 
strongly disagree. 

57. It's silly for a teenager to put money into a car 
when the rnoney could be used to get started in 
business or for an education. 

strongly agree 
agree 
disagree 
strongly disagree. 
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58. Working hard in school is unnecessary since how 
someone does in school is no guarantee of getting 
a good job. 

strongly agree 
agree 
disagree 
strongly disagree. 

59. The courses one takes in school are hardly ever 
useful in onels future work. 

strongly agree 
agree 
disagree 
strongly disagree. 

60. The best way to get ahead in life these days 
is to.get as much education as one possibly cano 

strongly agree 
agree 
disagree 
strongly disagree. 
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FRENCH QUESTIONNAIRE 

Le but de ce questionnaire est de recueillir auprès des 

étudiants du cours secondaire des renseignements aussi complets 

que possible sur leur expérience scolaire et leurs projets 

d'avenir. 

Cette étude est réalisée par le Centre des Relations 

Industrielles de l'Université McGill. 

Le caractère confidentiel de toutes vos réponses sera 

strictement respecté. Les renseignements que vous donnerez ne 

serviront qu'à des fins d'analyse statistique; les seuls 

résultats qui seront publiés porteront sur l'ensemble des étu-

diants. Personne dans cette école ou communauté ne verra vos 

réponses. 

l . Nom ••••••.•••••••••••••••••••••••••••••••••••..• . e •••••••• 

2. Adresse (inclus ville, village et/ou comté) 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
(rue) (ville, village) (comté) 

3 • Age ...•••..••••.••••••• 

4. Sexe M ••••••• F ••••••• 
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5. Jusqu'où votre père a-t-il poursuivi ses études? 
(Indiquez seulement la dernière école qu'il a 
fréquentée) • 

cours primaire en partie 
cours primaire au complet 
cours secondaire en partie 
cours secondaire au complet 
collège classique en partie 
collège classique au complet 
université 
école technique post-secondaire ou 

institut de technologie 
école normale ou institut de pédagogie 
collège ou institut d'agriculture 
collège commercial 
autre (indiquez) 
Je ne sais pas. 

6. Quelle est l'occupation de votre père? 
(S.V.P. indiquez-la aussi exactement que possible, 
utilisant plusieurs mots si possible. Par exemple, 
écrivez "cultivateur de vaches laitières" et non 
uniquement "cultivateur", ou écrivez "contrerna.l:tre 
de tissage", et non uniquement "travaille à la 
manufacture". ) 
S'il est décédé ou à la retraite, dites quelle 
était son occupation pour la plus grande partie 
de sa vie de travail. 

7. Jusqu'où votre mère a-t-elle poursuivi ses études? 
(Indiquez seulement la dernière école qU'elle a 
fréquentée) • 

aucune 
cours primaire en partie 
cours primaire au complet 
cours secondaire en partie 
cours secondaire au complet 
collège classique en partie 
collège classique au complet 
université 
école technique post-secondaire, ou 

institut de technologie 
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école normale ou institut de pédagogie 
école d'infirmière 
institut familial 
collège commercial 
autre (indiquez) 
Je ne sais pas. 

8. Votre mère travaille-t-elle à l'extérieur? 

oui, à temps complet 
oui, à temps partiel 
non. 

9. Quelle est l'occupation de votre mère? 
(Indiquez-la aussi exactement qUe possible, 
utilisant plusieurs mots si possible) • 

10. Dans quel pays votre mère est-elle née? 

Il. Dans quel pays votre père est-il né? 

12. Dans quel pays êtes-vous né(e)? 

13. D'après vous, êtes-vous: 

Canadien français 
Canadien anglais 
Canadien irlandais 
Canadien écossais 
Canadien polonais 
Canadien 
Autre (Quoi?) 
Je ne sais pas. 

14. Quelle langue parle-t-on chez vous à la maison? 
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15. Parlez-vous le français: 

couranunent 
avec quelque difficulté 
avec beaucoup de difficulté. 

16. Parlez-vous l'anglais: 

couranunent 
avec quelque difficulté 
avec beaucoup de difficulté 
pas du tout. 

17. Quelle langue votre"mère parlait-elle quand elle 
était enfant? 

18. Quelle langue votre père parlait-il quand il était 
enfant? .~ .. 

19. Quelle est votre religion? 

catholique 
Protestante 
Autre (Indiquez s.v.p.) • 

20. Avec quels élèves ici à l'école vous tenez-vous le plus 
souvent? 
(S.v.p. donnez prénoms et noms de famille pour autant 
d'élèves que c'est nécessaire) • 

21. Qu'est-ce que vous aimez le plus en eux? 
(Décrivez dans l'espace qui suit) • 

22. Qu'est-ce que vous et vos amis (amies) de cette 
école faites ensemble à l'école et en dehors? 
(Décrivez dans l'espace qui suit) . 
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23. Avec quels amis (amies), qui ne sont pas dans cette 
école, vous tenez-vous le plus souvent? 
(S.v.p. donnez prénoms et noms de famille pour autant 
d'amis que c'est nécessaire) • 

24. Qu'est-ce que vous aimez le· plus en eux? 
(Décrivez dans l'espace qui suit) . 

25. Qu'est-ce que vous et ces amis (amies), qui ne sont 
pas dans cette école, faites ensemble? 

26. Lesquels de ces points s'appliquent à la plupart des 
filles de cette école? 
(Indiquez autant de points que nécessaire) • 

sportives 
amicales 
méchantes 
pa~ intéressées à l'école 
difficiles à connaître 
folles de vêtements 
actives dans l'école 
extrêmement intéressées aux garçons 
studieuses 
intéressées à s'amuser 
snobs envers les filles en dehors de leur groupe. 

27. Lesquels de ces points s'appliquent à la plupart des 
garçons de cette école? 
(Indiquez autant de points que nécessaire) . 

amicaux 
pas intéressés à l'école 
difficiles à connaître 
foux des voitures 
snobs envers les garçons en dehors de leur groupe 
extrêmement intéressés aux filles 
intéressés à s'amuser 
sportifs. 
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28. Lesquels de ces points s'appliquent à la plupart 
des professeurs de cette école? 
(Indiquez autant de points que nécessaire) • 

amicaux 
trop sévères 
trop peu exigeants pour le travail 

à l'école 
comprennent les problèmes des jeunes 
pas intéressés aux problèmes des jeunes 
prêts à aider au? activités 
compétents en leur matière 
peuvent tenir l'attention de la classe. 

29. Lesquels de ces points s'appliquent à votre 
professeur favori? 
(Indiquez autant de points que nécessaire) . 

amical 
trop sévère 
trop peu exigeant pour le travail 

à l'école 
comprend les problèmes des jeunes 
pas intéressé aux problèmes des jeunes 
prêt à aider aux activités 
compétent en sa matière 
peut tenir l'attention de la classe. 

30. Complétez la phrase suivante en indiquant une fin 
de phrase: 

L'année dans cette école a été: 

pleine de plaisirs et d'excitements 
intéressante et dure (au point de vue travail) 
assez agréable 
assez ennuyante 
désagréable (j'y étais malheureux). 

31. Dans quelques écoles, il semble exister un groupe 
qui mène parmi les élèves. 
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Quelle est la situation ici? 
Est-ce qu'il y a un groupe toujours au milieu de ce 
qui se passe, ou est-ce qu'il y a plusieurs de ces 
groupes? 

aucun 
un 
deux 
plus que deux. 

32. A votre avis, quelles chances avez-vous que les 
connaissances que vous acquérez présentement, 
vous servent, d'une façon ou d'une autre, dans 
votre carrière future? 

très bonnes 
assez bonnes 
pas tràs bonnes 
pas bonnes du tout 
je ne sais pas. 

33. Quelle sera, à votre avis, l'importance de vos 
résultats scolaires pour obtenir le genre d'emploi 
que vous désirez? 

une grande importance 
assez d'importance 
peu d'importance 
pas d'importance du tout 
je ne sais pas. 

34. Combien de satisfaction éprouvez-vous avec vos 
notes à présent? 

je suis très satisfait 
je suis assez satisfait 
je suis un peu satisfait 
je ne suis pas satisfait du tout 
je ne sais pas. 
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35. Pensez-vous que vos résultats scolaires reflètent 
votre intelligence réelle? 

mes notes sont bien inférieures à mon degré 
d'intelligence véritable 

mes notes sont légèrement inférieures 

mes notes reflètent exactement mon degré 
d'intelligence véritable 

mes notes sont légèrement supérieures 

mes notes sont bien supérieures 

je ne sais pas. 

36. Quelles notes scolaires considérez-vous comme 
satisfaisantes pour vous? 

une note suffisante pour passer 
une note moyenne me satisfait 
une note au-dessus de la moyenne 
une des notes les plus élevées de la classe 
ça ne me fait vraiment pas grand chose. 

37. Comment avez-vous réussi l'année passée d'après 
vos résultats scolaires, en comparaison avec les 
autres étudiants de votre classe? 

j'étais meilleur que la plupart 
j'étais aussi bon que la plupart 
j'étais pire que la plupart. 

38. Le but le plus important des écoles secondaires est 
de préparer les jeunes à leur carrière. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout d'accord. 
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39. Voici une liste de choses que des étudiants ont déj~ 
faites dans les écoles. 
Avez-vous fait une de ces choses pendant cette année 
scolaire? 
(De nouveau, nous vous assurons que vos réponses ne 
seront vues par personne, ni dans cette école ni dans 
cette localité) . 

QUELQUES 
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SOUVENT FOIS UNE FOIS JAMAIS 

Pendant cette année, 

je suis resté chez moi, 
sans être malade 

j'ai quitté l'école pendant 
les heures de cours, sans 
permission 

j'ai causé des dommages ~ 
quelque chose appartenant 
~ l'école 

j'ai désobéi les règles de 
l'école concernant: 

fumer 
maquillage 
habit 
manger 
boire 
~ongueur de cheveux 

j'ai triché dans les examens· 

j'ai été envoyé en dehors de 
la classe 

j'ai été envoyé au bureau du 
principal ou vice-principal 

j'ai été jeté en dehors de 
l'école 

j'ai reçu des copies ~ faire. 



e, 40. Nous voudrions avoir votre opinion concernant votre 
école. 
Indiquez combien vous êtes d'accord ou pas d'accord 
avec les points suivants au sujet de votre école. 

TOUT 
A FAIT PAS 
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PAS DU 

TOUT 

D'ACCORD D'ACCORD D'ACCORD D'ACCORD 

en tout,c'est une assez 
bonne école 

les professeurs donnent 
des notes d'une façon 
juste, d'après la 
capacité 

tout le monde est traité 
d'une façon égale par 
les professeurs 

les règles sont justes 

les professeurs s'inté
ressent aux élèves 

c'est facile de parler 
aux professeurs. 

41. Dans la plupart des écoles, les élèves aiment un 
certain genre d'étudiant. 
Quelle sorte aiment-ils dans votre école? 

Pour être aimé, ce qui compte pour les élèves 
c'est de: (Indiquez AUTANT que c'est nécessaire) 

être arnica1 
être intelligent 
avoir un sens de l'humour 
avoir une bonné personnalité 
être bien habillé 
avoir de l'argent à dépenser 
être beau (ou belle) 
être un bon athlète 



être un bon organisateur 
être populaire avec l'autre sexe 
être fiable 
être capable de résister aux professeurs 
être au courant des choses (être dans le vent) 
autre (indiquez quoi) • 

Maintenant, considérez de nouveau les qualités que vous 
avez notées et arrangez LES TROIS PLUS IMPORTANTES en 
ordre d'importance, en écrivant à c5té: (sur la liste 
ci-dessus) 

1. pour la qualité la plus importante 

2. pour la qualité qui suit en importance 

etc. 

42. Dans la plupart des écoles, les professeurs et 
l'administration aiment un certain genre d'élève: 
Quel genre aiment-ils dans votre école? 

LE PAS PAS 
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Les professeurs et 
l'administration aiment 
les élèves qui: 

PLUS ASSEZ TRES DU TOUT NE 
IMPOR- IMPOR- IMPOR- IMPOR- SAIS 

TANT 

ont de bonnes notes 

sont tranquilles 

sont soignés 

sont obéissants 

gagnent des trophées sportifs 

sont capables de penser par 
eux-mêmes 

viennent de bonnes familles 

leur sont connus en dehors 
de l'école 

sont dans la classe 
générale 

TANT TANT TANT 



sont dans la classe 
scientifique 

sont beaux (belles) 

sont bien habillés 

veulent avancer dans 
la vie 

sont de bons organisateurs 

autre (Indiquez). 

43. Avez-vous l'intention de poursuivre votre éducation 
après le secondaire? 
(Indiquez autant de réponses que nécessaire) . 

oui 
non 
pas décidé 
je n'y ai pas encore pensé. 

Si oui, où irez-vous? 

collège commercial 
programme d'apprentissage 
école d'art et métier 
école normale ou institut de pédagogie 
école d'infirmière 
séminaire 
institut de technologie 
secondaire V 
CEGEP 
collège 
université 
autre (indiquez lequel) • 

44. Cette question s'adresse seulement aux filles: 
Qu'est-ce que vous avez l'intention de faire 
après être sortie de l'école secondaire? 

aider à la maison 
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_. 

vous marier tout de suite et ne pas prendre 
un emploi 

vous marier tout de suite et prendre aussi 
un emploi 

prendre un emploi 
poursuivre vos études 
pas décidée 
autre (Indiquez). 

45. Qui vous a le plus aidé pour décider de ce que vous 
alliez faire comme travail plus tard? 

46. 

(Remplir seulement un espace) • 

mes parents 
autres membres de ma famille ou autres adultes 
un professeur 
le directeur ou assistant directeur 
l'orienteur à l'école 
le professeur d'information 
l'aumônier 
un autre conseiller ou un bureau d'orientation 

de votre localité 
des amis 
d'autres personnes (indiqueE) 
personne ne m'a aidé 
je n'ai pas encore pensé à ma carrière. 

Classez les six points suivants selon l'importance 
qu'ils ont pour vous relativement à un emploi. 
(Encerclez 0- à côté du plus important 1 ~}. à 
côté du 2e plus important, etc.). 

CLASSEMENT 

la sécurité d'un emploi stable 1 2 3 4 

la possibilité d'avancement 
rapide 1 2 3 4 

la satisfaction du travail 
lui-même 1 2 3 4 

des gens avec qui je m'entends 
bien 1 2 3 4 
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5 6 

5 6 

5 6 

5 6 



e' un bon salaire 1 2 3 4 

un emploi bien vu et hautement 
considéré par les gens l 2 3 4 

47. Si vraiment vous aviez le choix, quel genre de travail 
aimeriez-vous faire le plus en dix ans? 

48. De façon réaliste, qu'est-ce que tout probablement 
vous ferez comme travail en dix ans? 

5 

5 

49. Si on vous offrait la chance d'avoir un meilleur emploi 
dans une autre région, lequel accepteriez-vous? 

Je prendrais le meilleur emploi ailleurs 

Je resterais où je suis. 

50. Faire des projets ne contribue qu'à rendre une personne 
malheureuse, parce qu'il est rare que les projets se 
réalisent. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout d'accord. 

51. Le succès dans la vie est déterminé d'avance; par 
conséquent, mieux vaut accepter ce destin sans 
résister. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout d'accord. 
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52. De ce temps-ci, en considérant les conditions mondiales, 
la personne avisée vit au jour le jour, et ne se 
préoccupe pas du lendemain. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout d'accord. 

53. Même quand un jeune se marie, il doit tout 
d'abord demeurer fidèle à son père et à sa mère. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout d'accord. 

54. Quand le temps est venu pour un garçon de prendre 
un emploi, il devrait demeurer près de ses parents 
même s'il perd la chance d'avoir un bon emploi. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout d'accord. 

55. Rien au monde ne vaut le sacrifice de s'éloigner 
de ses parents. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout d'accord. 

56. Le meilleur genre d'emploi est celui où vous faites 
partie d'une organisation travaillant tous ensemble, 
même si vous n'avez pas de mérite individual. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout d'accord. 
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57. C'est ridicule pour un jeune de placer son argent 
pour l'achat d'une voiture, alors que cet argent 
pourrait servir à partir en affaires ou pour l'éducation. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout d'accord. 

58. Ce n'est pas nécessaire de travailler fort à l'école, 
puisque le succès scolaire ne garantit pas un bon 
emploi. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout1d'accord. 

59. Les cours qu'on suit à l'école ne sont presque jamais 
utiles pour le genre de travail que nous ~erons plus 
tard. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout d'accord. 

60. De nos jours, la meilleure façon d'avancer dans la vie 
est d'avoir le plus d'éducation possible. 

tout à fait d'accord 
d'accord 
pas d'accord 
pas du tout d'accord. 
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