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Abstract

This thesis explores the experience of Guernsey students making their decisions around Sixth Form
education, with particular reference to how they evalutite associated risks and benefits when
making their choice. The Expectancy Value Model of Motivated Behavioural CholM8E\s

used as a theoretical lens through which dest@analysed and interpreted.

Thisthesistakesthe form of an embedded mixed ethod case study, wittwelve in-depth

conversational interviews taking the primary rolearticipants &e interviewed twice, so allowing for

reflection and a changing perspectiveen time. The secondary role taken by data from two

guantitative surveys; these allow whole cohort overview andomparison pointThis casesi

02dzy RSR o0& GAYS IyR OANDdzrail y0Sz gAGK Fff LI NI A
sector during the ame academic year. The case haequential desigrhisallowsthe latter

strands of the research to build dhe earlier. The interviewsra guided by vignettes matatg

different facets of the EIBC, sdhismodelboth shapel andis explored througtthe research.

Data analysissiprimarily completed thaugh thecreationof conceptual maps whicallows a portrait

of each participant to be built up insamilar fashion that encourage®mparison.

Themes emergéom the daa, although it$ clear that for each participant this decisisra very
individualprocess. Important factors shift over time for most, depending on their expege® The

EVMMBC model providesa thorough way to describe and explain the choices mddlelzS Ny 4 S& Q&
independent and isolated position, combined with its strong local emplaynrerket for young

people, providesn unexpeatd confounding variable which not predicted through theoryAs a
LINEFSaaAz2ylt g2NJAy3 Ay DdzSNY asé subsiantifl kobtibtiorC 2 NI/ §

to our local professional knowledge.



Impact Statement

The benefits of this thesis are both inside and outside academia. In modelling choices for Sixth Form
using the Expectancy Value model of Motivated Behavioural Chbiseresearch demonstrates that

this model can be used effectively éxplore this process for a diverse range of young people,

showing that for eaclt is a very individual process which they expend a considerable amount of
energy and time. This research benefits future scholarship through suggesting a future route t
examine what works to influence choice, and how to encourage students to make the best possible

choices for them.

The primary benefit of this research is outside academia vamitst itis primarily based in its
contribution to professional knowledgend discoursevithin Guernseyit would be of interest to all
professionals working in recruitment within the Sixth Form sec#drthis time in Guernsey,

research and discussion is taking place at a strategic and political level into the future afagcon
and Sixth Form education. My professional contribution to this discasrseught by policy makers,
andhas been shaped by the knowledge gained through this research, so the impact is far reaching
within this educational jurisdiction. Disseminatitmpublic policy makers and politicians means that
the benefits of this researchre substantigland should help shape the future of this sector of

education on Guernsey over the next decade.

Within my more immediate professional context, the benefitshi$ research are substantial. The

knowledge gained through conducting this research has been disseminated to my team, and is

shaping the way we work with young people making their decisions. It has allowed us to identify
misconceptions we held, and hdwereforefacilitated us to reflecandshape our actions and

behaviours to mean that we are both more effective and more sympathetic flodzR Be¢ds and

ideas. Further dissemination within my professional context is planned, both through internal CPD

FYR GKNRdAzZZIK LINBaSyidAy3a Yeé FTAYRAy3Ia |G DdAzSNyasSe Qs
although currently postponed due to the Covid19 Pandemiajmed at local professionals, and

would allow me to reach a wider variety of those working with yopegple locally, so increasing

the understanding of how young people reach their decisions for Post 16 education amongst those

working with students as they begin to make their decisions elsewhere on Guernsey.
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Reflective Statement

Within this reflective statement | seek to summarise and synthesise my learning experience
over the whole EdD programmd moved to Guernsey just before | began the EdD

progamm& a2 Fff Y& g2N)] KlFIa 06SSy o0l adaSR gAUGKAY
Form Centre. | have worked within the Sixth Form Management Team throughout this

time, now leading the team as the Director of Sixth Fofduernsey education has been in a
state of flux since 2011, when poor GCSE resuls®me locakchools prompted a

comprehensive independent review of the provisidvulkerrin, 201). This review

highlighted the problems within the system, andprpted the Education Committee to set

out their response to the revieWGuernsey, 2012and their vision for the futuréGuernsey,

2013. Thiseventually led to lhe States of Guernseyuestioningthe conceptof education

selection at age 11, leading to a vote in 2016 to end this practice. Since this date various
models for Guernsey sendary education have beamsuccessfullput forward by

DdzZSNy asSeQa 5SLINIYSyd F2N 9RdzOF GA2y > {LIR2NI |
experience for all working within the sectand for the wider communityThe Sixth Form

Centre launched its @tnative Sixth Form curriculum, the International Baccalaureate

Diploma Programm@BDP) against this background in 20121y research throughout this
programme has taken pla@iuring this period of change, where the Sixth Form Centre has
needed to workincreasingly carefully to ensure that students from the feeder schools are

not perceived to be disadvantaged due to their background compared to students from the

selective school to which it is attached.

My first assignment, written for the Foundations®fofessionalism module, explored a

phenomenon new to methe Guernsey School Inspectiohaimed here to discuss whether

this process supported or undermined teacher professionalism and trust. Within this piece

of work | explored the themes of accounthty and identity, the latter from a local,

institutional and professional perspectivédhrough exploration of the process, | concluded

GKFG DdzSNyasSe (Sl OKSNEQ LINE TS anddringd bythed Y & G I G
lack of autonomy fronthosesetting the political agenda and by the managerial agenda
2NRAIAYFGAYT FNRY G(GKS {G13SaQ 9RdzOFGA2Y 5SLI N

work that did not lave clear links to the others; this was both due to the coincidental timing
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assignment.

The next two assignments, Methods of Enquiry 1 and 2, were used to design and pilot a
research investigation into how potential Sixth Form students made their daaifio

whether to study A Levels or the IBDPhese assignments led directly to my Institution
Focused Study (IFS), and informed this Thesis. Methods of Enquiry 1 (MOEL) took the form
of a qualitatively driven, mixed methods research design, and eeadng and reflecting

on this element, it is clear that my understanding of research methodology has significantly
deweloped from this starting poirtio become far more nuanced arekact. The literature
discussed within this piece of woblecamethe starting point for all further literature |
discussed imther elements of thiprogramme. One of the examiner feedback comments
discussed the need to further develop my understanding of the literature; as | moved
through the programme | can clearly see thaal/a expanded my exploration of relevant

literature and refined the discussion to increase relevancy.

aSUK2Ra 2F 9YIldzZANE H oO0ah9un0 Iff26SR YS (2
report on this study. The pilot was adjusted to actonthe ex&M#E Q FSSRol O =
consequently | addressed a simplified research question compared to that initially proposed.
In the taught element for this module | was introduced to the idea of using vignettes as a
neutral tool to prompt a conversational interviewnea thisinspired me to explore this as a
research methodology. As this was a pilot study, at the end of the interview the participants
were asked evaluate the procedure with me; this allowed me to gain a practical
understanding of what potentially workedith students of this age using this methodology.
When processing ananalysing the data, | primarily took a conventional approach, and
created an analytical coding catalogue to use with NVivo to code the interviews to create
charts. However, through nmgading on qualitative data analysis | had met the idea of
conceptual mappingGrbich, 200Yas an analysis tool that would allow me to map out and
summarise an unstructured interview. | experimented with this idea, creating conceptual
maps for each interview to allow direct comparison between them. MOE?2 also required a
selfreflection on my ole as an interviewer; through this | became aware that | needed to
simplify my role in an interview to ensure that | did not overcomplicate matters through

asking multiple questions at once.

dzy
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MOEL1 and 2 served as the research proposal and pilot studyyfdF$ The IFS built on

lessons learned in the previous elements of this programme, and had a clear focus of
seeking to understand choe, especially in a situation where the available choices have
evolved. The literature revieveflected this focus, d@issing innovation, change, and the
cultural and individual response to change and challenge. | discussed choice in some depth,
although particular models were not used or explored in a similar fashion to this Thesis.
Theoretical ideas around academiskriwere explored, however, in a greater degree of

depth. The methodology built on MOEZ2, using those vignettes to prompt a conversational
interview that were found to be successful in the previous assignment. This gave me the
opportunity to further hone ad develop processing and analysis skills for this type of
interview. However, on reflecting on the use of these vignettes within this assignihent,
became clear to me that those extracted from theoretical writing were less effective that
those drawn fromless formal sources such as student websites, or student quotes. Whilst
some of the interviewees found it straightforward to unpack and understand the theoretical
vignettes, others found this more challenging; they were not equally accessible by all.
Owerall, | found this interview tool to be effective, and it allowed me to overcome the
reticence some of the interviewees initially displayed due to the power relationship
originating from my professional role. The analysis was primarily completed uswg, NV

with conceptual maps created as a secondary analysis tool for each interViese

conceptual maps were used to provide a clear overview for each participant, which allowed
connections and patterns to be seen, and themes to emerge from the daia.wbhked

well, and on reflection after the IFS | believed that this tool was underutilised Fére.

primary data analysitol of analytic coding using NVivo allowed visual comparisons

through charts to be produced. This was effective, and throughaildd coding catalogue,
Ffft26SR I ¢gSIHfGK 2F RIFEGF G2 SYSNAHS NB3IIF NRAY 3
different methods of data exploration helped develop my understanding of the many
different ways data could be treated and compared to extract niegynand about the
complexityofeakk A Y RA @A Rdzr £ Qa OK2AOS LINROS&aao ¢KS T
conclusion, and, on reflection, this summary lead directly to geraach taken within this

Thesis as it fitted well with the Expectancy Value Marléviotivated Behavioural Choice

(Eccles, 2009



The topic and research questions posed by¢this Sa A & | NE 06 NRF RSNJ
decision making process when making choices for-Pé@siducation in Guernsey. hd
theoretical review of literature concentrates anechanisms of making a choice, identifying
9 00O (e.§.2009 2011; 2018 2002 Expectancy Value Model of Motivated Behavioural
Choice(EVMBC Model) as the most significant and apmiate for this piece of research,
and unpacks the contributing factors in depthheThesis methodology bldson the IFS by
using vignettes to stimulate conversational interviewsese vignettesare extracts from the
IFS interviews chosen to tifferent parts of the E\MBG having therefore a greater
accessibility for all participants than some of those used within the TR8.cata processing
and analysis also bds on the IF&s conceptual maps, using the different columns of the
EVMBC as badingsare used here as the main data analysis tool for both the interviews
and the survey conducted as part of this researchad received feedback on an earlier
assignment questioning whether | would use NVivo in a similannvene future;

essentally, did it produce anticipated results, or was it a lengthy es@nplication. On
consideration of this question, | had come to the conclusion that it would not be the most
effective way of presenting results, and | chose to explore this less convahtiata

analysis tool in greater depth. The use of conceptual maps here demonstrates that my
thinking was correct; this is a far more powerful analytical tool than | had previously

realised, which allows themes and patterns to emerge to effectively shapeomclusion.

My work within thisprogrammehas therefore taken a sequential approach. With the
exception of the first, each assignment has led to the next with a clear overall theme,
culminating in the Thesis. This single line of enquiry has alloweithinking, analysis,
reflection and understanding in relation to the exploration of choice for Post 16 education
to progressively developdy focusalsodeveloped and shifted as | moved throuttis
programme. Vien writing the reflective statement for thportfolio after completing the
taught modules | discussed my focus as change managemaivith further reflection

came the understanding that MOE1 and 2 were less about managing the change of
introducing an alternative qualification for Sixth Formdguats, but instead were focusing

on gaining an understanding of how students made their chat&®st16. This aim of

seeking to understand how educational choice for Sixth Form is made became the focus for

my EdD.
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When | began this qualification, | thgust moved to Guernsey and joined the Sixth Form

/| SYiNBQ&d {AEGK C2NXY alyl3asSySyid G4SIyo ae FT20C
team made about how students made their choices for Sixth Form, and | wanted to explore

and understand how these choiceg&re made in depth This research has changag and

myd SI YQa dzy RSNA G y;Rhe latRerag My rafe Kvithan thé thamyhiasA G A 2
changed from being a member of the team, to Assistant Director and then Director of Sixth

Form Studies. With thenange inprofessionatole has come a change in ability to influence

direction and beliefs, and thereforeur Sixth Form Management Tedras developeda far

greater understanding of the choice proces® have moved frona position of dealing with
studentsmaking these decisions as generic objects to be moulded to acknowledging them

a4 WadzoaSoOoia Ay (GKSANI 246y NABStE 2013 pzdse S O i 2 7F

ax

who are influenced, both consciously and subconsciouslg, large variety of factors that
they may not be able to describ&his research has therefore reflected the demands gf m
professional life, allowing me to change the way we approach our work with students and
parents looking to join the Sixth Forso we are able to work with them in a more

sympathetic but effective manner.
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Chapter 1: Introduction

1.1 The Context for this study

Guernsey is a small island with around 600 students eachweamust choose their path

once they have finished compulsory education at age 16. Students have two options for
state education from age 16o attend either the College of Further Edtica or the Sixth

Form Centre. There is no cresger of courses offered between the two institutions, with

the College of Further Educatid®CFE)ffering vocational courses, and the Sixth Form

Centre (SFCdffering academic courses of either A Levelthe InternationalBaccalaureate
Diploma Programme (IBDP). Historically, Guernseh&aa selective education system for
those in secondary education. This uses an exam at the end of primary school to divide the
students into the top 25% who are able to attend the Grammar School or a private College
with a scholarship, whilst the remaindef those in state education attend a High School.

Both theGCFE&nNd theSFGre comprehensive, and although tis&-Ghares facilities and
teachers with the Grammar School, it accepts any student who achieves its entry criteria.
The Sixth Form aims to proeic uniform experience for all potential students, so all receive
the same information and have the same opportunities to explore their optidmg.

professional role is within the SFC; at the start of this piece of reseayaiole was

Assistant Directoof Sixth Form, antithen moved to become the Director of Sixth Form
Studies. This research is therefore closely linked to my professionghnol¢he findings

gAff aKlILS YR RS@St 2L 2dzNJ FdzidzNE 62N 6A 0K

Guernsey, as an indepédeant educational jurisdiction, is fairly isolated from its two nearest
neighbours: France and the UK. It forms its own educational laws and has its own
curriculum, but due tahe size of the school populatiatoes not have its own educational
gualificaticns. Regardless of the relatively small number of students enterogtF6
education each yeastudents have a wide range of courses they can.takeeSFGs the

only state provider of Post6 academic study, so if a student does not like what is tar of
there they do not have the option to study elsewhere without leaving Guernsey or paying
for their education. The private colleges have a more restricted choice of sixth form
provision than theSFCand many of the students who are educated privategdyta age 16

choose to move to th&FQGor Post16 provision. This context has not changed in living

12



memory, so the island population has no frame of reference to compare the current Sixth
Form course offer with an alternative, apart from historically wivathave been able to

offer. Therefore students have no option but to process and work with any changes made
to the Sixth Form offer.My professional role places me as the public face of the SFC,
leading me to liaise withthg G I G S&a 2 F D dosriidsrEGueatich, Spos add NJi
Culture to formulate and agree our offer, then present and explain this to teachers, Careers
Advisors, students and parents across the island, and to provide guidance to the young

people looking to join the SFC.

The SixtiH-orm offer has changed twice in recent years. Historicaflyofferhas included A

Levels with AS Levelbeing added in 2000ln 2012 thelnternational Baccalaureate

Diploma Programme (IBDP) was added to the offerpmyious piecef work for this

Doctor of Education degree, th&S(Papworth, 2015 explored how thigjualificationwas

received by the student body. The IBDP has since grown, and around 15% of students in
year 12 now take the qualification. In September 2016 the SFC made the decistop t

offering AS Levebnd instead to only ffer linear A levels and the IB>. This was prompted

by the change to A Levels driven by the English Department for Education, whereby AS Level
examinations became a standalone qualification which no longented towards the A

Level qualification/ 2y 8 S1jdzSy f e G(KS {C/ Q& oAff FT2NJ SEI Y
significantly if AS Levels were offered, and students would be taking external examinations
which did not benefit them for progression into employment or Higher Education.
Additionally,some of oudargest and most popular subjects decided to stop offering A levels

so students who would have wanted to study an A level would now need to take that

subject as an individuéBDPsubject;around halfof A level students werm this situation

¢tKAa OKIFy3aS gl & dzySELISOGSRY YR 6Fa& RNAGSY o
and structure of the new A levels rather tharanmagement. This hadplications for the

way studets could choose their subjecés most HE Institutions advise treudents

choosing an A level pathway ensure that at least half their program is made up of A levels,
which limits the amount of these subjects a student could take without choosing the whole
IBDP ThelBDPsignificantly expanded its subject offer, ardgktschool was showing a clear
preference for thdBDPover A levels.These changeasiteredthe parameters within which

Guernsey students could make their decision, amehnt that much of the parental

13



knowledye gained through prior or sedfixperiencewithin the system was rendered
obsolete. | became interested in how students navigated this new situation, made sense of
their options, and came to their final decision. This interest, linked with the professional

imperative from my role, provided the motivan to develop this study.

Schoon and Heckhausen (20B8Sa ONA 6 S (KS OKIy3aSa gA0GKAY Y23
employment markets in the last four decades to have included substantial restructuring and
changes to the labour market, with an increased emphasis on participation in education and
training. Guernseyitk this pattern, with the higher status local jobs now requiring the
completion of Postl6 education. Whilst many other Western countries see an increasing
number of young people participate in higheducation, Guernsey sees lekse to the
availabilityof professional jobs and training for young people at 18. This also means that
the trends described by Schoon and Heckhausieemployment markets with aimcreased
number of insecure joband rising unemployment is not seen in this context. Schoon and
Heckhausen also address the transitional educational paths provided by different countries.
The one best fitted to this context is a combination between an employrsentred

transition regime, where students are selected to follow different routes atstiagt of

secondary education, which tend to guide their future educational options and therefore
their possible occupations, and a universalistic transition regime, where there are diversified
postcompulsory routes, with many students combining work ahely, with a strong

SYLKI aAa 2y Sljdz-f 2LILIR2NIdzyAiGASa yR O2dzyaStf
selective system for those students aged1, and a broad comprehensive post

compulsory offer from 149, with inclusive entry requirements thatm to open up
opportunities. The selective system encourages social stratification, whilst the post
compulsory offer works to combat this, with students being supported to reach their
potential regardless of their previous schooling and achievemeHhtsreforethe young

people in this study face a multifaceted challendgeew approaching this transition; for me,

this lack of simplicity provides uncertainty in my professional role.

1.2 The research problem
Thisresearch explorgthe experiences of Guernsey studeetstering the Sixth Fornwho
find themselves intdnchartered territorf@ For these studentshie Sixth Form offeinad

remained constant from the time that tlygentered secondary school until they reached
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year 11. Tis means that the sixth form students thiey may have had contact with
throughout their secondary school cardead been either studying théBDR 4 AS levels, or
3 A2 levels.The issue faced by these students is twaerethey might have logically

expectedto havehadthe same choiceshey were now faced with a different scenario.

Thisthesishas clear linksat my IF§Papworth, 201pwhere | explored howhe first two
cohorts of Guernsey students who had to assimilate having a cheteesen the traditional
offer of the A level and the new addition of the IBEH®se their path for Sixth Form Study. |
found that thelIBDPwas viewed as an academic risk by many in the student body, and as
such was dismissed without further thought by sto | found that A level students
harboured many misconceptions about ti#DPand had not completed much research
around their subject choice, instead tending towards the traditional route they had always
assumed they would follow. These students hadeater tendency to foreclose on their
choice, indicating that they committed to a study path quickly, but with little thought past
acting on their preconceptions of what this choice would look like. In contradBibe
students were more likely to expernce a moratorium when making their choiceytha

because they saw this decisias a statement of their identity and who they wished to be.

This research builds on the IFS as whilstftloeis of choice remains simileéhe context

gAOKAY D oab RayfmaCeraréas changed and developedy this | mean that the

IBDP has moved from being the unknown new addition, to being the more stable option.
Potential IBDPstudents will have seen their choice become more normal and accepted by

their peers, wih the solid support of many of their teachera.Levels continue to have the

more recognisable appeal, but have changed significantly from expectations, so providing a
OKIffSy3aS G2 aiddzRSydaQ LINBO2yOSLIiAzya- | o62dzi
16 year old students make choices when fawgith unexpected changes to their options,

YR f&az2 SEFYAYS K2g¢ aGdzRSyGaQ 2y3az2Aay3 yIl NN
academic year after they have made theacisionand embarked on their course, and

consequently how they shape their realityhis researchdiffers frommy IFS in its scope, as

it consists of a fingrained and meticulous studg comparison to the broadeorush

approach taken with the IFS.
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1.3 Theoretical Perspectives

The aim of the literatureeviewis toseek tomake sense of theeactions and behaviours of
students faced with makinghoices, and to gain an understanding of how they make their
choice of studyat sixth form Making a choice is a mechanism which has been the subject of
a variety of different models. Within the literature review | discuss several of these, notably
I 21 €990 2011) Theory of Planned Behaviour,A RA | Y R (2086/folipyia3eS NI &
model of interest development, Achievemegbal theory and Expectanssalue theory
(Tuominen, Viljaranta and Salmefao, 2018, and9 O O (e.§.2009 2011; 2018 2002
Expectancy Value Modef Motivated Behavioural Choi¢&\\MBC model) This literature
review identifies theeVMMBC modehs the mossignificant andappropriate for this piece of
research, and unpacks the contributing factors in depth. ThiMBEmodel assumes that
individuals are continuously making choices, whether these are conscious or not, regarding
how energy and time is expended. It is pertinboth to the educational choicef the type

under discussion here, and to wider life choicewever, these different models hae
similarities, with each emphasising important factors such as the influence of society, or the
suggestion that through an educational choice an adolescent is able to further develop their
sense of personal identity. Ec@l€® Yigc&®fates aspects of all the other models, but
differs significantly from the others through the addition of time and the concept that this is
a continuous ongoing procefisccles, 20101 This addition of time allows the decisitmbe
seenas an ongoing narrative which can be refined and changed, as opposed to a single fixed

event.

As an individual moves throudilfe, they situate themselves between two narratives; one a
past narrative that supports their current decisions and the other a current narrative that
justifies decisions made about the futufidenriksen, Dillon and Ryder, 2019he EMMBC
a2zRStQa gl & 2F O2YO0OAYyAy3d GKS FILOG2NAR GKI{
time to influence each other and the ongoing decision, is one which works well with this
piece of research. The student subjects of this research are makimmportant decision

over a number of months, and reflecting on it at different points in the following year.

These individuals will therefore construct a changing narrative about their personal and
social identity and the choice that they have mad®hen a decision is revisited over time,

Holmegaard, Ulriksen and Madsen (2pdiiscovered that these narratives can change
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substantially. They highlight how language can be used to justify these renegotiations, in
LI NI A Odzt I NJ g6A (K (KS iogaissical®,¥his prtaSe shoRliNdvaify 3L | £ & |
stable and welthought through choice, and they found it was frequently used when a
choice narrative or perspective had changed dramatically over time. They also noted that
over time, disruptive elements disapgr from our choice narrative, often leaving the
individual to declare that they had always wanted to make that particular choice. This
highlights that a choice is not an isolated event in time, but instead a formal point when a
decision is taken, but poeded and followed by a process when the student continues to
make meaning of their reasons for making that particular choice. Young peagiag this
choice normally have a particularly malleable identity, both due to their age, the changing
context oftheir academic life, and the perceived consequence and meaning of this decision
on their future(Eccles2009. Eccles contends that the choice process is a continuous loop,
where current experiences feed into further deliberations, construction of identity, and

decisions.

There is a substantial body of work around student choice, some of whidflylaiscuss

within the literature review Different research traditions tend to emphasise different

FaLSOda 2F OK2A0S: YR L KIF@S F2dzyR GKIFG { OF
choice to the construction of their identity to h@articularly pertinent to both my IFS and

this thess. Througlout the literature review link inworkssuch as Holmegaart alQ a

(2012 Danish longitudinal study of student choitelyckxet al.(2009Qa ¢2NJ] 2y ARSY
formation in late adolescencélenriksen, Dillon and Ryder (200554 ¢ 2 NJng vk & O dza & A
young people make their educational choiceent et al(2010Q& 62 NJ 2y LINBRA Ol
occupational interests and choice, aWiial Rodeiro (200Ra & GdzRe | 6 2dzi LI (G €
uptake and preferences for A Level choices in Englahése studies, and others, will be

used to demonstrate theoretical perspectives used to substantiate th1BZ Model and

its use in this context.

1.4 Research Question
¢KS FTAY 2F GKA& aidzRée A& G2 SEIFYAYS &$6dzRSy(a
for Post16 education in Guernsey. This leads to two more detailed research questions,

namely
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1. How do young people evaluate the risks and benefits when making their choice
for Sixth Form study?
2. How can the Expectancy Value Model of Motivated Behavidihiaice (EWIBC)

be used to describe and explain choice in this context?

1.5 The value of the study and its contribution to professional and academic
knowledge

Whilst there has been a substantial amount of research in the area of choice fet®ost
educaton prior to this, the context of this study is unusual and allows it to make a
contribution to academic knowledgelhe context is unusual and interesting due to the
combination of a very isolatesingle state provideof education whose size isubstantial

as is the choice of courses offeraghen we think of an isolated provider we commonly
think of a small institution with limited choice. This conteatlied with a relatively swift and
unexpected change to the provision by the Sixth Form @entean that Guernsey students
entering Sixth Form education in 2QJ&hgenders the contribution to knowledge
Furthermore,Tuominen Viljaranta and Salmelaro (2018, p. 16)Adentify that further
research is needed when exploribgi KS 02 YL SEZ 02y OdzNNBy i NBf |
achievement goals, expectancies and task values, and academic angsmtional

Fdzy QU A 2y Ay 3 despite th&gghif®anCaguar 8f@eEearch already accessible

for this area.

This study will make a contribution @ dzS NJ/ gidfessidrial knowledge as the findings will
be presented to the Sixth Form Managementtelny R (1 KS A1% Straydédy Gp t 2 &
so we are able to enhance the guidance provided to students making this choice, and better

support students whilst they are in our care.

1.6 The Methodological Perspectives

This mixed methods studxaminesa ( dZRSYy 1aQ RSOA&AA2Y YI 1Ay 3 LINP
choices for Posi6 education in GuernseyAn embedded design issed in whicka

guantitative data strand collecting data from all first year Sixth Form studeetaliedded

within aqualitative case studyThis qualitative dtawascollected in two phases from a

group of 12 students who form a representative random sample of their whole cofibe.
phasesarei)(i 2 6+ NR&a G KS & Sbth R stildy, Singlidwaids theend J- y G a Q
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of their firstyear of study. The qualitative data tool is ardigpth conversational interview,
using a series of prompts to keep the conversation on particular topic areas. The vignettes
prompting the first interview are chosen from the IFS interviews to represemynoithe
different facets to choice, according to the-NBC model.Thetwo strands of the design

are connected through thquantitativedata. This has two purposes; firstly it provides an
2PSNIff ONRBIR LIAOGAZINE 27F G Hy$isasBdtdNdroddéR dzLJQ &
prompts for use within the second set of qualitative interviewWw$erefore the quantitative

and qualitative data are linked together through the use of participants, and because the
second set of interviews bugan the first. Qritically, this design requires thguantitative

data to be holistically integrated into the qualitative case study, so allowing the detailed
NBalLlRyaSa G2 06S O2YLI NBR (2 (GKS gK2tS &St
approach is taken to this pie of work as | retained an awareness of the timescale over
which this research could take place, partially to ensure that all students where still studying
at the Sixth Form Centre, and secondbyensure that this thesis was completed in a timely
fashian. Furthermore, each element of this research complements the otwerzoviding

an insight from a different view pointwvith the aim to fuly investigate the topic under

guestion. For the final analysis, the dateom all elements was considered andngparedto

allow a clear overall picture to emerge.

My role within the Sixth Form, firstly as Assistant Director of Sixth Form and then as Director
of Sixth Form meant that my role in this study had to be carefalgncedn order to
ensure that students felt able to freely participate or not to participate and give their

opinions.
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Chapter 2: Review of Literature

2.1 Introduction

The needor studentsto make a choice of what to study in the closed system of education

in Guernsey after a substantial change to the available courses was a move that engendered

a range of different reactions and behaviours within the student commuagyhey sought

to make sense of the situation. Within thierature review of relevantheory| aim to
AYGSNNRIFIGS GKS AyFtdzSyOSasx O2yalOAz2dza | yR dzy
| start by introducing some of the more relevant models on how a choice is made, then use
GKS FTNIYSG2N] 27T HEWSC Mode(WidfieldvagdrEScies, 200 Of S 4 Q
examine he different aspects of the choice process. Thisleh@ainderpins this whole thesis

as in addition to its use in this literature review, the data collection instruments were

designed to prompt the emergence of data covering all aspects of this model, and this data

was then analysed and interpreted against the background of this maédwlly aspects

fromi KA& Y2RSt | NB fAy]l SR(QMadistuSslodadninastering 4 S | Yy R
school transitions, so ensuring that this literature review remains embedded in the context

of this study.

2.2 Theoretical Models around Choice
Within this section | aim to introduce some of the most relevant choice models, culminating

in a detailed discussion tdfie EMVMBC model

2.2.1 The Theory of Planned Behaviour

The first model which appears pertinent to this study is the Theory of PlaBabdviouras

tf Ayia Iy AYRAQGARdzZ tQa FGGAGdzZRSAS a4dzo02SO0GA OGS
intentions and behaviourge.g. choice) Thismodel, as summarised in Figue2.1, shows

K2g 'y AYRAGARdzZ f Qa | (G A (fdsRScely in@ECH thédyyvB R 6 A (i K
(the subjective norms) and their perceived ease of conducting the behaviour (the perceived

behavioural control) forms their intentions and subsequent behavigdjzen, 201}
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Norm

“ Theory of planned behaviour
' Subjective .

Perceived
Behavioral
Control

—_— e —_——_— e —_— —

Figure2.2.1 (Ajzen, 1991, p. 182

¢tKA&a Y2RSf adaA3Sadta GKFG 'y AYRAGARDzZ f Qa OK?2
norms, so a new or different optiosuch as IBnay be very difficult to accept. If an

individual has a limited supply oél&-efficacy, or they are unable to comntd the decision
makingprocess, their experience benefits their developmemesearch shosithat this

theory is a relatively poor predictor of behaviour, with a correlation coefficient of about

0.60(Ajzen, 2011, p. 1¥). Various explanations have been suggested for shish aghe

LI NIAOALN yiQa Ayl oAf A laddinpRlse® Zhg (atidRafity ofitkisS A NJ 2 gy
model is atodds withreality & A G A3JIy2NBa GKS FLFOi2MAE o06Se&2yR
assumes that the information individuals are acting on is complete and accurate.

Furthermore emotion, whether sustained or momentary, plays a role that can further

distort reality(ibid). These confounding factors can produce beha@avhichare at odds

with the model.

2.2.2 Achievement -Goal Construct

The reason for considering the link betweaghievementgoals and choice ihat
achievement goals are thought to influence engagensnan individual makes a
considered choice Thidinkisrelated to the differences between the two types of goals
considered withinthe achievemengoalconstruct. These are mastegpalsand
performance goals, anldoth have a different focuas mastery goals focusmthe

developmenbf competenceand knowledgewhilst performance goals focus being able
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to demonstratetheserelative to othergElliot and Hulleman, 20).7 These two goals can be

aSLI NG4SR GKNRdJzAK G4KS FAY 2F YIFaGSNARAy3 az2yvySi

competence. This last can be framed in a variety of different ways, both positive and
negaive. As an examplduominen, Viljaranta and Salmefaio (201§ suggest thiss

framed in terms of avoiding situations where an individual fails or makeistake, or to
demonstrate a greater level of competence thheir peers, or to get good grades.

However Elliot (2005 is clear thatealisticallygoals are a blended combination of these

two, and that it is not always possible to make such a binary distinction between the two.
Another point of view is that we need to distinguish between the reason and aim of a goal,
rather than simplycategorizing it as mastery or performance. An example of this is that the
aim of a mastery goal is to improve or master a skill, with the reason being to develop
ability. A performance goal differs as the aim is to do better than others, with the reason
being to demonstrate ability within a skiilliot and Hulleman, 20).7 Whist opinion is

divided in which out of reason or aim should be emphasised, it is clear that botmare

importantconsiderationd KSy RA&OdzaaAy3a (GKS Y2GA0FGA2Y

One of the important consequences of looking at achievementsgoahis way is the
development of performancavoidance goals, where an individual seeks to avoid being put
in a position where they are measured against others. Ability, or perceived ability, can
influence the type of goal chosen. Those with high gptions of their abilityare likely to
choose through mastery or performance goals, where those performance goals are taking
them to approach the taskhey are motivated by the idea of increasing competence or
being able to demonstrate their competencedthers. Those with lower perceptions of

their ability are likely to choose through performanaeoidance goalébid); the possibility

of demonstrating incompetence motivates them to choose differentere we can see
GKFG Iy AYRAGARIzZ f Qa LiGaNdn® kdpekiehges, @akhersDS f T 3
perceptions of their ability can influence the type of goals they conceptualise and therefore
the way that they make their academic choice. Pragmatically, we could envisage that a
student making a choice for Pe$6 education could conceptualiseveral goals, some
positive, and some negative, based on their previous experiences antthesnd other
peopletQa O2 y F A RSy O SThigmbdelidad®meNd questidrtthe link ketivéen
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goals and choices, but its narrow focus, although reabta prompts the need to explore

further influences on choice and decisions.

2.2.3 The four -phase model of Interest Development

a2RSfa GKIFIG F20dza 2y WAYISNBaliQ KIFI@S LRISydA
influential to subject choiceHidi andRenninge(2006, p. 11Bseparate interest into

WaAlddzr GAZ2y L Q |y RintHatsitkafioded iRatdstlis diggeredtb&5 3 S RA T F S
stimulus, and may or may not fade onite stimulus has gone. Individual interest refers to

'y AYRA@GARdzZ f Qad LINBRA&ALIRAAGAZ2Y (G2 dzy RSNIIF 1S
content, and is not dependent on a stimulus. Both could be considered to involve two

phases; for situational terest situations, the first phase is a trigger, and the subsequent is a
maintenance phase. For individual interest, the first is an emergence of the interest, and

the second is a demonstration that this interest is well developed; consequently this model
considers the degree of positive feelings, stored knowledge and engagement which lead to
interest development. Furthermore, variables such as effort;eféiifacy, goals, and self

regulation of behaviour are able to be observed as interest is developegtedes through

these four phases. As shown in Figurz 2below, an individual can move through all 4

phases consequentially, so moving their interest from situational to individual. However

moving through the subsequent phase for each type ofrggeis not guaranteed, and can

take place from differing knowledge levels. In some cases it is clear that the individual

needs further support, whether this is from peers, parents, or a facilitator, in order to

maintain or develop their interest. Whilgtis model acknowledges the importance of

FILOO2NR &adzOK la o0StAST Ay 2ySQa 2¢6y O2YLISGSyY
and place within their social structure, it does not see interest as an outcome of these

factors(Hidi and Renninger, 200Renninger and Hidi, 2016
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Figure2.2.3: The FowPhase Model of Interest Development by Hidi and Renninger (2006)
interpreted and illustrated by Bel{Fig 1, Beh, Pedell and Doube, 2015, p. 3

Thismodelleads me to question the relationship between choice and interest development.
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an area, which they are then supported to maintain. The individual is thienta make a

choice to reengage with that content, so starting the first phase of an individual interest. In

this way, an individual is able to progress through all four phases, starting with the

situational interest phases, then making a choice to leixliehaviour that allows them to

move into the individual interest phases. Therefore using this model, educational choice is

able to take place after the prompting and maintenance of an initial interest. On the surface

this seems very reasonable, buatis to the question of whether educational choices are

always driven by interest, or whether there are other important factors at play.

2.2.4 Self-Efficacy Theory
In selfefficacy theoryBandura, 199)&

Y AYRAGAR deeirfalsity toprédude ST& o

successful outcomes amdeet theirgoalsisvital to increasing achievement motivation and

their performance. When discussing sedffficacy,Bandura (199ydistinguishes between

efficacy expectations and outcome expectatiofigficacy expectations are the belief that

the indivdual is able to complete a task; tldentrasts with outcome expectations, which

are the belief that the task will lead to a particular outcome. Bandura argues that efficacy

expectations are a greatendicator of choice, whicisA Yy | ANBSY Sy i

with its inclusion of ability expectatior{8Vigfield and Eccles, 2000

Agency is connected to sadfficacy throughtie ability to seHreflect, leading to a
2dzRISYSy i | 62 dzi

gAGK 900f

B goRfeie a Gsklaitd ha degelopm2nt of @silience
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(Bandura, 2018 ! ¥ A Y RA @A RdzlI f Q& it Sféchti Fyperayd dilficUS/OINI ST F A (
goal that they set for themselves, as well as their commitment to achieving this goal.

Agency manifests through three main properties: forethought,-sictiveness, and self
reflectiveness. Forethought includes thhility to plan ahead, and to visualise success,
whilstseliNBS I OG A Sy Saa Ay Of dzRSa GKS FoAftAdGe G2 YI
for the conditions for success. Therefore these two lay the foundations fee8igécy, and

the ability to seteffective future goals. Seéfficacy and forethought areonnected to past

experiences, as a favourable outcome will lead to positive future expectations, with a

negative outcome leading to the oppost@andura, 2018 {GNBY3IIGKSYyAy3a |y
belief in their capability through developing their agency therefore benefits them when

making a choice, as they approach this with a belief that a wider range of options are

permissible for them.

A % 4 oA x

SFSTFAOL O Aa O2yySOGSR (2 Yy AYRAGARIZ £ Q4 Y
Bandura and Locke (200BSa ONA OGS | adGdzRé 46KSNB FSSRol O]
raised or lowered their perceived sdfficacy, which in turn changed their subsequent

performance perseveranceand motivation Selfefficacy is therefore both influenced by an
AYVRAGERUSB IKNEY O0Sas yR AyTFifdsSy0Sa (G(KS AYRADAR
work on both an individual and a group level. Groups who are told their collective

performance is good compared to others show heightened aspirations and performance

(ibid, 2003® CKAA Ay GdzaNy tAyl1a G2 | INRdAzLIQA OKz2 a
its members.Bandura and LocKenk selfefficacy to the formation bmore or less

ambitious goals, and academic achievemeticacy beliefgherefore heavily influence

choicethrough the raising of aspirationbut alsoreceive an ongoing influence from an
AYRADGARMZ f Qa SEBeyhadenddesa 2F (GKS OK2AO0S

2.2.5 The Expectancy Value Model of Motivated Behavioural Choice

Expectancyalue theory is the other dominant theoretical framework used to discuss

motivation in he contextof this study Thistheory centres on the expectations of being

successful, and thealue given to the task in questigfiuominen, Viljaranta and Salmela

Aro, 2018; both of these are important when defining motivation in a particular context.

Expectang-value theory also incorporates beliefs such as personal confidence, perception

of difficulty, goals and sefchema, and the influences of key socialisers and family. Eccles
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breaks the valuem the modelinto four components: interesenjoyment, attairment,

utility and cost. It leads us to question whethehe idea of a free choice is a fallacy, and
insteadsuggests thabur choices are made under a variety of constraints, whether or not
we are conscious of these. TE¥MBC modetan be summarised tbugh saying that
expectancies, values and social cognitive variables directly influence motivation and choice,
andthe modelshowsa visual descriptor of the process. It provides a developmental
framework for considering how these variables work togettreer time to influence each
other, and influence academic choice, motivation and performance. The relevancy of this
model is demonstrated by linking core constructs of the model to the context in which this
research is set. There are various differeiatglams of this model, but in the form given
within this literature reviewn figure 2.2.5Eccles, 208) causalnfluences move from left to
right (Column 1 to 5), whilst constructs within a column influence each other reciprocally.
Time is shown as an arrow completing the loop to signify that all of these factors have the
ability to shift with feedback, situatiomnd time, so influencing the ongoing decision

(Eccles, 2009

Defining the constructs within the nael allows us to gain a depth of understandofdhow

the model worke 2 AGKAY O2fdzvYy oX |y AYRAGARdZ t Qa |
influence their expectations of success in column 4. These ability beliefs are their

perceptiors of competence aithe current time, which are then used to extrapolate to their
expectation of competence and therefore success in the fu(Wafield and Eccles, 20P0

Ability features stronly in many different motivation theories, and the perception of an
AYRAGARdzZE £t Qa FoAfAGE A a2YSOKAYy3I GKS& | NB L
and impacts on selivorth. In particular, the need to demonstrate competence provides a

motivation for many to seek challenging opportuniti@¥igfield and Eccles, 2000, p.)71

One of the foundations of Expectangyl £ dzS ( KS 2 NA Ssdhat&@toiek | & 9 OOf S
LISNBAAGSYOS YR LI SNF2NXYIyOS Oty 68 SELX I AYSR
succeed, and the value they place on the chdigee and Henriksen, 201L5In this context,

it means students choose options they believe they will be successful with, and those that

they attach valugo. These beliefs are influenced by their thoughts about their identity, and

how they wish this to develop.

26



9 O O EVAMBQ@modehas a variety of strengthBge and Henriksen (20)islentify its basis
on empirical evidence and its comprehensive and inclusive nature as some of the most
important strengths of the model. Its comprehensive nature is demonstrated as all those
factors discussed so far in this literature review are included in the model, as demonstrated
in figure 225. Furthermore this model incorporates motivational theories frother
Y2RSt asx &adzOK -dffisacy(199y FOAINITh3 dnodél & fdyhamic, acknowledging
that all these influential factors develop and change over time, and that at a specific
decision point a decision is made which may be made differently if it was taken at a
different pont in time. Indeed many choices are renegotiated as the studaints

experience or géhrough a cultural change, even if they do not have an actual change as
their outcome. We often emphasise, particularly in the context in which | am based, that
youngpeople have a free choice and should make the choice which best fits their needs.
There are multiple constraints preventing this, ranging from cultooalstraintsto gender

(Bge and Henriksen, 20115
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Figure 2.2.5the EVMBC Model(Eccles, 2009, p. 80 (fig)1)

l addzZRSydQa 3I2Ffta INB y2i RSNAOSR (KNRJZAK
them. Theefore when considering subjective task values, those tasks that sit well with

personal goals withatter more to the student Howevey Tuominen, Viljaranta and
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SalmelaAro (2018 claim there is little evidence showing whether or not goals predict task

values, or vice versa.

2.2.6 In summary

These different models about choice have similarities, with edc¢he first four

summarised heremphasising important factors such as the influence of society, or the
suggestion that through an educational choice an adolescent is able to further develop their
sense of personal identityThe EMBCmodel differs significantly from the others through

the addition of time, which allows us to see the decision as an ongoing narrative which can
be refined and changed, as opposed to a single fixed evemsmodel forms the

theoretical foundations to this piece of wor&s it provides &isualigition ofthe decision
examined here as a narrative that changes over tand is thusised to shape the analysis
and interpretation of the data collected. This reviewtlud literature will now examine

different aspects of this model in depttrawing on other sowes to discuss each relevant

aspect of the modelvhilst maintaininga focus on tle particular context of this thesis

2.3 Personal and cultural factors

Personal and culturdhctors are incorporated into the first column in the-ENABC model

(figure 2.25). The incorporation of these factors sugget$tat choice carbe gendered, and

can beheavily influenced by societal pressures and previous experieattbsughthese
influences can beonsciousor unconscious Eccles (20)lidentifies the difference between

LI NByGlf AyFtdzsSyOS:I $gKAOK 3FdzARSa @2dzy3 LIS2 LI
and peers, who influence by providing reactive feedback to choices. This is substayiated
Head (199Ywho suggests that, regardless of the degree of friction within the relationship
between parent and young person, the perception of the parent as the primary source of
career guidance and approwvpersists. Once decided upon, the choice of career will provide
a clear and direct influence on educational choice. However, this does not negate the role
of the school in influencing a young person to make a decidbenkinsopet al. (2009

identify that effective schools are able to support young people with choices, through
providing clear and impartial advice, time for individual conversations, and information
about pathways. Young pelepin these circumstances are less reliant on external support
from their parents, and are more likely to seek parental approsalpgposed to relying on

parental advice.
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Educational choice can be heavily influenced by the immediate resources that a young
person has to draw grwhether these come from their socidemographic background or

their individual resources. Individual resources include prior attainment, school motivation,
and belief in ability, all of which give confidence when considering adweducational

choice. Those lacking in these resources, or whose-slecimgraphic background contains
examples of lower aspirations and attainment, are less likely to be certain about their
future, and therefore more likely to suffer the negative conseqces of thigGutman,

Sabates and Schoon, 2014

Family characteristics and social influences form strong subconscious factors when

considering choice. Those a young person spends most time with, their parents, teachers

and peers, will shape their expectations of gender norms, characteristics aer car

FALIANI GA2yaz IyR (GKS&AS Oly AyidSyaAiFe Rdz2NARy3
develops(Weiss, Wiese and Freund, 20® LG A& ¢2NIK |jdzZSadA2yAy3
perceptions of gender roles come from. Personalenations of parental behaviowand

personal reflections of thempact of that behaviour on them providle basis for many

@2dzy3 LIS2LX SQa FGGAGddzRSa NBIF NRAYWRIsp2N] OK2A
Wiese and Freund, 2014 Interestingly, many girls look to move away from traditional

gender roles at this time, whilst boys are more likely to endorse them, although this move

to or from tradition has also been shown to be connected to how open a young person feels

with regard to change, and whether they feel powerless or in control. Tieadieg

powerless appear to be more likely to embrace traditional roles, and experience a lower

level of wellbeing (ibid, p135). Does gendiect educational expectations? Viljararga

al. (2009, in Tuominen, Viljaranta and Salmai®a, 2018, p. 16B8suggests that boys use

narrower, objective criteria, such as academic achievement or parental modelling, whe

formulating expectations, whilst girls use wider considerations such as their values.

Role models, whether these@plder peers, family members, or anothmember of an
AYRAGARdzZE £ Qa Odzt G dzNF f d<ard ihpSreiat influén@eSalttiogly 3 6 SSy
this can be hard to quantiffe.g. Hazaret al., 2010Q. It is important to question whether

role models can override & G dzRSy 1 Qa LINBO2y OSLIiA2ya | o62dzi i
suit them whenit comes to making a choice of what subject or course to choose. When

discussing why female students choose for or against studying Physics, a traditionally male
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dominated subject, Haari et al. suggest that many factors come into play, although one

negatve aspect is that young women cannot picture themselves in the futurepassan

who is studying Physiesd identifeswith the subject.Buck, Clark, Lesteelecly, Lu, and
Cerdalizarraggq2008, in Sjaastad, 20)&escribe how providing an interpersonal
NBfFTGA2YaKALI 6A0K Iy AYRAGARAZ f Y2RSttfAy3a (K
the choice by serving as an example embodying chariatics the student wishes to

emulate. In a study discussing the role of significant others to influence stud8jaastad

(2012 noted that women are more likely to gon the examples provided by others, and to

rely on others to develop their sedffficacy. He provides empirical support for the claim

that that women use significant others to help them to define themselves, their interests

and their choices on a mofeequent basis than men.

|l @2dzy3 LISNAR2YQa FlFYAf&@ RSY23INILIKAO Ay Tt dzSyC
I GFNASGe 2F osLeao I @2dzy3 LISNER2YyQa LINRAR2NJ |
familial context will also shape aspirationgdainerefore educational choice. Aspirations

rise with attainment, and lower when a young person is surrounded in their home context

by those who have achieved to a lower levEurthermore, hose from a lower

socioeconomic status are likely to be lesstain about their choices, and less aspirationa

(Gutman, Sabates and Schoon, 2D1Additionally, their parents are likely to be less

FALIANI GA2YEE | 02dzi GKSANI a2y 2NJ RIdzZ3AKGSNRa S
@2dzy3 LISNBER2YQa |ALIANIGAZ2YAD Ldnthssalisd) K y20AYy 3
whereby boys are more likely to find these trends exaggerated than(§ctsoon, 2010, in

ibid). Howcan this be overcome? Evidence suggests that effective careers advice can lower
uncertainty and raise aspirations, as carcemraging a young person to be motivated at

school and gain confidence in their abiliti€utman, Sabates and Schoon, 2p14

Anders and Jerrim (20)8lsocontend that there is a link between parental education and
GKSANI OKAf RNBYy Qa SRdzOF GA2y Lt | G dhoidey. My i | YR
postulate that there are two reasons for this, with the first being a genetic factor, and the

second being the parental investment in the child. They suggest that the genetic factor is
related to a predisposition to academic skills, so ghatents who are predisposed in this

way are more likely to have children who share this predisposition. The parental investment

can take many forms, from ensuring that their children have access to high quality
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educational resources, to increasing theaittaral capital through visiting museums, reading
books, and discussing these. A society with social inequalities will find these factors
exacerbated, and though it would be a mistake to assume that a correlation between

parental socioeconomic status a@K A f RNy Qa 2dzi02YySa GStfa dza
environment, there is a link between the twAnders and Jerrim (2018, p.)3&e the PISA

2009 reading test scores for 15 year olds to illustrate this, where they #hmavthere is a
substantial gap between the highest achieving children from disadvantaged and affluent
backgrounds; in England this equates to 2 years and 5 months of schooling. Clearly a young
LISNE2Yy Q& Tl YAf& OKI NI OG0 SiNhtasiudcaddat scho@,andl 6 A 3

their consequent ability to make a wide range of educational choices at 16.

A cultural influence that is particularly pertinent to this context is that of selective
education. Althe studentsin this studyexperiencededucationalselectionat age 11, and
Pensiero (201Bargues that this cultural norm widens the inequalities between students
who succeed with the seleioin exam and those who do not. She goes on to argue that it
produces unequal learning opportunities, as although it is beneficial to the high achievers,
others experience both lower quality education and lower expectations so restricting their
educationalattainment, skill formation, and their aspiration€hmielewski (20)&grees

with this, noting that the early onset of selection, combined with the difficulty in moving
from one stream to the other and the divergence of instructional tracks produces a
significant degree ofinequality. A further social aspect of this is the peer environment in
which a young person will find themselves; if streamed onto a less academic path, a young
person will find themselves surrounded by those with lower academicagms and
expectations, which is likely to lower theirs and influence the choices they make in the
future. Chmielewski (20108o0es further with this, finding that a larger proportion of those
on the less academic path have decided against univestitly early in their secondary

education compared to those on a more academic pathway.

Rodeiro'q2007) study about patterns of uptake and preferences for A Level choices in
England aims to explore the important factors considered by studerte. study explores
factors such as personal characteristics, social class, and type of school, as well as the
perception of subject importance and the impact of introducing new subjectsils¥V

w2 R S AtdMI2 took place prior to the most recent changes to the structure of A Levels, it
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findingsremains relevant as students continue to need to choose thdijects. The

studentsiiw2 RSANR Q& adGdzReézX tA1S YAYyS> OthowoB FNRY |
and ability. Rodeirofinds that personal and family characteristics influence whether

students opt for the more &ditional academic subjectand also changed how students

perceived the importance of subjectdealso highligh$the importance ot & 0 dZRSyYy G Q& L
experiences and perceptions of their own ability, with thésrnig more important to them

than whether they thought the subject was difficult. Importantly, the study found that

students approached this decision in different ways, and whdce differently depending

on their social background, ability and school background. They valued the advice they

received from family and other knowledgeable sources, but received differing levels of

advice dependent on their school and family chaesistics. WhilsRodeirodoes not

positionhisT A Y RA Yy 3 & EMBG/mbdethiSfiddingsifivell within the model,

hence its relevancy to this piece of work.

TheEva. / Y2RSft y20iS8Sa GKS AYLRNIFIYyOS 2F .y AYRA
Oyserman(2017) describesculture as the alpervasive lens through which we interpret our
experiences; to an individual, this lens feels like reality. Within our cultural milieu, we

understand how to act and think, so allowing us to identify those who belong in our social
group,and those who do not. Perceptions, judgements and behaviour stem from cultural

cues, so allowing a wider group to share a cultaradd-set Variousmind-setscan be

activated within this, including an individualistic, laonourand a collectivistionind-set

The individualistic and collectivistic appear incongruent, as one encourages uniqueness,

which the other encourages individuals to find commondl@yserman, 201)7 The themes

of individualistic, honour and collectivistic scaffold how each individual reacts and thinks in a

new siuation, soproviding a useful viewpoint to help understand why some individuals are

so keen tdramethemselvesasunique within their cultural milieu, whilst others are

reluctant to do so, wishing to maintain strong connectios K S A G dzZRSy i a A GKAY
Sixth Form Centre originate from all different subcultures within the Bailiwick, and whilst

studying assimilate into the culture of the Sixth Form Centre. This is not always a willing
assimilation, and as such some studesttsiggle with tensions between the two cultural

milieus as they discover that there are other perspectives. This shift is permitted bythe EV
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MBC model through the acceptance that choice is an ongwiogess thadevelops and

shifts as time passes.

2.4 The effect of previous experiences, person al factors and cultural factors

These factors are incorporated into the second column in thé/BZ model (figure 2.2.5),

and are influenced by those in the first column discussed in the previous seétiohoie is

not a static or fixed occurrence, but instead a process that develops and changes with time

and situation. The premises upon which choices are made, such as life goals, identity, and
theselfa OKSYl GKIG RSAONAROGSA | yandggriemligatidRslabdutQa o0 S f
themselves, will all change in response to the further experiences, feedback and information

that an individual collects as they continue through (Eecles, 2011 This fluidity can leave

young people floundering as they get close to a traditional decision point, such as those

regarding Post 16 education, and University or career choices. (d#ead, 1997, p. 18

gives a contrasting argument for this fluidity of choice, suggesting instead that we create a
WIdZARAY 3 FAOGAZ2YQ Fo62dzi 2dzNJ €t AFS | yR 2dzNJ Fdzi
foundations of this guiding fiction are not clear, it is likdlgttthis too must develop and

change as described above, so giving a further dimension to the choice process.

2.4.1 Gender

Il @82dzy3 LISNE2Y QA I FFSOGAGBS NBIFIOGA2Y (G2 GKSAN
inequality is likely to havan explicit rée in making a choicelndeedEccleg2011) advises

that rather than gender itself, the gender stereotyped sociglisaencountered by young

people leads to differencds subjective task values. For example, Freund and Wa$EEED,

in Eccles, 2011, p. 1p#nd that young women place a greater importance on family and

affiliation, whilst young men rated power and education as more important. Furthermore,
socialisation can engeler different long term goals and expectations about adulthood.

This type of socialisation can be cultural, familial, or through peer groups, but results in

gendered experiences and leads to genderedgetteptions and beliefs around

competency and swess in particular fields.

There is a long established gender disparity in some areas of. s&itligM subjects have
long shown an uptake bias towards young men, which continues through into related

careers(e.g. Bgeet al, 2011). The question is whéer this phenomenon is due to nature
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or nurture; in other words, does social conditioning explain why young women are -under
represented in studies involving mathematics and physical sciences? This leads to a further
ethical question relating free accesseducation to mental and cultural barriers. Are

societal norms, stereotypes and expectations discouraging women from accessing this area
of education?Bgeet al.(2011) suggests that young men develop a stronger interest in

these areas due to a greater degree of related childhood experiences, whilst girls are
exposed to influences that encourage them tads topics that help them in their

relationships with others and itiheir social settings. These different motivations encourage
students in different directionsOther gender differences also play a role in enabling these
different academic trajectories; most notably the different responses by gender to stress
and compditive learning environmentgSalmelaAro, 2014. SalmelaAro discusesschool
burn-out, finding that girls are more likely taifer burn-out than boys, and more likely to

feel inadequate. This again can influence the subjects girls commonly choose to undertake,
as they will be less inclined to tackle those perceived to be more diffidaliyet al.Q a

(2008 research on gendered course selection contributes further to this point when they
show that the foundations for these different decisions are laid at a far earlier date than the
time over which the choice is formally prepared and made. They argue thateicteived
ISYRSNJI OK2A0S aSNWSa G2 LISNLISGdzr S @&2dzy3 LIS2
this becomes a time when gender differences in abilities, values and@saiepts become

more pronouncedand therefore continually relevant to those youngsudents preparing

for the decision. Naggt al. examine this phenomenon in different national settings, finding

that it is one which is widely observed.

2.4.2 The effect of educational selection

I @ 2dzy 3 LISoNRpRof their abilite$ can lirtk the institutional context. Ability
streaming within an institution will have a different impact on a student as opposed to a
selective education system where a student is streamed to a particular institution after
sitting a selection exam. Studentsa selective education system show less difference in
their selfconcept of their abilities for the same subje¢@hmielewski, 200&han those in a
mixed-ability school, where they are exposed to all ability ranges. Therefore a selective
education system has thdfect that low ability students are more confident in their ability

to succeed, perhaps because they are surrounded by students of a similar ability and
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therefore see themselveassucceeding amongst their peers. This can, however, give them
a false prense on which to make a choice, as whilst their-selficept of their ability may

be high, their actual ability may be relatively low. Conversely a mixed ability school is likely
to provide high ability students with a greater setincept of their own ahiies, primarily
because they are exposed to the full range of abilities and therefore are able to make a

comparisonChmielewski, 2018

2.4.3 Personal and Cultural Factors

Young people gain information through a variety of sources, including a range of different

types of media, education, and family. Information gained through media sources can lead

them to question whether those in a position of authority (e.g. teachers, parents, politicians

etc) are trustworthy; are they telling the truth? Traditionally ayold§ NE 2 Y Q& A RSY (A |
defined in terms of aspects such as socioeconomic status, but with the wider variety of

sources of information comes a breakdown of traditions, leading to a cultural liberation of

the individual(Bgeet al., 2011). Bgesuggests that this can lead to individuals being less

dependent on their social milieu, and more able to make free choices around aspects such

as lifestyle, education and profession. HoweBwealsohighlights that this idea has been

challenged bgomel Yy R GKFG Ay NBIFfAGE || &adGddzZRSyidQa OKz2)
by their home backgroundWhen discussing the reasons girls may continue to study

physical science8gediscusses research showing that girls who choose this path learned

their appreciation of the subject through the influence of a parent or grandparent. This

further supports the argument that independence of choice is illusionary.

{20A2802y2YA0 adldGdaAa YR I &a0dzZRSydiQa SELISNRS
influenceon their decisions. Whilsdbyserman (201)Finds that low income students and

their parents in America have a high level of aspirations and expectations, students from a

low income backgrouwhare less likely to graduate from high school on time, and if they do

so, are less likely to graduate from college, regardless of theialbackground. Oyserman

reminds us that although we know there is a clear correlation between educational

outcomesand family background, the mechanics of this link is unclear. Oyserman focuses

on whetherlow economic resources influente & 2 dzy 3 idedftyNEs2d/ntvational

processes, that is, whether they are able to imagine their future self and whether they can

formulate effective strategies to get there. She makes a convincing argument that where
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strategies are put in place to facilitate a young pertmdo these things, to read the

necessary cues to succeed academically and engage, they have a higher level of success.
Oyserman uses identilyased motivation theory to explore how race and socioeconomic
factors relate to motivation by influencing howyng people think and behave over time.

This predicts that they will act in ways that fit their important identities such as race and
social class, but these are situatieansitive and can clash with identities that facilitate
success at school, throughe implication that people with our background do not succeed

at school, go to Sixth Form, or study at University. Therefore although the aspiration is to
do so, the path to gethere is unclear and distangnd it becomes easier toehave in a way

that means these aspirations become meaningless. Simple economic steps can be taken to
counter this, such as starting a savings account (regardless of the amount in it) to pay for
university fees. Oyserman finds that this increases the odds of attendingediiea factor

of 6, suggesting that this may work&si o6 NA y & (0 K-&lfclosedz08rifging i ¥ dzi dz

a further important identity that facilitates future studpyserman, 2013

2.5 Identity and Self -Concept

Identity and seHconcept are incorporated into the third column in the-ENBC model

(figure 2.2.5); and their formation is dependent on @&artolumns within the modelThere

are two types of identig that influence personal choices: personal and collectigecial.
Eccleg2009 defines hese as follows. dPsonal identity consists of the aspects of the self
that make one feel unique. HE collective identity consists of the aspects that strengthen
ties to the social group. Identity is commonly seen to be an important factor in choite as
gives the vehicle through which an individual can enact and validate their idéatity

Eccles, 200Nurra and Oyserman, 20)8 2 A0KAY 900ftSaQ 0KS2NBiGAO
lifetime an individual can have multiple personal and collective identities. These develop
over time, and argarticularly makable when the context around the individual changes
(Lykkegaard and Ulriksen, 2018 hey change importance with changes of situation.
Choices and activities are then categorised by the individual as either asstudce

enactment of their identity or a challenge to their identity, thereby providing a motivational
aspect to choice. For a young person, the lack of a firm individual identity with career
aspirations can be disturbing, leading to an inability to makenachoice in this area
(Erikson, 1950 in Head, 1997
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2.5.1 Identity Development

Identity development must be taken into accoumhen seeking to understand educational

choices. Thoughts about interest, favourite subjects to study, future career, extracurricular
FOGABGAGASAE YR LISNERZ2YIf @GASga YIS dzLJ | & 2 dzy
developing entity. This idea afentity as something which will develop and change over

time lends itself well to the notion of choice as something which is negotiated and

renegotiated over timgBge and Henriksen, 2018 2 f YS3AF I NRX ! t NA{1 aSy Iy
(20195 analysis of the research examining the link between student identity formation and
educational choices found that clua is used to construct a personal identity, and is part of

the narrative about who that young person wishes to be. Another way of describing this is

as a meaningnaking process that allows them to make sense of who they are and who they

wish to be. Its a way of structuring the world, to make clear the complexities they have
experienced. A narrative can then be constructed that gives an explanation of who, what

YR ¢gKeéx YR (GKA&a A& O2yaidNHzOGSR Ay dvBt A2y
limits our ability to be infinitely flexible, as @oing so we would lose coherenaad lose

our perceived reliability and validity. However this narrative and therefore identity must

develop over time, but the narrative must ensure that the individl@a A RSy A G& A a
recognisabldHolmegaard, Ulriksen and Madsen, 2D15his choice narrative must be

embedded in their culture and societal surroundings, although they are frequently
NBYS32GAF0GSR T FGSNI 6SAy 3 (S a f@niegaary, Uiksgh A Y RA OA
and Madsen (2015, p. 3Righlight how language can be used to justify these
NBYS32GAF0A2yazs Ay LI NLGAOdz I NJ gA0K GKS dzasS 2
signify a stable and wethought through choice, and they found it was fresptly used

when a choice narrative had changed dramatically over time.

Identity as a perception d#/ho an individuals(ls continuously developed as we develop

new knowledge and undertake new experiencdle youth phasen which this piece of

research focuses is particularly linke the formation of identity aslwices, whether they

are of clothing, music, or what to study, demonstrate who an individual is, and who they are

not. In this wayBgeet al. (2011 tell us a choice is an expression of idgntNurra and

Oyserman (20081 dz33Sad GKIFG Ad Aa 2yteée 6KSYy 2ySQa ¥

central to action, and | suggest that it is this feeling of imency thda prompts some to
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make such a careful consideration of their choices at 16. Nurra and Oyserman highlight that
F2NJ @2dzy3 LIS2LJ Sz 2ySQa FdzidzNBE R2Sa y20 Ftgl
engagementvith educational choices is lasThey were able tahowexperientially that

young people can be manipulated to experience a connection between their current self

and their future adult self through linguistic cues, and this in turn can be used to improve

how seriously they take theiredation. L ¥ | @ 2dzy3 LISNBR2Yy Qa OK2aSy
used to prompt this, they recommend that it must be a close future that is considered,

rather than a far future, as they postulate that distance can lessen this effect as far future

rewards are les desirable than close ones.

Il aGdzRRSyiGQa FoAtAGE G2 ARSYGATeE cigidniHezari KSA NJ C
etal.(20102 6 a SNBSS GKIFId GKS a0dzRSydQa ARSyGAGE oA
one part of their dentity, and is dependent on the complex interplay between their

personal and collective identigs suggested through figure 2.5.1 belowhese different

aspects mutually influence the way in which they identify with a subject choice, and can be

in confict or agreement with each otherf-igure 2.5.1 also shows how subjective task

gl t dzSa sz ( KséfscheMmR andiher dxpeictaian of success act as key
O2yiNROdziA2Yya (2 + &a0dzRSyiQa ARSYUGATAOFIGAZY
gAftt 0SS RSOSt21LISR GKNRdIzZAK | &a0dzRSy Q& SELISNR

perceptions will provide a further interplay between the other aspects to their identity.
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Hazariet al. (2010, p. 982 fig)}1

2.5.2 Engagement

Student engagement is a multifaceted constructttdascribes those characteristics and
behaviours that aid learning. Engagement is important to consider here as it influences
which educational pathways a student will choose to follow. It is related to intrinsic
motivation, which can helpto explain 8sizZRSy 4 Q& @2t dzy G N2 Sy 3 3SYS
that they do not have to do. Engagement differs in that it includes further behaviours such
as the ability to persist and concentrafoelleret al., 201§. Engagement can be effected
by contextual influences such as family context, social expectations and gendered
expectations, especially when reinforced by influencers such asatenfs, school or peers.
Teachers are able to influence student engagement enormously through supporting them
academically and emotionally; their interpersonal relationships with their students
contribute to engagement within a subject. Engagement amdfore motivation is

strongly affected by the tasks set within the classroom; ensuring the level of challenge
remains such that learners are able to cope and thrive with the resources avadable
facilitate engagement. Within the school context peers #ire other influence on
engagement. Peer values and attitudes can encourage activities that both promote

engagement or are detrimental, arade often subject specifiMoeller et al.,, 2018.
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2.5.3 Self-concept

Iy A Y RA @déorcdpt i§ dritinuduslyt irformed and developed through behavioural
choices that provide feedback to the individual leading them to consolidate or modify
existing beliefs. This can be dividatb two parts:the seHO2 y OSLJG 2 F 2y SQa 24\
and seltschemataEccles, 2009 Onceconfirmed, the selschemata, or beliefs about

GKSYaSt gSaz gAaff F2N¥ LINILG 2F KS AYRAODARdzZ f
AYRADARdzZ £t Q4 0StASTA 02dzi GKSANI FoAfAGASA |
with activities and koices that test this. However Y A Y RA @A Rdz £ Qa adz 2SO0i
is also keydid they believe they were rewarded for hard work, let down by their teacher, or
perhaps simpljucky? Seltconcept of ability influences how a student perceives sugdés

they believe they are good at a subject, achieving an average mark may be seen as a failure,
whilst others would claim that as a personal sucdenriksen, Dillon and Ryder, 2013\
a0dzRSy i Qa o St A SEainflledcesdzbiethahigiScholed df whatd studye

would include a given subject; if their setbncept is strong in that area, they are much

more likely to seek to continue to study it when it is no longer compuls@fiien

investigating student participation in pesbmpulsory science)lriksenMadsen, and
Holmegaardin Henriksen, Dillon and Ryder, 2055A & Odza & K 2 g-codcéptzBrisly (1 & Q

QX

perceptions of the subject can work together to encourage or discourage students from
studying a given subject. Regardless of whether a young peed@ves they are good

enough at a subject to continue studying it, the perception of whether that subject matches
how they see themselves in the future also dictates whether they consider continuing
(Schreiner and Sjoberg, 2007

Selfconcept, or how one sees oneself, is an important part of commonly accepted

definitions of personal identitye.g. Ehle, 1989 in Henriksen, Dillon and Ryder, R@tfl is

related to perceptions of agencyDyersermar(2013, p. 18%expands on this to describe
ARSYGAGASE O2yOPEHEGaOR BFKADEKI By 6S RAGARSR A
and collectivistic seltoncepts. An individual switches betweethese categories when

prompted by subtlecues,whether these are written, oralisualor contextual Shifting

between these can prompt how an individual thinks at any given time, and whether they are
primarily identifying as part of a social group eran individual. This then influences how

they consider future goals and decisions, especially within a school context where what is
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best for them as an individual may not directly correspond with the expectations from the
different social groups they bahg to. Luyckxet al. (2008 warnsthat those with an
inadequately defined selfoncept often struggle with making a clear decision, feeling

overwhelmed by the options and struggling to commit.

SeliSTFA Ol Oe 3= 2bdlielthit theyar AufexoRsdetetdQférms part of their self

concept. Bandura and Locke (200&view the experiential effect of sedffficacy on the

ability to succeedshowing there is a correlation between increased-s#itacy and

success, observing that this effect can be both collective and individballink between

seltefficacy and sel€oncept comes as the belief that one can succeed is linked to an

indiviRdzl f Qa1 BSfPF ¢ KS 0SSt AST Ay 2ySQa loAfAdGe O
on experiences, feedback and mastery of a topic. Collectivefigificy can be

manufactured through creating opportunities for groups to effectively work togethed

through providing both individual and collective feedback showing how the group
LISNF2NYSR O2YLI NBR (2 GKS y2NXO ,2dzy3 LIS2 LI
product of their seHefficacy, but strongly influenced by their cultural milieu, seclmnomic

status, and parental se#fficacy and aspirations; there can be a disjoint between their self

concept and their seléfficacy. High seHefficacy can, however, be debilitatimghen the
AYRAQDGARdzZE £ Q& LISNF2NXI yOS ded, dril asysacki cah drobiged G KS'Y
challenge to their seltoncept(Bandura and Locke, 2003

2.6 Subjective task values and belief in success
Subjective task values and expectation of success are incorporated into the fourth column in

the EMMBC model (figure 2.2.5), and are influenced by the previous three columns.

2.6.1 What are subjective task values?

A further aspect to choice is that of subjective task values; these are the motivations an

individual considers when making a choice. These condisiility Valueor potential

dza ST dzf ySaa Renatik ogvbichZan thaudd titn& or effort @ended and the

negative impactAttainment Valu2 NJ 4 KS AYLERZ NIy OS F2N 4KS AYyR;/
Intrinsic Valugwhich includes interest and enjoymefticcles, 2002011, 2002).

Individuals differ in their personal hierarchy of task values, and chtrioegly depends on

what, for each individual, has the greatest subjective task valimat said, subjective task
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values have been shown Wigfield and Eccles (20P@ be the strongest predictors of

intention regarding a choiceBlos(1962, in Head, 199describes an adolescent as

someone whoisderiving KSANJ 26y Y2Nlf O2RSI &aSLI NIXGS FNI
to meet the demandsf the new situations they experiencelhey are starting to develop

their ideas of who they are, and who they want to be in the future, and perceive choices in

terms of the potential to deliver this future, or to be a burdéccles, 2011

Traditional conceptsf the choiceprocessare often based orsubjective task values and

ideas such as selliterest, information collection, and a rational thought process that links
these factors togethefe.g. Foskett and Helmsldrown, 2001, p. 29 Whilst this applies to

a certain extent for students of this age, it feels to be a rather simplistic way of
conceptualising this. Utility relies on the student having a clear idea of their future after
Post 16 educatiofe.g. Bgeet al, 2011, but many are undecided or unrealistic. Self
AYGSNBadG Itftaz2 Ll2aSa RAFTTAOMZ (A Sficacy,lwhichii KA & A &
has been formed through their previous experiences. The third fmxsghoice was that of
information collection.Holmegaard, Ulriksen and Madsen (2ptast doubt on whether it

is reasomble to expect students of this age to do this effectively, as it is an activity that is
time consuming and often requires a substantial level dfative and independence. The
ability to rationally consider all the options, then make the best chogcene that many
struggle with. Foskett and HelmsleBrown (200} suggest that the majority will settle for

an option seen as acceptable, rather than deciphering the available informatbiectively
whilst attempting to ignore our preconceptionsVhen making an educational choice,
Lykkegaard and Ulriksen (2Q0Xaiggest that subjective values have a greater influence than

expectancy of success, so underlining their importance to the decision process.

2.6.2 Utility Value

Utility value can be described as how helpful that choice will be in allowing the student to
achieve their external goals. In this context this could be access to Higher Education or a
particular career; these are often found to be an importarftuence onPost16 educational
choicege.g. Bge, 2012 Relative cost ia related concept, which is the negative impacts of
the choice such as fear of personal failure, or the time and effort needed to complete the
option chosen.Consequentially student must consider whether the cost of undertaking

their choice outweighs th advantages it can bringften this is done relativglsimplistically
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without the realisation that there are wider influences at w¢Bge and Henriksen, 205

Utility value can be influenced when a student is brought to realise the relevance of the
material studied, whether this is that the subject isma@ans to an end, or of direct relevance

to a future careerthe roleof the teacher in facilitating thiearning process paramount

(Dicke, 2018 There is also a gender divide in the perception of utility, with the OECD
(2007, in Bget al, 2017 finding that young women are more likelo attend high

performing academic courses than young men, suggesting that utility is more heavily
considered by themHazariet al. (2010 supports this view, finding that young men are

more likely that young women to want jobs that are gagay well, make them famous and
give them control. The type of utility provided through academic choices is unlikely to meet

these requirements in a conventional manner.

Nurra and Oyserman (20)18se identitybased motivation theory to provide a further

aspect on why utility value, when framed in terms of a long term goal, is not more

Y2UAQ GA2Y L ® ¢KS®& LINBRAOG GKI UG o Ketgd | & 2 dzy
to their current self, it becomes less central to judgement, so lessening the utility value of

the long term goal. Distant events or goals are believed to be less likely to influence current
actions or choices due to their uncertainty: they candawdreamlike quality. Furthermore

the length of time before they happen can imply that the individual has time to act,
SaLISOALfte 6KSYy (KSe& KI@SyQid NBFfAASR GKSAN
Oyserman are in agreement with Galktaal. (2018 when they argue that individuals prefer
immediate and smaller rewards to distant, larger and less certain ones. Howleser

demonstrate that if a third personis6 f S G2 YSRAIFIGS || LI GK 0S0G6SS

self and their future self so it becomes more vivid, this effect can be lessened.

2.6.3 Relative Cost

Relative cost is a negatiplhenomenon where an individual considers what they will have

to give up in order to succeed with their choice. This could be time or effort, but could also
be aspects such as the certainty of passing or achieving highly, needing to give up another
choice,the potential of disappointing parentsy needing todealing withnegative
stereotypes(Bgeet al,, 201]). Essentially, it is the consideration of the risks associated with
that choice. The perception of risk can alter with the perception of whether their choice is

voluntary; Trimpop (199%emphasises that where an individual perceives that they have
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control over the choice, and that they are not experiencing coercion in any direction, they
are more likely to accept any inherent risk and downgrade its sevdfitiie individual

trusts their advisor, they are also more likely to decrease their percemiassociated risk
connected to their choice. If put under stress when making their decision, or if they feel
LISNEdzr RSR 2NJ O2SNOSRX Iy AYRAGARAZ £ Qa LISNOSL
there is a link between emotional state and the rélatcost associated with a choick.an
individual believes they have made a free choice, and it is their own choice, the relative risk
associated with this choice can also increase, leatirag individual experiencing difficulty

in making their decisn. They become responsible for the outcome, cannot blame others,
and must deal with the consequences if their decision does not \{Bwket al., 2011. This

can be an unhappy scenario, which can lead tooratorium, or an uneasy period when the
individual spends a significaamount of time worrying about the decision and its impact

before making a commitmer(&ikson, 1994

2.6.4 Attainment Value
Eccleg2009, in Bge and Henriksen, 20#®&scribes attainment value as a combination of

GKS FAG 2F GKS OK2AOS gAUK GKS adtdzRSyiQa A
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student places on achieving the goal assadatith that choice. The implication of this is
that identity development is at the heart of an educational choice, both explicitly and
implicitly through its influence on other aspects of the choice process. Identity
development happens constantly asidents negotiate their place in society, assimilating
the available information, options and trends. Thus there is a strong relationship between
the information received about the choice, its associated utility value, the decision that it is

important to achieve that choice, and the development of identity.

When considering how a subject can be made attractive to a young person, it is beneficial to
consider ways to encourage students to picture themselves studying the subject or
undertaking a career in tharea. Hannover and Kessels (20@#uggest encouraging

students to imagine the prototype student who would maket choice, then comparing
themselves to that prototype. This is potentially problematic as it not only assumes that all
young people have a firm idea of who they are, but also that their image of the prototype is
not based on inaccuracie®geet al. (2011 takes this into account through theuggesion

of profiling courses to correct stereotypes and introduce the possibilities, in conjunction
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with introducing mentors in those profession$he point of this would be to ensure
students are able to see how thigoersonal needs and goals could be fulfilled through a
potential choice, so they do not erroneously ignore an option, believing it to be in conflict
with their desired identity.Bgeputs this in the context of choosing a science subject, and
discussestte various misconceptions students develop about science that lead them to
picture it as in conflict with their desired sethage. Young people are constructing their
identity through their choices and actions, and sdtjchoices at 16 allow firm indcation

of who one is.Hannover and Kessels found that students do indeed match an imagined
prototype student to themselves, and suggest that these prototypes are closely linked to
didzRSyiaQ SELISNASYyOSa 6A0GKAY | néepatigeSte & dzo
prototype will be negativeTaconis and Kessels (200% a (i dzR& 2 F 5 dzi OK
investigates profile matching further, finding that students who choose against a subject
after imagining a prototype are making a decision that they do not wish @skeciated

with that particular subculture Students continuously elicibheir own feedback regarding

whether any given choice will facilitate the development of the characteristics they seek to

develop to fit their seimage. Thisprocesss particularly pertinent when we look at what is
happening in areas such as science that demonstrate a decreasing attraction to students.
Taconis and Kessels observe that science is perceived as a subject with little intellectual

freedom as you are unablto argue or debate a different answer, and involvement with

2S0i
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a young person cannot see how a choice will help them to develop their desired identity,
and they plae little importance on the final product of taking that subject, the attainment

value associated with that choice is likely to be very low.

2.6.5 Interest -Enjoyment Value
Interestenjoyment value is a subjective task value that concerns the interest and

enjoyment a student is likely to experience with the task in questiBae and Henriksen

(2015,p.23RS&AONR OGS (KS 220 27F -realisatiork\@haré talénts aré’ | y | NI
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passionate about their choices, so when these do not prove to have the expected level of
interest or enjoyment they become a betrayal to their sense of personal identity, and are

often dropped. Thereforenierest and enjoyment are linked, but are diféat states.
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Ainley and Hidf2014, in Renninger and Hidi, 2016, p) @&plore these differences, and
suggest that interest is connected to the motivation to further explore, whilst enjoyment is
connected to experiencing pleasure. Howewedividuals with a strong individual interest

in an area will experience both of these simultaneously.

Interest levels, and interest developmeatie clearly a strong influence on academic choice.
Thesecan be sep as both a motivational fact@nd a gychological state, often starting

with the psychological state which, if triggered enough, can then develop into a motivator.
Situational interest, as the earlier phase in the f@inase model of interest development,
can be triggered in a variety of waincluding reading, seeing, or being introduced to
somethingofinterest | YR YI & 06S YIFAYyidlIAySR 2NJ RAal LILISI
connection to other interests and its repetitiorindividual interest, as a later phase of
interest developmentis apsychological state signifying that the individual is likely to self
sustain their motivation and engagement in that a@enninger and Hidi, 20L.6 As shown

in figure 22.3, interest can be sustained and developed through from a situatisigaerto

a welldeveloped individual interest, and if this is the cas&ecomes associated with
positive engagement, deepening knowledge, and a feeling of value (ibid). A wish to

independently engage with a topic becomes an important individual factor in choice.

| 26 |y AYRAGARdIZ f Q& Ay ( Srig&toi theiway teKdemdiv® G S NR & S
the choice. If their interest is narrow and focused but the area of study is broad, or vice

versa, they can become frustrated and give BRpnninger and Hidi (2016, pp.-1%)

illustrate this phenomenon through the discussion of a case, particularly highlighting that

the point at which interest development can be thwarted with an individual becoming

disillusioned and losing enjoyment is when they encounter difficulties inrpssing; if

sufficient support is not experienced at this juncture, interest levels decrease. This has the
consequence that whilst intrinsic value is a factor that is clearly considered when making a

choice, it is not a stable factor and will change,ame cases substantially, with time.

Interest can also be used as one of the predictors for academic success. Renninger and Hidi
(2006 discussa variety ofstudies demonstrating this, showing that wdkveloped interest
can provide a motivator to overconeevariety of different difficulties in order to succeed, as

the interest prompts a greater level of engagement. External factors such as the level of
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teacher support are also important here, both torstilate and sustain interest in the face

2F OKIFffSy3aSs FyR (2 & dekicadgitlisinportaniitdzBaBsg 1 3 Q FS S
that interest is unlikely to develop in isolation. This underlines the importance of

encouraging students to follow thesustained interests when making a choice, as this is

most likely to provide them with the best outcome for their future self.

2.6.6 Expectation of Success

Ariely (2009 gives an alternative when he suggests that rather than considering each
availableoption individually, we compare them to each other, and follow the one that

scores best on the properties we individually bedieare the most important. This property,
accordingtdBgee A a (G KS &0 dzRSy (i (Boeeak P0SIO tHowaverdigon 2 F & dzO
(2014 argues that we are often unaware of which option would actually be best for us, and

that we struggle to decide when given too many options, whicddda us entering a state

where we are unable to make a decision. Complete freedom of choice rarely enables us to

make the best decision. We struggle to make choices that will make us happier as too often

we simply adjust to our choice, especially whem ohoice is based on a short term

materialistic gair(Sison, 201} This effect appears to be negated if we look instead to make
pro-social choices to benefit others; we notice the benefits associated with a choice when

they apply to others far more positively than we do when they benegit Scitovskgin

Sison, 2014, pp. 885) goes further to challenge the ide¢hat an individual is able to make

the best rational choice fosneself when he acknowledges that individuals make mistakes,

partly as we rarely work having all the necessary information, and partly because personal

and social ideas change with experienc&econdly, our desisedo not always match our
needsand NB y20G Ffgléa 3F22R F2NJ dza Ay (GKS f2y3S]
ofselfO2 Yy UNREf Q 2NJ I WwWgSIilySaa 2F gAfftQd ¢23SGKS
making rational koices based in our values, we may instead be acting irrationally.

Furthermore Sison suggests that an effective way of combatting this would be to give far

limited choices, but give expert opinion whilst making the choice, so we can be nudged into
makinga good choice for us as an individual. This, he claims, works as we understand and

value the choices better, and remain contented.
'y AYRAODGARdzZ £t Qa SELISOGlI GA2ya 2F adz00S&aa Ol y
they could be successful withe choice or task under considerati@iaccles and Salmela
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Aro, 2019, and is strongly linked to the process of making an academic choicecoSttl

has a strong link to expectancy of success, and is a reliable predictor of academic
performance(Gallaa, Amemiyab and Wanga, 2D18ekO2 y i N2t OlF'y 06S RSTA Y
of processes by which individuals regulate attention, motivation, and behaviour to pursue
higherorder goals despite momentary impulses and désir @ 2 R 2 (Bucko8MB A 4 S Q
Gendler, & Gross, 2014 in Gallaa, Amemiyab and Wanga, 2018). p&8&n examining

value based decision theories, we assume individuals consciously and subconsciously
evaluate and weigh up different facets of a choice option, and use this to make &decis

The facets used to consciously make the decision include expectations of success, utility

value, and intrinsic value. The difficulty comes when the individual needs to make a choice
between an option which meets longer term goals, and an enjoydiue $erm option that

does not help long term success; it is at this point that-seiftrol is neededGallaa,

Amemiyab and Wanga (20)L#nd that intrinsic value, or enjoyment, matters more for self

control than utility value; essentially we struggle to maintain motivation to complete

options we have chosen if we do not enjoy them, regardless of the long term benefit.

Expectation of success indeso 2 G K | Yy A y-&ficady oseltcdna@pt of thé&rf F
ability, and their impression of the difficulty of the task. Individuals therefore perceive
success differently for different tasks. For a task perceived as difficult in an area where they
have little ability, success could be to simply complete the task. Students making course
choices have been given a free choice within the constraints of previous achievement and
timetabling, and therefore feel responsible for the outcome of their chaicelseir

expectation of success must be strong enough to overcome the potential @ofsar of

failure (Bge and Henriksen, 2015

2.7 The effect of time

The EMMBC model contains an implicit time component when it shows the decision process
moving from left to right through the different columns, but themicit inclusion of time to

the model through a feedback loop was a later additi&@tcles (20)Iclarifies the inclusion
through explaining how sechema, goals and identity will change over time as the
individual undergoes new experiences and gains new knowledge, experiences social and
biological imperatives (for example in relation to relatiomshand children), changes within

their social sphere, and has time to reflect on the consequences of their previous decisions.
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feedback loop remains unclear. Do students use their experience of one transition point to

inform another? Is this a shetérm or longterm feedback & LIK [ 81 1S3FFNR | yF
2016 study airadto examine the possibility of using the 88 BC model to examine ongoing
OKIy3aSa Ay &aiddzRSyitaQ GKAY1AYy3 6KSY YIF{{Ay3 |y
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year. Their findings underlined the importance of collecting different types of data, as on its

own their quantitative data (a survey using the-E8C model) could not provide an

explanation for the observed chaag over time. They postulate that this is a serious

shortcoming for the model and that it is, with the inclusion of time, a complex explanatory

tool.

2.8 Education Transition points

The transition from school to employment is a crucial point for youngf@eoThis

transition spans the time from the end of compulsory education to entry into continuous
full-time employment, therefore including the decision around rammpulsory Sixth Form
study. Central to this decision is individual agency, reliance lbdisection, and the ability
to take responsibility for the choices made. Schoon and Heckhd@6&#8) indicate that

this agency is not unbounded, and decisions are taken within social constraints and
constructs. They argue that there are multiple sewidtural influences shaping the
development of agency in relation to this transition, including family, society, control
perceptions, goals and intentions. The actigmase model of developmental regulation
(Schoon andHeckhausen, 2019, p. B8escribes the different phases a young person
encounters when making this transition. During the final year of compulsory education,
they consider the alternative possibilities; in the context of this stiyincludes
employment, andacademic or vocational Pesbmpulsory education. The individual will
need to consider the opportunities, constraints and consequences associated with each
choice. Once the choice is made, the individual needs to progress to invest in t&anch
path, remaining committed and focused, especially when difficulties are encountered. They

may need to adjust their goals, and even change paths. In the Guernsey context, many of
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those who chose to continue studying at the end of compulsory educatitbmepeat this

process as they approach the end of scHoased norcompulsory education.

A young person in the school context can demonstrate agency in a variety of ways. Within

GKS OflraaNR2Yz: (KSe& Ol y RGN@isaddDike, &8, Wl ISy i A C
143, where they take a constructive approach to contributing to their learning. This type of
agency links closely to constructs such as motivation, interest and enjoyment, therefore

aiding the decision process. Howeumiany studes suggest that there is an overall

downwards trend in academic motivation and achievement during adolescence, particularly

when going through an educational transitibfuaminen, Viljaranta and Salmekro, 2018.

There is individual variability within this, with some young people not experiencing this, but

AG Aad 62NIK ljdzSadAz2yAy3d K2g GKAA FFFSOGa | @
transition. Schoon andHeckhauserf2019 claim that agency can encourage a young person

to strive for success and encourage meritocracy, althougly tharn that it is important not

to overestimate these by neglecting the effect of socioeconomic factors. Agency is less

important for those individuals who are moving through traditional and regulated paths.

Within this context this would include thoseho were selected at 11 to receive a more

academic education, who are then looking to continue with academic post compulsory

education, but individual agency would become more effective for those looking to leave a
pre-structured path. Individual agencyinost effective when timed correctly. If

manifested in the year prior to the end of post compulsory education, a young person has

time to consider options, and ensure that they do not simply foreclose.

School transitions such as this are important diézisions, which can challenge through the

need to plan and begin to make a clear decisidveiss, Wiese and Freund (2Qb#scribe

0KS Ll2aairoAfAdASa FILOAy3a || &2dzy3 LISNE2Z2Y | a U
the process of masterinte skills such as optimized selection, gseljulation and delayed

gratification which will let them commit to longer term goals. An overview of these is given

in figure2.8 below.
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Self-regulatory strategies Gender role stereotypes
elective selection and optimization adoption of gender-related attitudes
loss-based selection and compensation ascription of prototypical attributes

Personality and motives Parental work participation
e.g., closed-mindedness evaluation of parents’ behavior
e.g., power motive perceived and ideal work—family engagement

Mastering the transition

goal selection and pursuit
clarity of career- and family-related goals
self-efficacy and wellbeing

Figure2.8 Mastering School Transition@Veiss, Wiese and Freund, 2014, pp. 127, figure
5.1

Adolescence is a difficult time, with increased susceptibility to risky behaviour, peer
pressure and egocentrism, whilst developing-séficacy and other selfegulatory

strategies. These, combined with familial examples and socialisation, provide many of the
factors a young person needs to develop, overcome and contend with in order to master
this transition effectively.Weiss, Wiese and Freund (20Q1dll us that developing the ability

to effectively set a goal, pursue it, and rethink as appropriate is one of the most difficult
steps in making this transition. Whilst adolescents become more realistic with age, others
will struggle and either foreclose on their daois or become stuck in a moratorium where
they become frozen, unable to effectively move forwafeg. Head, 1985 This seems
exacerbated for young people from a lower socioeconomic context, who, according to
Kerckhoff(2003, in Gutman, Sabates and Schoon, 2014, p>165Y | @ a i F NI G2 W¥Ff
when faced with uncertainty. Freurfd002, 2008, in Weiss, Wiese and Freund, 2014, p.
131) contends that the benefits for developing these skills are high, with positive outcomes
in adulthood including wellbeing, career success and personal growtirepeltting a
meaningful life. Conversely, Arné®004, in Gutman, Sabates and Schoon, 2@igues

that this uncertainty may be formative and positive, so allowing adolescents to explore a

variety of options without negative consequences, although this is more trudémetfrom
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a higher socioeconomic background who are less concerned about the financial impact of

taking the time to explore differentptions.

2.9 Summary

This literature review of relevant theoseekso establishthe reasons for using the EMBC
modelwithin this thesis. The various aspects of this model have been reviewed and
discussed within the context of educational choice at age 16 at the end of compulsory
educationto establish and explore how this choice could be made. The influence of time on
the narrative that an individual constructs to justify their choice is an important addition to
the framework of the ENSIBC model that is not present in others, and helps us to

dzy RSNAR UGl YR ¢6Ké | &addzRSYydQa y I NNI Hepaiéd oNE I NRA
their exploration prior to making their choice, and continue to shift once the choice has
been made and they experience it. The transition point explored through this thesis is a
crucial stage in their identity development, particularly asytimake choices at this point

which directly affect who their futureself will be.

This exploration of relevant literature fosters an understanding of the research design and
the instruments used for data collection. These are designed to ensure tlaspaitts of
choice can be explored with the participants, and the analysis and interpretation tools used

substantiate this further.
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Chapter 3: Methodology

3.1 Epistemological Assumptions

This mixed methods embedded design consists of a qualitative case study concentrating on
the experiences of twelve students, with a secondary quantitative data strand collecting
data from the whole year group embedded within the case st{@hesvell and Plano Clark,
2011). Twelve students were used as this not only fit the scope of this study, but was a
sufficient number to allow comparative analysis and the detection of patterns, while being
the smallest number that allowed proportional reg@ntation between the sample and the
population of relevant studentsln this design, the quantitative data takes a sdizsy

position to the qualitative irdepth interviews. 1 first colleed and analysd qualitative data
using an irdepth interview methodology from the twelve student$he quantitative data
wascollected and analysedext, andwasthen used to inform a second set of qualitative
interviews with the twelve students. Thus the second parthef qualitative phase builds on

the secondary quantitative data, and the two phases are connected in the final part of the
studythrough discussiorMy rationale for this approach is that the qualitative data, based
2y GKS aiddzRSy i a QxpdrihoeDahd dheirehlifies theyFacei, Kis$hemNI S
effectively and individually compared to the overall perceptions of the experience of the
whole year, so providing a check point for each individual student as they discuss their
individual perceptions whitallowingme to examine the whole case. This mixed methods
aldzRe Kla Fa Ada G KESeNDEEPctncyValdeyMRdelbh 2y 9 OO0t
Motivated Behavioural Choice, which provides tremeworkthrough which the responses

are analysed and interpreted.

The philosophical assumption underpinning this reseasami of Pragmatism. Tashakkori

and Teddlig2003, in Creswell and Plano Clark, 2trfjue that pragmatism is the

worldview that best suits mixed methods research as it places a central importance on the
research question, allowing any possibipe and combination of the methods to answer it.

This is further substantiated bylinichielloet al. (2000 who suggest the use of-depth
AYUGSNIASGasS gKAOK FT2NX LI NI 2F afprbpiiated ( dzRe Qa&
response within the context of needing to understand the experiences of a broad range of

participants in a limited time frame. This epistemological stance also allows for the
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integration of the findings from all phases of the study, allovilmgm to be merged to come

to a holistic response to the research questions.

Pragmatism best fits this research as when each element of the worldview is examined, it

fits well. From an ontological point of view, pragmatism allows both singular and multiple
realities: the research can discuss multiple perspectives. This is seen to be important as this
didzReé SEIFYAYS&a LI NIAOALIY(GAQ SELSNASYyOSa 27
experiences will be subjective, leading to multiple realities dutlaéir differing individual
experiences. This allows the research to explore the particigHiffsrent interpretations,
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understanding of their experience. In terms of axgyppragmatism allows the researcher

to include multiple perspectives, so acknowledging different levels of bias in the various
responses. Furthermore this mixed method study suits pragmatism as it encourages the
researcher to ignore the forced dichotorbgtween constructivism and postpositivism by

giving the research question central importance.

3.2 Research Design
This study takes the form of an embedded case study, which primarily udepfin

conversational interviews to investigate the social phenaore of making a choice. As a
mixed method design it incorporates two sources of quantitative data to support and
substantiate the data derived from the interviews. The quantitative surveys take a
secondary role, and the different strands are organisedisegtjally with the surveys
embedded within the qualitative case study design. The data produced by the different

strands is mixed both through data collection and through interpretation.

This case study uses analytical framework basedon B2l Q 9 ELISOG Il yO& =+ f dzS$
Motivated Behavioural Choiq&ccles, 2009, p. 302 SEI YAY S aiGdzRRSyi&aQ R

(0p))

when making their leoices for Posil6 Education. will examine how their perceptions of
their experiences change over time and in doing so appreciate that a decision of this type is

subjective, multifaceted andannot be perceived as an isolated event.

The case under investigation is the Ra6ttransition decision experienced by the group of
students who entered the Sixth Form Centre in September 2017. Within this, a unit of

analysis is defined as an individistudent or a quantitative survey, so forming an
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embedded case study desigviin, 2014 The boundaries of this case are set as it includes

2yfe (K2aS aitdzRSyida oK2 SYUiSNBR DdzSNyasSeqQa {
sectorin September 2017; they therefore all shared a common experience as they made

their decisions at the same time, experienced the same landscape shift while mla&ing t

decision, and received the same information from tf&CSThis case is also bounded by

time: | investigaed the choices made by the first cohort of students who are faced by a

substantial change to the courses on offer, and track how they shtygereality of their

choice during the academic year after they entered the Sixth Form Centre. This case study

contains 14 embedded units of analysis as shown below.

Embedded Case Desigdow do Guernsey students reflect on and experienc
their choices ina changing landscape?

e e e e e e e e e e e e e e e e e = e = = = = = =
| |
I |
I Embedded Unit of :
I Embedded Units Embedded Unit Analysis 14: Data |
I of Analysis 11.2: of Analysis 13: from the Sixth Form | |
: 12 Students Year 12 Survey I SYyiNBQa |yydzat , SINJ
I 11 survey |
| |
| |
——————————————————————————— ol

Figure 3.2: The Embedded Case Design

A dynamic approac{Creswell and Plano Clark, 2011, p) Bfs taken when designing this
dddzReés a4 OU0KS RAFFSNBYy(d adNrXyRa |yR dzyAaida 27
purpose, the use of the theoretical lens, and to best answer the research questions whilst
maintainng validity. Units of Analysis 13 and 14 are secondary in nature, and have multiple
purposes, including aiding the development of the interview instrument, allowing for

triangulation and corroboration to increase validity, and to enhance interpretatiah a

support a comprehensive account of the case under investigation.

3.3 Case Study and Mixed Method Research
An advantage of using an embedded case study is the ability to combine quantitative data in

a mainly qualitatie study. This allowsoth an inteasive and extensive view of the case
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betakerE a2 ot yOAYy3d (GKS RSOGFAT 2F GKS LI NI AOA
statistics of the whole cohort of students boundedtmn the case. Furthermorehanges

G2 GKS LI NI A Oond.df tifeir éxgeriehoésioSeX finisis e kratkedGrbich,

2007). This approach is suitable for focusing on contemporarylifegphenomenon,

especially in a case such as this where it is hard to distinguish between the phenomenon

and the context in which it happer¥in, 2014 The case in question is an unusual ca&e;

(2014, p. 5)1takes this to mean a case which deviates from everyday occurrences, and |

F NBdzS GKFdG GKS aAy3dzZ I NE Ay@2tdzydFrNE YR A&z

operates deviates from the more normal context of othettls Form providers.

Whilst the embedded case study approach encourages a holistic approach when answering
the research questions, it allows for data to be produced through a variety of means. Three
main strands of datavere collected, with first andhird strands being qualitative idepth
conversational interviews, and the second being a quantitative survey. Quantitative data
from one of the{ C /afihdal surveysvasalso used within the case study. The quantitative
strand clearly has a secondaryepWith the qualitative strands being of primary

importance. The temporal relationship within a mixed methods study must be settled prior
to the start. This study takes a sequential approaslgiven in table 3.Below, so the data

for each strandvascollected and analysed prido the next strand commencinglhere are
differing levels of interactioCreswell and Plano Clark, 2Q0b&tween the three strands.

The 29 quantitative strand waindependent of the T strand, but the & strand interaced

with the 2" strand through using data collected there as interview prompts, and with the 1
as the data wa combined during the analysis stage. Consequently atyarfielata

integration methods wee used to mix the qualitative and quantitative strands, and there

are several points at which this takes plac8? gnhd 3° strandswere mixed through data
collection, as the quantitative data collected in th¥ &rand builds to the collection of the
qualitative data in the § strand. The $and 3° strands wee mixed during data analysis,

and the qualitative data from each stramehs mixed to build a portrait of each participant.
Finally, all three strandsere mixed through the interpretation stage, and then compared

to earlier quantitative data collected by thelsool for this cohort of students.

56



When? Phase / Embedded Unit g FurtherDetail

Analysis
May 2017 Embedded Unit of Analys| The annual Grammar School Year 11
14 Feedback Survey of the Post 16 decision
process. Data from this is used in this
research.
October / Embedded Unit of Analys| Qualitative indepth conversational
November 2017 | 1-12, Phase 1 interviews with 12 students in Year 12

November 2017 | Embedded Unit of Analys| Year 12 Surveywhole cohort

13, Phase 2
May 2018 Embedded Unit oAnalysis Follow up qualitative irdepth
1-12, Phase 3 conversational interviews with the

previous 12 students in Year 12.

Table 3.3; the timetable for this research

This methodology is designed to be persuasive and rigoroustaatiow the research to
answerthe researchguestions from a variety of viewpoints to address the primary purpose
of the researchwhich isi2 SEI YAYS &GdRSyiaQ RSOA&AZ2Y Y|

choices for Post6 education in Guernsey.

3.4 Limitations of Mixed Methods Enqui ries
The embedded case study design has several specific advantages, most notably that it

allows the researcher to investigate this specific contirk¢en situation using both

gualitative and quantitative methods, within the constraints of a specific fierae.

Creswell and Plano Cla20(1) suggest further strength is that the supplemental data, in
this case the quantitative survey in the second data strand, is used to improve and enable

the overall mainly qualitative design.

However there are challenges associated with a mixed methods case study of this type.
Primarily the researcher needs to use a varietpmdlyticalmethods, and be able to
sensitively integrate the findings from the different types of data in order to make sgnse
the whole. The researcher must ensure that the purpose of gathering the supplementary

data is clear, and timt@he gatheringof this carefully so it is at the right phase in order to
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support the qualitative data without affecting (Creswell and Plano Clark, 201Yin (2014
expands on these points further, warning against becoming too focused on the sub units,
and losing giht of the whole case. Perverselynalsowarns against addressing the case at
too holistic and abstract a level, so leading to a loss of sufficiently clear data. It is clear that
the researcher must walk a fine line to ensure that a holistic overview is kept whilst also

maintaining thorough data

Yin (2014identifies that the other main limitation of this type of study is whether the
findings can be generalised to tader population experiencing a similar event in their
lives,or whether it is only applicable to this particular context. This is further complicated
through the assumption that all minds will process experiences differently, even if the
difference is aly subtle; each member of the population would have their own explanation
of their experiencegMinichielloet al., 2000. Therefore the findings will only ever be
partially generalizable, even to a similar context such as theifadipn of students in the

same school the year following this research. | will address this further in section 3.10.

The primary tool used in this embedded case study-geipth conversational interviews.

This means that the case study is primarilgrély 3 2y GKS LI NI AOALNI yiaQ
their experiences, and their interpretations; there are no checks, and therefore it is hard to

exclude their seltleceptions or their purposeful deception of the interviewer for any reason
(Minichielloet al,, 200Q. The only way the researcher is able to crdssck the

LI NGAOALI yiQa aG2NE A& UGKNRdAdAK ARSYy(GATeAy3ad A
first and second interview. However, this is considered to be unproblerdat to the

nature of thesecondresearch question this work addressed, which asks thenEVVMBC

model can be used to describe and explain choice in this conféerefore these

inconsistencies become interesting, and in identifying them the researcher is able to

address this research question.

3.5 Phase One: First Qualitative Interviews

3.5.1 Conversational Interviews
Unstructured conversational interviews veechosen as the main data collection tool. These
were a controlled or guided in depth conversation, prompted at by a series of eight

vignettes. This tool was used to allow the researcher to elicit a detailed understanding of
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the process of making a deima about Post 16 education with the vignettes prompting the
conversation to focus on different facets to the decision making process as detailee by
EVMBC Modeb O9AIKG @GAIYySiiSa oSNBE dzaSRI SI OK RS3

experiences oftte following areas:

Influence of previous personal experience on their decision
Family characteristics

Perception of distal culturahilieu

Future goals and sefichemata

Selfconcept of their own abilities

Emerging personal identity

Expectation of Success

© N o 00 b~ W DdPRE

How their thoughts / beliefs / behaviour change over time

The vignettes were takemdm interviews conducted by me when undertaking tk&

(Papworth, 201% The IFS, as the piece of EAD research preceding this thesis, was also on

the topic of Postl6 chace, albeit concentrating on making the choice between A Levels or

the IBDP These interviews were therefore with students with a similar cultural milieu, from

the same schools, regarding making the same decision. As such they provided a very

relatable prompt to each section of the interview, which worked well to stimulate

convasation in the relevant areasThe vignettes were short, ranging between 131 and 260

words, and were selected from across the IFS interviews. Each was identified with a label 1

to 8, and introduced in that order when the conversation about the previagisette had

come to a natural finish. The participants were not made aware of the aspect of choice that

the vignette related to, and if the participant did not start discussing the vignette when they

had finished reading it they were prompted to do sold®ing asked how the vignette

compared to their own experience. Further probing during the resulting conversation led

them to explore this area thoroughly as it arose through their own conversation. An

example of vignette 3 is below; this vignette focugey (G KS AY RA @A Rdzl £ Q& LIS|
Distal Cultural Milieu, and their resulting behaviour when making this choice. Clearly this
GAIAYSGGS faz2 YSyaazya 20KSNJ FI0Sia 2F (GKS C
allowing for an exploration of @ariety of facetof 1 KS LJ NI A OA L) yiQa OK2AO

vignettes can be found in Appendix 3.
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R: Do you feel like you made a mature choice of what to study? Were you

worried about being different from your friends?

I: That could be taken very pril@® LIKA OF f f 8 X o6dzi L R2y Qi GKAY]
identity. | think it changes your attitude to other people and other things in

the world,- doing IB. Making this choice and branching out to something

RATFSNBYy OGS a2 LIS2LX S 0 lidvdgybwehosel &G @2dz ' yR &l
GKIGSOSNX D .dzii AF @é2dz t221 06Se2yR gKIFG LX
use this as a metaphor for life or whatever, that if you actually look beyond

gKEFEG LIS2LX S INB ale@Ay3d gK2 R2y QO 1y26 | yei
what they hae heard through other secondary or tertiary sources, which is

just gossip, you realise once you look at just the facts you can make your own

decision quite a lot better without the help of other people whose opinions are

probably quite poorly formed.

Thee was no predetermination of the questions asked surrounding each vignette, which

meant that whilst the same topics were discussed in each interview, the questions asked

were relevant to that participant and encouraged the conversation to flow and expand.

Therefore whilst these interviews were ablelie both targeted and insightful, they

demonstrated the limitation that different information was gathered from different

LI NGHAOALI yiaT AF (GUKS G2LIAO RAR y2tionbyfik asS vy I

researcher.

Minichielloet al. (2000, p. 7DRSAa ONR 6 S (KA & & | WwWOFasS adGdzRe |
autobiography that emerges through this method describes the interviéhvée & dzo 2SO0 A @S
SELISNASYOS® | 2yaSljdsSyites GKS NBaSIFNOKSNRa
dependent on how the interviewee is interpreting and presenting the situation verbally, and

cannot be directly observed. Howeyére researcher, as an ingdto the institution, is still

working within an ethnographic context as suggedbgdCicourel(Minichielloet al., 2000, p.

73): the researcher has access to the cultural milieu, the meaning and sigoéicén

statements, and can gain a sense of the-gidhtity of the interviewee. As an insider, |

chose this interview methodology as | found it worked well in the IFS, allowing me to

establish a rapport and move my relationship with the participant feogquestioning
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Teacherto a Researcher, thereby allowing them to be less defensive of their choices.
Indeed,Robson (2011, p. 368uggests the use of vignettes in this type of scenario, as they
provide emotional distance between my dual roles. Establishing a good rapport and to
sympattetically listen is seen byilverman (2014, p. 16& be vital, or this method will not
elicitan honest and detailed responsd.he probes must be carefully judged to ensure that
they are not biased, are friendly and ntimreatening, they do not interrupt the flow of the
conversation, whilst allowing the interview to follow the line of enqiifin, 2014, p. 110

It is hoped that these pitfalls were avoided; especially as the subsequent interviews

generated a large amount of data and thertsaripts show a flowing conversation.

3.5.2 Participants

The student sample was a stratified random sample. This resulted in quotas of particular
types of students being filled through random selent so having the advantage that

students from each feeder school were proportionally represented, and balanced for gender
and type of course they had chosen to foll@Minichielloet al,, 2000, p. 16l The student

cohort was arranged into groups in a spreadsheet sorted by feeder school, gender, and type
of course taken (A Levels lBDP. The Sixth Form has 6 feeder schools, but each school
does not send the same amount of students to the Sixth FormexXample the largest

number of students83, came from Feeder Schoolwhilst 6 students came froReeder

School 4 Therefore the number of students from each gender taking each type of course
from each school was looked at as a percentage of the tatal,then the number of

students from each group was calculated so that the ratios from each background roughly
matched those found in the school on each course, whilst allowing all feeder schools to be
represented. A school was designated a feeder schbtie Sixth Form Centre acted as its

only Sixth Formand was able to provide comprehensive information and guidance to the
students from that school looking to study at the Sixth Form Cerfieeeder Schools-4 are
non-selective state schools, which take students based on catchment area. One of these is
on aneighbouring smaller island, and due to its location struggles to ensure that its students
access a similar level of support and informmatcompared to students at other Guernsey
a0K22ft ao CSSRSNJ {OK22f p A& | LINAGIGIS 3IANI &
Feeder School 6 is a selective school that is attached to the Sixth Form Centre, and therefore

shares many of its resoces, including teachers and classroomdthough there are further
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students in the SFC who have not come from these schools, they were unable to access the
same informatiorat school and therefore were excluded from the selection of interview

participarts.

The result sa planned sample consisting of 9 A Level students (3 boys and 6 girls) and 3
IBDPstudents (1 boy and 2 girls), with no 2 interviewees of the same gender studying the
same course coming from the same feeder school. My sugm@rwas the presented with

12 groups of students, and randomly chose 1 name from each group. | then spoke to each
student to invite them to take part, and gave them mformationletter and consent form.

All but 1 returned these, with that student declining tk&apart. | then asked my

supervisor to choose a different name from that group, and invited a new participant. The

students were then interviewed for the first time during October and November 2017.

For ease of reading and discussion, once the interweaa completed, the participants were
renamed with a 1 syllable name of the correct gender, starting with A for the first
participant interviewed, B for the second, through to L for the final participant interviewed.
The participants were from then on refed to bythe pseudonymmame. Details about the

participants are given in table 3.5.2 below.

Name Feeder | Studying?| Gender | Special circumstances
School

Ava 5 A Levels | Female | None

Bea 6 IBDP Female | | teach Bea one of her subject lessons

Carl 6 IBDP Male None

Dan 3 A Levels | Male Did not respond to invitations to take part in
interview 2.

Eve 1 A Levels | Female | Did not respond to invitations to take part in
interview 2.

Fern 6 IBDP Female | Fern changed route after the sample was
selected before thenterviews, so should have
been an A Level representative.

Gia 3 A Levels | Female | Very dyslexic. Has coloured glasses but still |
anextremelya f 26 NBIF RAYy 3 alL
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the last few vignettes due to time constraints.

Hope 4 A Levels | Female | feeder school 4 is very small, and operating in

challenging circumstances

lan 2 A Levels | Male None
Jake 6 A Levels | Male None
Kat 2 A Levels | Female | None
Lou 5 IBDP Female | Wider wellbeing issues surrounding student.

Student suffered a severe hip injury from
playing rugby in the past year which continues
to be problematic. Student had has some time

off Sixth Form prior tohe firstinterview.

Table 3.5.2: Thénterview Participants

3.5.3 Data Collection

Each participant was asked where and when they would be willing to be interviewed. All
chose a time convenient to them during the school day, and asked me to find a location. All
the interviews were audiwecorded anddlly transcribed prior to analysikgid not take

notes during the interviewto keep the conversation more natural. After each interview

the participants were asked if they wished to read their interview after transcription, but

none wished to do so.

During the interview the participant first read the vignette, andsthen asked how it

related to their experience. This led into a discussion about their experiences in relation to

that facet of the EV Model. The questions asked to each interviewee magr

predetermined, so whilst each section of each interview started from the same point, each
interview responded to the individual circumstances in a flexible and relevant manner. The
interviews had a conversational tone, with questions appearing mataral. Despite this,

the interviews were RS LJG KT FAYAY 3 (G2 (GK2NRdzZAKE & LINBOS
and not moving on to the next vignette until it was clear that there was no more to say in

the previous area. The first two interviews weredted as a pilot, to assess whether all the

vignettes stimulated conversation and were interpreted clearly by the interviewee. They

were seen to be effective, and none were changed at that point. This research method
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worked well in this context as usitige vignettes, and introducing them as quotes from

previous students about their choices, allowed me to probe and disssgeswvhich would
otherwise be difficult to introduceByrne(2004, in Silverman, 2014, p. DZélls us that

W2 L-#8ded and flexible questions are likely to get a more considered response than closed
quSaidAzya YR GKSNBET2NBE LINPOARS o60SGUSNI I OO0Saa
SHSyGasz dzyRSNBGEFYRAYy3Iar SELISNASYyOSa yR 2LRAY
level of depth and complexity that is not available to other, particularly subssed,

I LILINE I Hbieder isbstyle of interviewing hsthe limitation that each interview was

complex, full of very dense data, and covered slightly different areas, leading to less

straightforward data analysis.

3.5.4 Data Analysis

The data analysis strategy used here was to follow the theoretical propositions ((NBEV
model) on which this case study was bas&ah (2014, p. 13@roposes organising the

analysis in this way when the theoretical propositions have significantly influenced the data
collection methods, the literature discussed and the research questions, and this was
deemed appropriate for this case. Throughout the analysis prda@sgntaineda research

log, detailing the chain of evidence going from the initial data through to the ultimate

conclusions.

Prior to undertaking data analysis, each interview was fullgdcribed. Each transcript was
then explored through a careful reading to develop a general understanttieg,by
recording initial thoughts as notes in the margins, and through starting to create a face
sheet for each participant. The face sheet, aggasted byGrbich (2007, p. 2%9rovided an
overall summary sheet of identifiers for each participant, giving organisational detail in
addition to abrief summary of the emerging issues; this section was completed after the

data analysis was complete. Heean be found in Appendik

Each transcript was then analysed through searching for themes from théB8/model as
expressed in the transcripfTo do so| lookedfor the expression of an idea which matched
an EVMBC model theme, irrespective of its locatiaithin the interview This could
therefore be a series of concepts or words linked across a respqpunsstionresponse link

betweenmyselfand participant, or a standalone statement from the participavtnichiello

64



et al. (2000, p. 25%suggest that it is appropriate here to code through latent content
analysis, which involvesalysis according to meaning. The ideas in the text were then
identified through labels in the margin of the text signifying meaning, wiviete then
grouped into the themes or concepts described by theMBC model.An example of this

procesds givenin Appendix 5.

This process was followed throughout the text so each part of the interview was assigned a
conceptual meaning. Once this was done, a portrait of each participant was created that

wouldl f £ 26 GKS NBIFRSNJ a2 f 2a&hersleyes, dané, Hithé 2 NI R (K
process, to see things (they) might not otherwise have s¢@ntimoyer, 1990, p. 196 in

Bachor, 2002, p.)@ ¢ KS&S LI2NINFAGa [Bador, 2602, edd/ RSy & SR
the method chosen to do this is that of conceptual mapping as suggestéddigh (2007,

p. 32. This gives us a single page summarising.heNIi A OA LI y 1 Q& | FFSOGA DS
experiences The format of conceptual map is shown is figure 3.5.4, and is set out so that

S Oy FTANRG aSS GKS STFFSOOG 2F 2y32Ay3a GAYS
from left to right along tle top. Other data is grouped in concepts according to the different

facets of the ENMBC model (figure 2.2.5), and should be read anticlockwise underneath the

time boxes. Themes are summarised in the central sphere, underneath the conceptual map

title. Participantversions aragivenin Appendix 5.
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Initially (Change over time)

How the final decision came about?

(Change over time)

Now (Change over

number: NAME

A
A !
~
~ |
\ -«
'~
Cultural and Social Interview
Influences (Column 1) —
.

Individual’s perceptions of
Cultural and Social
Influences, and the effect of
previous experiences

(Column 2)

The final stage in the analysis of these interviews was the creation of memos. These were

Gender, A Level
or IBDP, Feeder
School

Themes:

v

~ Subjective Task Values

Emerging Self Knowledge and

Identity (Column 3)

Task, Activities and
Behavioural Choices

(Column 5)

Expectation of Success and

A (Column 4)

Hgure 3.5.4 TheConceptual Magemplate

created to summarise issues emerging from the data across all the interviews to support

each particular aspect. Conflicting and confounding evidence was recortiesl same

way. These memaaediscussed in more detail in the interpretation section.

3.6 Phase 2: Quantitative Surveys

3.6.1 Instrument

The instrumenfor this part of the case study (embedded unit of analysis 13: year 12 survey)

consisted of a structwd questionnaire, containing a series of 20 compulsory open and

closed questions. These questions aimed to cover all the different facets of tNBEV

model, so getting a simplified picture for the whole year group. The open questions allowed

the respordent to write any answer they chose. The closed questions either required the

participant to select an answer, or use a Likert Scale to rate a statement. Figure 3.6.1a
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choices changed over time.
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[J Avyearago?
D When you made your Past 16 application?

[ Atthe start of year 12?

Are the subjects and courses you are now studying the same as
you expected to be studying.... (tick all that apply) *

Figure3.6.1g example of a closed survey question

Figure 3.6.1b below is an example of an open question. This question could give responses

FNRY | @GFNAS(GEe 2F RAFTFSNBy

I NB I a

Tprekigu® f dzRA y 3

experiences, subjective task values, or their expectation of success. The amount of space to

write expanded as students responded, so their answers were not constrained.

different courses, or in general. *

What assumptions did you make about studying at sixth form a
year ago? This could be about the different subjects, or the

Figure3.6.1y example of an open survey question

Figure 3.6.1c is an exahe of a closed question using a Likert Scale. A series of questions of

this nature were used to discover attitudes towards subjective task values and attitudes

towards personal and collective identities.

much you thought you would enjoy it *

1 2 3

Was this a consideration when you decided what to study: how

not at all O @) O @) (O veryimportant

5

Figure3.6.1¢ example of a closed surveyuestion using a Likert Scale

This instrument can be found in Appendix 6.

3.6.2 Participants and Data Collection

The sequential nature of the different phases of this case study meant that this survey was

timed to take place once the phase 1 interviewsrazcomplete in the first term of Sixth

C2NYXY &aidzRéod ¢KS adz2NpSe

 dzSaidAz2ya

6SNB Ay Ot dzR

End of Term Feedback Survey administered to all year 12 students. Completing this survey

was a compulsory exercise, and it veaBninistered through a google form completed in
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classroom conditions, which logged their username and only allowed each student to access
the survey once. The questions for this part of the study formed a sepacseompusory
section of the survey, wbh was preceded by a statement explaining the purpose of the
research and a question asking whether students wished to take that part of the survey.
Students were not able to view or answer these questions without signifying that they
wished to do so, and they did not the survey simply completed at that point. If they
signified their agreement, they had to respond to every question in order to be able to
complete the survey. 179 students agreed to do so, which was 94.2% of the total
respondents, and 8 of students in the cohort which indicates some were absent on the
day.Whilst the total respondents included the 25 students who would not have been
included in the sample for the interviews, thenot problematic as they make up a
relatively small prportion of the Sixth Form at 10.5%nd there was not a practical way of

excluding them due to the agreed method of distributing the survey questions.

| was then provided with @ anonymisedpreadsheet of the responses to each question. It
is unclear fom the available data whether the 5.8% of the respondevit® did not agree

to participate andhe absentees came from a particular subgroup, gender or feeder school,
but it is presumed that the remaining 94.2% of respondents provide a good representation

of the cohort.

3.6.3 Data Analysis

The open and closed questions from this survey needed a different initial analysis approach
to the interviews The google form produced instant pie and bar charts so providing a visual
summary of the responses for tlbosed questions, meaning that the general trend of the

data was immediately clear. Figsr&6.3aand bgive examples of these.

Are the subjects and courses you are now studying the same as you
expected to be studying.... (tick all that apply)

95 (53.1%)

123 (68 7%)

0 25 50 75 100 125

Figure 3.6.3aresponse generated by closed question shown in Figure 3.6.1a
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Was this a consideration when you decided what to study: how much
you thought you would enjoy it

59 (33%) 62 (34.6%)

48 (26 8%)

Figure 3.6.3bresponse generated by closed gstion shown in Figure 3.6.1c

The surveyincludedfour open response questions, which prior to analysis needed to be

coded. These coding categories were generated using the responses. Category generation

was straightforward, and if a new response thal dot fit into any prior category a new one

was generatd. For example, in response to the questiwho helped you make up your

mind about what to study,’students were able to give any response, and identify as many

or few influencers as they wished. Arample response @arents and sister who recently

lefta2 GKS addGdzZRSydQa NBalLkRyasS gla LXIFOSR Ay (5
resulting pie chart to this example questioan be found in Appendix 6 (figure 6.6.5.), along

with all other clarts for this instrument anthe coding key for the open questions

Once visual forms were generated for all questions, the data needed to be interpreted in a
meaningfulqualitativefashion which both complemented the analysis of Phase 1 and 3, and
also aswered the research question. To obtain the larger meaning of this quantitative data
the results and graphs weresed to produce a portrait of the whole cohort similar to the
conceptual maps produced for the qualitative interviews. The data was categorised under
the same headings, so giving an immediate comparison between the detail of the individual

experiences ath the patterns of influenceemerging fromhe whole cohort.
3.7 Phase Three: Second Qualitative Interviews

3.7.1. Instrument

The instrument was designed to produsignificantlyshorter follow up interviews, which
required the participants to reflect orheir subjective and expectancy values, their-self
concept of their ability, and to reflect on the last 8 months to prompt a discussion on how or

whether their expectations have changed over time.
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The methodology used for these interviews was the sameeasribed in 3.5.1, although
different vignettes were usedThe purpose of this second interview was to stimulate
reflection on the efficacyf their choice and their beliefs about their choice, now the
participants had experienced their first year ofidy. The vignettes were chosen to prompt
this direct reflection, withdur prompts used Tte first twowere visual precis of the data

found throughthe Year 12 survey iRhase 2. The participants viesthese chartsand

were then guided todiscuss whdter their personal experiences were reflected through

this. The first prompt (figure 3.7.1) consisted of four bar charts relating to Columns 3 and 4
in the EVMBCmodel, giving the responses to questions asking whether the following things

were a consideation when they were making their choices:

1. Whether they thought they would enjoy it
2. Whether they thought they would do well
3. How useful it would be in the future
4

. How much work they would need to put in

The final part of thiirst prompt was a pie chart asking students whether, after being at

Sixth Form for a term, they thought that their assessment of the last four questions was
accurate when making a decision. This prompt was compressed onto 1 A3 page, so
participants were abled view this easily. The participants were asked to discuss their
currentLl2 aAGA2Y Ay NBfIFGA2Y (G2 (0KSA Nr@epeK?2 NI QA&

surprised by thavhole cohortresults.
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Was this a consideration when you decided what to study: how useful it
would be in the future.

Far the following quastinns, the following Likert seabs applies:

1=nat at all, 5 = very impartant

was this a consideration when you decided what to study: how much you

thought you would enjoy it
Was this a consideration when you decided what to study: the ameount of

— |
! : work you thought you would need to put in.

Was this a consideration when you decided what to study: you thought you 2
would be able to do well.
. 2T A '
20 ¥ . i After being at Sixth Form for a term, do you think that your assessment of
R S —

the last four questions was accurate when you were making your decisions?

Figure3.7.1; Interview 2, First Prompt

The second prompt consisted of 3 charts from the data gathered in Phase 2 relating to
whether students had changed their mind about their choices over the year preceding their
survey, and whether these choices and changes were related to a potential figterer.

Again students were asked to discuss their feelings about therent choices and compare

them to the data given.

The final two vignettes were different from those used in the first set of interviews and had
a different focus but came from th@amesource Onewas chosen to prompt a reflection on
the past year, whilst the other was chosen to prompt participants to discuss where they
were hoping their studies auld take them, and allow a discussion about whether thid ha
changed over time; ldithey always had a fixed future in mindwas this developing? This
final vignette was chosen to prompt a discussion avbether their original choices we
serving them well, so allowing a comparison with their first interwevich allowed meto

track bah their unconscious and conscious changes of opinion. The instrument for this

phase of the case study can be found in Appendix 3.

71



3.7.2 Participants and Data Collection

The student sample here was planned to consist of the same students as in Phase 1, so
these interviews were able to act as a follow up to the previous interviews. These
interviews took place 8 months after the initial interviews, so in preparation the participants
were contacted to ask if they were willing to continue to take part. Ad¥olip meeting was
then arranged when contact was established. Two participants, Dan and Eve, dropped out
of the case study at this point. Dan had agreed to continue, but then did not turn up to two
appointments, whilst Eve ignored all attemptsdstablshcommunication. In trying to

arrange these two meetings | was conscious of the power relationship, as this was shortly
before my professional role changed to Director of Sixth Form. Both Dan and Eve were
struggling with their studies, and | judged thiatvould be unwise to pursue their

participation further.

Prior to each interview |k  YAf A NAASR YeasSt¥F¥ gAGK GKFG LI N
the face sheets created at that time, so preparing myself to probe areas of interest. As in

Phase 1the first two interviews were treated as a pilot, so the process could be adjusted as
necessary before embarking on the remaining interviews. This was found to be

unnecessary. Data collection followed the same form as described in 3.5.3.

3.7.3 Data Analysis

The data analysis strategy used here followed the same steps as that described in 3.5.4; the
research log was extended to include this phase, each interview was fully transcribed,
carefully read, the face sheets were extended to include this phase, ¢oding and

analysis took place to extend the portrait of each participayproducing a summary under

each of the following headings:

T {0dzRSY 1 Q& OdzNNBy (i LISNDOSLIIA2Y 2F GKSANI RSC
T {0dzRSY 1 Qa OdzNNBy (i | &4asa-aofbeEVYMBETOdEIF Ol 2 NBE 7

1 The effect of time when looking back at their decision

The final stage of analysis of these interviews was the creation of memos. These
summarised the issues and themes arising from the data, looking for similarities and
differences betweerii KS LI NIAOA LI yiaQ SELISNASYyOSa 2 3SNJ

were extendedto show developments over time.
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3.8 Interpretation

To aid interpretationthe conceptual maps were compareshd contrasted with each other

to allowthe interview findingdo bepresented undethe EVa . / Y2 RSt Qa GKSYI (A
columnsusing the memos created during analysigs allowedsimilarities and contrasts
across the interviews to be extracted. These were compared to the findings from the Year
12 Survey / Embedded Unif Analysis 13, and the data from the Year 11 Survey /
Embedded Unit of Analysis 1%Zhis allowed changes over time to emerge and become
clear, both in connection to each column of the-EHBC model, and overall. Non

conforming data was also identified adéscussed. As this discussion took place, further
memos were created to identify and track overarching themes. This was done using a
spreadsheet, so allowing points to be tracked via interview, time frame or theiitie,

connections clearly identified

Patterns of influence within the data were identified through looking at the numbers of
students responding in certain ways; these wdigcussed agast the theoretical
viewpointsso allowing points where the theory and the experiential findings diffecelet
highlighted. Differences between interview participants were highlighted, and theory was
used to illuminate these further where possiblghe different research phases / units of
analysis were also discussed ptmth identify whether different type®f research tool
allowed different themesnd patternsto emerge, andvhether themesor patternsforming

part of the conclusion were supported by all data sources.

As part of the interpretation, limitations were identified, both within the data and within
the themes. Validity was also discussed, to allow the strength and generalisability of any

possible conclusion to be clear.

3.9 Data Validity

Validity within a case study can be established through considering the construct validity,
the internal validity, and the externahlidity. ©@nstruct validityis concerned with validity

and reliability of the datandthe initial analysis. Reliabilitan be increased through a
consistent approach to each interview, which can be aided through the use of a case study
protocol as shown in Appendix 2. A case study databése 2014 also enables reliability,

asby organising all data and the initial analysis in a clear way, and through creating a

73



O2YLJ N A DS ALINBFrRaAaKSSi Ia RSAONAROSR Ay GKS

process leding to the conclusion can be clearly and logically follove@ddition to this,

Yin (2014 suggests that construct validity gained through including multiple sources of
evidence, establishing a chain of evidence, and asking key participants to review the draft
OFIasS aiddzReé NBLIZ NI @ ¢CF1AY3 | AyQa LRAyOGa AY
variety of sources of esence, which can be compared within the final data analysis stage to
identify patterns and explore explanations, so working to gain internal validity. The chain of
evidence is maintained in this case through saving each analysis step as noted in the case
study database, so the interpretation of the findings can be tracked back step by step to the
2NAIAAYEFE GNIF yaONR LI 2 NJ |j dzI yidgiha padidipgns toa dzNI2 S &
review the draft report was not followed in this case as the draft rep@smot completed

whilst the studentswvere still at the Sixth Form, so access was lost. However the

participants were asked to discuss and review some of tipplsmentary quantitative data
collected in Phase 2 in their final interview, so some checking and comparison by the

participants took place.

When considering validity and reliability, the nature of qualitative data is different to that of
guantitative dat. The first phase of this study includeeddepth conversational interviews.
Interview validity relies on the honesty of the participants, and their willingness to give
answers that are both complete and accuwe@Breakwell, 2012 The use of vignettes
discouraged the participants frofmeing intentionally incompletas each focused on a
different facet of making thidecision. Due to the nature and length of the interviews

where the transcripts were in the region of-12 pages, it was deemed to be impractical to
ask the participants to validate their transcripts. Instead, the initial data validity was
established pobing areas of uncertainty, especially when a contradiction was apparent
during the interview, and cross checking facts in the initial analysis phase whilst producing
the conceptual mapsThe participants discussed their experience from multiple angles,
meaning that contradictions ankhiconsistencies could be spotted when analysing the

interviews. Minichielloet al. (2000 suggest that these discrepancies are a matter of

l.j

R

AYGSNBad a KSe KAIKEAIKEG GKS LI NIAOALI yiEQaA
4 adzOK® CdzZNIKSNXY2NBE RAAZONBLI yOASa Ol y KAIKE

guestion, which irmany cases can be identified through careful reading of the data
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combined with cross checking. Qualitative data of this typelaas focus on reliability than
guantitative data, due to the multiple perspectives which demonstrates the variety present
in real life(Creswell and Plano Clark, 2018ut the points given in the previous paragraph

act to increase the reliability of the interview phases of this study.

¢CKS ljdzrydAadlraA@dS RFEGEFQAa @It ARAGE Oly FANRUG
ability to measure as intended. As discubse3.8, the data from Phase 2 / Unit of Analysis
Mo Il & O2YLI NBR G2 dGKIFIG IFAYSR FTNBY | yAl 27

survey the preceding May. Diverging findings were identified, and explanations discussed.

(@]]

Within the analysis, quéisns which produced wildly differing answers were identified as
possible points of misunderstanding, and the proportion of the year group which took the
survey was found to allow a discussion of representativeness. These steps, as discussed in
3.6.4 andecommended byCreswell and PlanGlark (201}, allow us to conclude that the

data here is both reliable and valid.

Yin (2014 recommends four steps which must be covered to gaternal validity: pattern
matching, explanation building, addressing rival explanations and the use of theoretical
models.9 O O 2®%, @ 8)Expectancy Value Model of Motivated Behavioural Chioase
underpinned the analysis of this case study, and in comparing and pattern matching the
data to this model, whilst se@kg to examine and test rival explanations, the data can be
said to have internal validity. As the first stage of analysis for the interviews in Phase 1 and
3, a conceptual mafGrbich, 200Yfor each participant was producedachor (2002, p.)6
notes that whilst these maps clearly illustrate the important, unexpected and unintended
details elicited from the participant, they also allow the reader to understand the
NE&SHNOKSNRAE AYGSNLIINBGIFGA2Y 2F (K Sombiges SNIDA S g
this type of portrait with the use of ratios as described in 3.8 is one in which the reader can

have confidence.

OEGSNYIt GFtARAGE NBfIGSa G2 GKS addzRée FTAYRA
cases, so that the findings areeseto be true beyond the bounds of the case in question.

Whilst the generalisability of this case will be discussed further in 3.10, it is worth raising

. Ay Q&) clainm thiamtine use of a clear theoreticabdel enables external validitd O Of S & Q

(2009, p. 8DExpectancywalue Model of Motivated Behavioural Choice threads thraugh
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this case, and its use in interpreting the findings facilitates the claim that this study has

external validity.

3.10 Generalisability

The ability to generalize is related to the ability of the case study to extend knowledge

beyond the specific context of the case in questi@achor (2002, p.)@2 y Of dzZRSa G KI
the goal is to generalize, it is necessary for the author(s) to reveal to the reader the
SOARSYUGAlIf o01FaS I NRdzyR gKAOK O2yOf dzaizya I NB
theoretical promsitions underpinning the study, and the ability to follow how a conclusion

has been drawn from the raw data. The theoretical propositions relevant to this case (e.g.
Eccleg2009) has been linked in to each stage of the data analysis, so showing the

relevancy of these theoretical ideas to the conclusions drawn. This methpdsézxtion

demongrates how | bult explanations from the data whilst identifying other possible rival

explanations, therefore allowing the reader to understand how the conclusions are formed.

Yin (2014, p. 4%expands further on this point, claiming that case studies should be taken to

0S ASYSNIftATlFotS 2yfée Ay GSNXY&a 2F GKSEANEDR |y
on the theoretical concept in question, so advancing knowledge regarding their veracity.

These ideas are further substantiated when we consider the types of methods used in this
aGddzRe o CtKS AYGSNIASsa NBfe keptodamde 2y (GKS L
interpretations of past events. Each participant is a distinct individual, with an independent

mind. The ideographic approach needed allows us to relate each participant to the

theoretical model so we can modify, reject or confirm our undamsting of the model

(Minichielloet al., 200Q® lye adzYYFENEB 2F LINIAOALIyGAQ SE
AYRAGARdzZEE G2 GKS aiddzReézs a2 (GKS &addzReQa | oAf

rather than by assuming a similar empirical situation should reveal the same results.

3.11 Reflexivity

Before undertaking this research | needed to reflect on my own social values and biases to
ensure that | did not unconsciously impress these on the participants or look for their
confirmation in the dataYin (2014is clear that case study researchers are particularly
prone to having a preconceived position due to their need to understand the theory

underpinning the studybut | needed to take care that this did not influence me to
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automatically look for corroborative evidence and ignore contrary evidence. To combat this

| deliberately sought out and identified rival theories within my data, so showing that |

working againsthe inherent bias produced through the literature review. When discussing

the validity of this research | raised the point that these conversationdépth interviews

allowed the students to express their perception of the reality of their choice rempee.

Mimetic elements, or the transformation of events into text, can be found in both the

language the participants use and in my interpretation of the interview transofficsk,

2005,pp. 887> f SIRAYy3a YS (G2 06S Ay@2ft SR Ay (KS 02
| seek to gain an wrerstanding. This gave a further reason in addition to validity and
generalisability to continue to question the data, make explicit the process of comparing

FyR LI G4SNy YI G OKA-MBCmodelSnhiRtlseeking to 2xarfi@@rid&st Q 9 +

rival explanations.

The participants all knew me in my role as Assistant Director of Sixth Form, which meant
that the power relationship between us before the research process began was skewed
towards me.Toallow the qualitative phases of this research to takace, the participants
needed to be empowered so they did not feel pressured to take part or to answer in a
certain way. The participants needed to feel comfortable and confident, which led me to
schedule interviews out of my normal office and where pdssilh a more private support

room with informal comfortable seating. To ensure that this was a true exploration, leading
guestions were avoided and | strived to consistently use neutral unbiased language and not
react to provocative or incorrect statement®enscombe, 2010, p. 13B tKS aOKz22f Q3
decision to make changes to its Sixth Form offer aaig change to the continuity provided

by the Sixth Form for many yeauwsith the last substantial change having been in 2012

when the offer began to include th8DPFn addition to A Levels. Unhappiness at these
changes had been expressed by feeder schools whilst these students were making their
decisions, with many questiamy the underlying motives. | needed to maintain my
awareness of our relevant roles for the purpose of this study, so repressing my professional

role which could inhibit honesty.

This awareness of the impact of my dual role was also applicable to theysdescribed in
Phase 2; in order to encourage honesty and discourage deliberately provocative responses,

the students were asked to consent to their answers to the survey being used for this
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specific piece of research without explicitly identifying teegarcher as a key member of

their management team. Maf2000, in Delanty, 2005, p. 1B8 S Of  NBa G KI & WGiKS
explanatory power of social science is obtained methodologically from the relations

between an understanding of social actions, including the points of view and attributes of

those involved and howhey are seen by others, in relation to the explanation of conditions

dzy RSNJ s KAOK (K2asS OdAz2ya GF1S LXIFIOSQd ¢KS a

researcher for the survey, rather than as one of those responsible for enacting the changes.

This conflitbetween my dual roles meant that | was meticulous in explaining the voluntary
nature of their involvement to the participants, and requested that they took twenty four
K2dzNB G2 O2Y&aARSNI g6KSGHKSNI GKS@& LI NI »0ALJ 4GSR
rather than simply agreeing instantly as they would to a person in authority within the

school. | was careful when following up their responses to my request that they took part to
ensure that | did not put them in a potentially uncomfortable positionadditionl

negotiated the time and location of each interview so that it was convenient for the

participants.

3.12 Ethics

Prior to beginning this research the following steps were taken to ensure that the study met
ethical guidelines. Ethical approvallowing the BERA guidelinBERA, 20)lvas gained

from the UCLnstitute of Education, as was permission to undertake empirical research

within the Sixth Form and use existing data about Yeat 1ildzZRSy i 4 Q SELISNRA Sy OS
Guernsey Grammar School and Sixth Form Céaée Appendix 8)

¢CKA& NBaSINODK A& &adzZlLR2NISR 68 (0KS NBadzZ Ga 27
11 students about their experiences of making this choice. Thegus anonymous, and

was completed in tutor time in May 2017. This is a standard questionnaire administered

annually which allows students to withhold permission for their data to be used for any

external research. With this in mind, permisswassoudt from the Sixth Form for

permission for use rather thainom each individual respondent. As the completion of this

survey was a supervised classroom activity, it could be argued that the students are coerced

into participation into this research. Howeves the survey was anonymously completed

for a different purpose, this was judged not to be the case.
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The interview participants were selectedrefullyto ensure that no feeder school or

students who made the decision in a particular way were unfaxtpueled or included from

this research. To ensure that the participants were able to give informed consent, each was
given a letter describing the purpose of the research and a consent form (see Apfgndix

The letter was clearly endorsed by the schégoK 2 Kl R NXIljdzSaid SR GKIFG GK
was on the letter to demonstrate their support. Confidentiality and discretion are extremely
important as students can express unpopular or contentious views, and should be able to do
so honestly in the knowledgéat their contribution will remain anonymous. Hence the
consent form guaranteed anonymity, and provided clarity regarding who could be granted
access to their anonymised raw data. Furthermore they were asked not to discuss their
participation with theirpeers or teachers, with the exception of the Headteacher or Director
of Sixth Form if they wished to raise any concerns. In addition, my records of their
identities, the interview timetable, the transcripts and the recordimgse treated as

secure documets, and in order to meet data protection requirements were not stored on

the school system.

The second interview instrument was partially composed of processed dataeimdredded

unit of analysis 13: thd dzNJ@Seé 2 F (KS Ay (i SN X survefwedialsd A LI Y
used to support the findings from the interviews. The questions constituting this survey
were included in a standard feedback questionnaire administered to Year 12 to gain
feedback for the Sixth Form Management Team regarding theemences on joining the

Sixth Form and in their first term. This questionnaire is administered through google forms,
and is completed anonymously. The questions for this research formed a separate section
of the questionnaire, which only opened if stude answered/esto a question explicitly

asking students to consent to answering questions for a piece of external research. This
guestion was designed so it was the only question on the screen, lessening the likelihood
that a student could simply clitke same answer as the previous question. If students

answeredno, the questionnaire simply omitted the questions for this research.

Anonymity of shools and studenteas maintained as they were allith the exception of
the Sixth Form Centre in whidkam basedgiven pseudonymd.he schools were called
Feeder School (FS) 1, 2, 3 etc, and further details about each school were only included if

these were particularly relevant to the study. The students were each given a short
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pseudonym name of the coect gender, starting with a letter of the alphabet corresponding
to the order in which they were interviewed. Therefore the first participant was Ava, the
second Beaand thethird Carl etc. As the starting initial did not correspdadheir real
name,and the individuals were unaware thttis arbitrary naming systenvould be used, |
was able tadiscuss the findings in a more natural manner whilst maintaithieg

LJ- NI A Guohymigyd & Q

3.13 Summary

In summary, thisresearchwasdedy SR (2 Fff2¢ adGdzZRSyiaQ RSOAaA
making choices for Podt6 education in Guernsey to be thoroughly examined from a variety

of viewpoints Embedded units of analysisl2, the interviews, allowed the thorough

exploration of the more diiled question ofHow do young people evaluate the risks and

benefits when making their choice for Sixth Form st(iigs question needed the rich data

YR RSGIFIAT LINPOARSR 060& GKS AYGSNBASsaz a oA
decision makigwould be insubstantial.The survey data from embedded units of analysis

13 and 14 allowed macro trends within the data to be identified and an exploration of the
representativeness of the interviews to the cohort of students they were drawn from. The

dzaS 2F GKS Y2RSf Ay Iff adlr3sSa 2F GK& NB&SIH N
can the Expectancy Value Model of Motivated Behavioural ChoiedBEY be used to
RSaAaONARGS FyR SELX | Akich (b K kodtGbutddyfo tHmekah O2 y (G SE i K
SEIFYAYLGA2Y 2F DdzSNyasSeée aiddRSyiaQ RSOA&AZ2Y Y
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Chapter 4: Empirical Findings

The research findings are presented using theMBC model as a framework. The results
are firstexaminedindividually and sequentially, then compared thatically. | start by
analysing how representative the interview participants were of their whole coland

how data vere collected. | move on to describe conceptual maps created for each
interview, and discuss how the B¥BC model was practically usteainterpret the

interview data. | then link this to the student survey and the second interviews. The
findings arehen discussed and linked the research questionsFinally the quality of the

findings and the validity and reliability is discussed.

4.1 Participant Demographics

On starting Sixth Form, students complete an enrolment form which is designed to gain
information to allow the Sixth Form to better understand and support its cohdable 4.1
gives us an indication about how representative the interview sample is of the whole

cohort, discounting socioeconomic factors.

Indicator Whole cohort | Interview sample
Living with both parents 69% 50%
Living with carers 2.8% 8.3%
Significant caring responsibilities (daily) 4.6% 0%
Regular part time employment 70% 75%
Currently accessing mental health support 8.3% 8.3%
First language not English 0.9% 8.3%
Lived on Guernsey less than 5 years 2.8% 0%
Take part in regulgphysical activity (at least once / | 37% 83%
week)

Takes part regularly in a uniformed group / youth c| 74% 33%
/ musical group (at least once / week)

Do not regularly undertake any volunteer work (at | 36% 67%
least once / week)

Table 4.1: Further information about the participants in comparison to the coh@rhe
Sixth Form Centre, 2037

81



This table shows that kiist the sample was balanced as outlined in section 3.5.2, there
were areas where this sample deviated from the overall cohoresé&lareas are not worth
considering unless the differences are large, as 1 student within the interview sample is
8.3% of the total.lt is therefore worth being aware that the sample wasth less likely to

be part of an organised groupnd lesdikely to undertake volunteer workAs my analysis is
gualitative in natureandthese differencesre not relevant to this study, thisill not affect

the reliability and validity oy findings and conclusion

4.2 Research Questions
¢KS AY 2F (KA& adGdzRe o6l & G2 SEFYAYyS &dGdzRSy
choices for Pos16 education in Guernsey. This leads to two more detadedarch

guestions, namely

1 How do young people evaluate the risks and benefits when making their choice
for Sixth Form study?
1 How can the Expectancy Value Model of Motivated Behavioural Choid¢BEY

be used to describe and explain choice in¢higtext?

This researchises data fron2 surveyswithin Phase 2 Tte first, described as the 14

embedded unit of analysis in section 3.2, is #d.7annualsurvey administered by the

Sixth Form Centre to gather feedback frofear 11Grammar School Studés about the

process of choosing their Pes6 pathway. 43tudents(52%)agreedwithin this surveythat

their anonymougesponsecould be used for purposes other thégedback for the Sixth

Form Centreso | was able to access their data for usthia studyto gauge initial trends or
patterns of behaviours around choice, and to highlight how the perceptions of these change
over time. The second survey, described as th& &&bedded unit of analysis in section

3.2, was administered to the whoMear 2 cohort. 177 responses were received, which

was85% of the total possible responses. This survey had three objectives:

1. To discover what in their programme of studydiHeved up to their expectations,
what is different, and their personal response to this.
2. To further elicit responses around any suspected trends or patterns in the data

provided by the Year 11 survey some of these students filled it of analyss).
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3.¢2 LINPO6S (GKS NBflFrOGA2YyaKAL 0S06SSy I aidzRS
and the choice that they made.
In addition, this survey was used to provide the interview prompts for the second
interviews. This survey provided the wider ovewief the whole cohort, so substantiating

the interview findings when answering the research questions.

Embedded Units-12 are the 12 interview participants, 10 of whom were interviewed
twice. The data from these interviews was, when combined with trenoew of trends

provided by the surveys, used to answer the research questions.

4.3 Data Collection and Treatment
Both sets of interviews for embedded units of analysiiwere conducted and analysed as

described in sections 3.5 and 3.7; the resultogceptual maps are given in Appendix 5.

The survey making up embedded unit of analysis 13 was conducted and analysed as
described in section 3.6. To make comparison straightforward, the results were
summarised in a conceptual map in the same format aseffor the individual student

interviews; this is given in figure 4.4 below.

x
c
N

CAIdzNBE nodnQa O2yOSLIidz- £ YI LI Aa asSa 2 dz
(change of timg2 y G KSaS &iddzRSy i a Qardddad flo@ Eftiolrighti K S

along the top. Other information is summarised undee EVVMBCcolumn titles(figure

c
oS\ V)
Z
B o
(0p))

2.2.5), whichareread anticlockwise underneath thehange otime boxes. Themes are
summarised in the central sphere, underneath the conceptual map fithéspattern, used
for all conceptual maps, allovesswift visual comparison between all interviews and this

whole cohort data.

The data making ufhe embedded unit of analysis 14 pexisted this piece of research.
However the data could not be used in its original form as not all students had agreed for
its use in this research, so some responses were extracted prior to the use of the resulting

graphs. Those relevant to this piece of research can be found in Appendix 7.
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4.4 Cultural and Social Influences (EV -MBC Column 1)

Interview results: Embeddd Units of Analysis-12

All the students within this study recognised that their peers influenced their decisions, but to
different degrees. It was more common to be influenced by those slightly older who were
already experiencing Sixth Form or had mteexperienced it, and for many this included family

members in their generation. Ava tells:us

| definitely spoke to my older cousins as they all did A levels here, and | kind of got their
2LIAYAZ2Ya 2y itk my dusidsIghniteiyere th&Xpedple | went to the
most. | think my mum asked a few of her friends whose children did A levels or IB, and
that helped me make a decision on how they found the workload and things like that

(extract 4.4.1, Ava interview 1).

This collection oflifferent opinions was a common theme; some, like Ava, were fairly
indiscriminate about who they listened to, whilst others such as Bea deliberately sought out

opinions from those who were taking the course she was considering.

More than half the studets discussed the influence of their immediate peers on their choices.
Only one student, Dan, actively sought to make the same subject choices as his friends, and
another, Kat, made her choice of institution partially to ensure she was studying in the same
place as her friends. Although 5 others discussed their choichghvir friends, finding them

supportive whilst making their choices, they did not feel they influenced their choices. Hope

demonstrates this when she discusses imeractions with hepeers:

Yeah, we definitely talked about it a lot because | mean you never really talked about it

with teachers so we were kind ¢fve talked about it a lot and what we were planning to

R2 YR tA1S 6SQR KSt L) SIOK 2 wdtBdNddddzi o6 SOl
. A2t238r (KSYy @2dz2QR fA1S LldaAaK GKSY FyR ai

All students discussed their parents and immediate family as influences on this decision. A third
of parents were not helpful influences, either as the young peravoided their opinion, or they

were negative, or they gave unconditional approval without further consideration. Regardless of
the level of education of the remainder of the parents, which ranged from degree level to GCSE

level, the other parents werdescribed as being actively involved in the decision, and seeking

85



further clarification for themselves to support their son or daughter. Lou gave a clear example of
a supportive parental relationship, where she discussed in depthdi@amended her progam
of study after a physical injury during her GCSEs affected her final grades which meant that she

needed to adjust some of her courses:

L KISy Qi R2yS ! NI Ay &SIFNER odzi LQ@S 32da |
whoever, talk to Miss (X, see if | can go and do the course. One day she said yes and

GKSYy L ¢Syd G2 awLsSr] G2 Yeé adzy FyR L &l ARZ
AG AyG2 ! NOKAGSOGdzNBZ¢ YR aKS €t221SR il Y€
0 K I Andpvehen | got to Sixth Form and | put my inigiaty initial sixth subject which was

t KEAAOFE ISIftOGK FyYyR 9ESNDAAS {OASyOSs (KL
AN} RS® {2 L ¢Syl oFO1 YR L &lIMIRS I 24 hriel saxzy
GKAY1l +Foz2dzi AG F3IFAydé O6SEGNI OG0 nondox [ 2dz

Five students discussed the impact of previous experience of making educational choices; these
students had either faced barriers to their choices at GCSE, or who had not takethiooses
seriously. All who reflected on previous choices were keen to ensure that this choice was made

in a different, more effective, way. Fern demonstrates this in the following extract:

a2 L 0KAY]l GKIFIGO 6KSy @e2dz OK22a&S @2deNJ &dzo 2
KIR y2 ARSI 6KIG L 6FydiSR G2 R2 Ay (GKS Fd
towardsinca 2 @&2dz O2dzZ R alé& L RARYQU daniBngifa Yc
8€2dz IS4G YS® oX0 ,SIK a2 (dKSy L GKAYy]l L RA
d2YSGKAY3AX O6SEGNI OG nondns CSNY AYyiSNDASS

Fern later tells us that she would now like to aim for a career in a medical profession, although

she isunsure exactly what this would be.

The influence of school, whether this is the careers teachers, subject teachers, or Sixth Form
team, on this choice was perceived to be minimal. Five students did not discuss school as an
influence when given the opparnity, four were clear that their influence was limited or

unhelpful, and onlyhreediscussed school as a positive influence on the decision. Students who
found the school a helpful influence wenearginallymore likely to have attended the kool

with a Sixth Form than not, but those who attended the school with the Sixth Form also
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identified negative aspects of their interactions.2 LIS Q& SEGN} OG nodndH | 62
fAYAGSR a0K22tQa AyTfdzSyOS O2dz Rthatesschbof R & K S
forgot to book transport for students to attend the Sixth Form Taster Day. Jake attended the
school attached to the Sixth Form Centre, so had a greater ability to access advice from
experienced Sixth Form teachers than many of his peé#isilst he made some positive
comments about advice from subject teachers, he was less positive about the careers advice he
received:
Jake: Yeah, we got we got sort of given ideas of what we can do after Year 11 and
further on; | think it was more abothat though, the paths that you can take
rather than what it is going to be like if you choose this path.
Interviewer: Did you get any help on how to actually make the decision?
Jake: Yes, yeah, they digithey definitely gave usin Year 11 they defirgty gave us
KSt LI 2y K2g (G2 OK22asS o6KIFG ¢S GKAY]l A
Interviewer: Did that help you? What did thewhat did it entail?
Jake: ltsortofcL LISNER2YlFffé& RARYQOG FTAYR Al GOSN

(extract 4.4.5, Jake interview 1)

Year 12 Survey: Embeddéshit of Analysis 13

In comparison, the whole year group responded differently, with only 36% identifying parents as
an influence on this decision; this contrasts with all the interviewees discussing their parental

input. Anothemotabledifference wasthe influence of school; 20% of the whole cohort

identified classroom teachers as those who helped make up their mind, with a further 10%
identifying the Sixth Form team, and a further 3% highlighting their careers teacher. In total, this
gives a similapercentage to those who identified parents as an influence, and contrasts heavily
gAOK GKS AYGSNBASESSa ¢oK2 alg aoOKz22fQa AyTFid

Peers, whether friends, older students, or siblingsd a relatively limited influence on the
whole cohort, wih only 11% of responses highlighting théisese influences Again, this

contrasts with the interviewees, many more of whom discussed the influence of peers.

It was noticeable in the survey data that 16% of respondents claimed that no one had influenced

their decision. The response of no one did not arise in any of the interviews, all of whom
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discussed their influences in depth; statistically, we should expect at least 1 or 2 of the

interviewees to have answered in a similar way if the sample wasrgphgsentative.

Chart 4.4.1 Year 12 Survey: who helped you make up your mind about what
to study?

5,2% _ 2,1%

2,1%

6, 3% |
H parents

m teachers
E no one
m sixth form management
m friends
m careers teacher
m siblings
m older students
GCSE grades
m Work Experience

HE Requirements

A ¥ ¥ oA o~

9YOSRRSR ! YAl 2F !'ylteara mnY 5FdF FNRY GKS
When the Grammar School students where asked about their influences in Year 11, 63% of
students found discussing their choices with a member of thil Hierm team to be beneficial to
some extent (Charts 7.13 and 7.14 in Appendix 7). Furthermore they identified a number of
other influences Chart4.4.2 many of whom were school basedistworth noting that the

largest number of responses indicatedattturrent teachers were the greatest influence, with

family coming a close second. Interestingly, 34 students indicated that peers, whether older or
the same age, were an influence; thisudbstantiallymore than the 11% (20) of students who

gave the sme answer when asked in year 12.

All students who responded to the Year 11 survey were asked to take part in the Year 12 survey,
and logically we should expect that the number identifying a particular influence should either

be the same or greater in year 12 than in year 11. This droginumber of responses for a
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particular influence is therefore interesting, as it shows the change in perception which has

taken place over the 8 months between surveys.

Chart 4.4.2 Year 11 Surveyoiin what other sources did you receive
guidance in making your post6 choices?
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previous experiences (EV -MBC Column 2)

Interview results: Embedded Units of Analysisl?

Previous experiences of studying either at GCSE eGQSE influenced how 7 of the

interviewees approached their subjects, either through influencing which subjects they chose, or
by influencing their approach to the choice and their studies. Not alieaf thinking isaccurate

for example Dan discusses how he enjoyed English at GCSE, and therefore chose English at A
Level. He gives further reasons for doing so, sudch thsnk English is something that would be

really good for like universityextract 4.5.1 Dan interview 1and describes how he looked at

the UCAS website for courses he was interested in, salyingked at the like what grades

GSNBE NBIdZANBR YR AG RARYQO NBIrtfe FFSOa €A
on the ones that | wanted to ddextract 4.5.2 Dan interview 1) From reading the full

exchange, it was clear he chose English because of his experience of studying it at GCSE, and hac

then convinced himself it would be useful in the future; this bedigbeared to have arisen from
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the underlining of its importance at GCSE by his secondary school, rather than any other

validation.

Another theme of conversation centrethd Y A Y G SNIBASSH5SSQa NBIFOlAzZ2Y
contribution. 8 discussed this, withckearly distrusting or finding the parental contribution
RAFFAOMZ G @ C2NJ SEFYLXS WH1S RS&EONAOGSR GKS ¢
O2dzNES G KI G KS dRey Refimdly wankeg e taikeep Ry@Mathsigood because
gStIANRQ2F || (1 S& &4dzo2SO0x AGQa I dzaS¥FdzZ & dzo:
base level up(extract 4.5.3 Jake interview 1jle was next planning on having a difficult

conversation with them as he wished to drop the course. The othdnddiscussed parental

influence generally found the parental influence to be positive. Parents were both proactive and

reactive, but their engagement was valued. For example, Eve tells us

| had an idea of what | wanted to do, obviously spoke to mympsi@nd they said

iKS 2fRE ahKZ ¢Sttt @&2dz R2 ¢Klgwheh2dz FSSt A
actually going into depth and speaking to them about it, they would ask me
jdzSadAaz2ya fA1SI a2 Kegwha dogyaudainksthisfmouldihddp R2 A
@2dz R2 Ay (KS FdzidzNBKé¢ !'yR L g2dzZ R GStf
200A2dzat e LQOS ySOSNI 6SSy Ay GKFdcadweaSoi
obviously when | had to make my decision at the end, my Mum in particular, she
wouldalwayss S t A1 S a{2 e2dz2QNBF ada2NE GKIGQa gKI
@2dz adz2NBK¢ L g2dZd R 0S tA1S>Y a,Sax &SIKx @
RARY QU {AYR 2F Sl OSc¥BS2KNAREQ204 ¥ ¥ RYEKSE
FyedKAyY 33 {tiorime and &hatGlie thbidghd was going to be too

RA T F fetrdet 45¢ Gve interview 1)

It is clear here that whilst her mother is with her throughout the decision; her role is supportive
rather than proactively seeking information. Students déscharriers to their parents being
proactive as including difficulties in accessing accurate information, and lack of experience of

education at this level.

Intervieweesperceptions of friends and older peers varies from seeing these as biased and un
knowledgeable sources of information, who have their own individual agendas, to wishing to

seek out the same choices so maintaining their established friendship group and roles. More
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commonly interviewees reported using their peers as a sounding board tosgisdeas, whilst
accepting they were committing to different subjects and c&ué @ C2NJ SEI YLX SZ
FSSt tA1S AY doSONSE OSNBBE A TS FSNE (dzNE I NP dzLJ
most kind of like clingy if that makesysense but the g yeah, we just did what we wanted to

R2 IyR L aitGAafft &aSS (GKSY | H@exdstid.5h Giainteaievy) A G R
Intervieweesappearto have a limited amount of trust for older students, recognising that the

decsion is personal to them, and difficulty levels vary for each individual.

Interviewees who had experienced difficulties at KS4, whether with subject choices or wider
issues, tended to have less belief that the school or teachers would effectively helpatitiem

this choice, and clearly had an emotional response to this, whether it was anger or
RAGILIRAYGYSY (o LFyQa NBaSydadySyd 2F KAaa GSI
clear, and he was determined to prove them wrong. Thisextradifrdc I Yy Q& Ay 4 SNIA S

demonstrates some of the opinion barriers he had to ignore in order to move to Sixth Form:

Yeah,thegL YSty L KIFIR (S| OK&IN&GS & oA RS> fREE
GKAY]l GKS SELISOGIFGA2Y 2 #ldhé® wantediitfabd. | & INBI (
. 801 dzasS L G(KAYy]l GKS& &FrAR tA1ST &2dz (Y2653 0
GKSe g2dA R &l é&x a/2tftS3S | ¢gdd Ifwaultl beikeC 2 NV K€ |
Gb2> 2dzAalG {AEGK C2NN¥®é RV KBRIQRA yaK & 51 R Sif
628ttt L Attt F20dzda 2y GKIFIGZ¢ cOMASLIKIKAYY ¢ 3
GKIFEG LQOS (&dulastB 8A45&Intedigwl)

Finally, there was clearly a perception from those who considered courdegrathe Sixth Form
Centre and the College of Further Education that the Sixth Form courses were better. Kat
considered a Btec in Business rather than A Levels including Business, and was strongly
influenced by her mother who felt A Levels would give déetter qualification to enter into a
career in the local financial services industry at 18. Kat was clearly swayed by this, and having
achieved the entry grades for Sixth Form, took up her place. lan reported a perception gap in

academic rigour betweehis studies and his friendgho were studying at the CFE:

GSQONB 1jdzA S RAFTFSNByEl ¢ 2wad NN Sy R M5 Si AiKYS
adzZAd 6AGK Fff Yeé F2ftRSNAER YR addzZFF FyR KS

91



FYR ¢KIFG y20 | YR evdrythig isusttd difBxiiacty.2.6ldn | y R

interview 1)

Year 12 Survey: Embedded Unit of Analysis 13

Whilst the data from the whole cohort survey suggests that students recognise that Sixth Form
would bea very different experience to secondary school, relatively few responses highlighted
negative aspects of this apart from a concern that they would struggle to find the time to

complete work (41%). 89.4% of respondents based some or all of their sob@ces on what

they had enjoyed studying at school, with 91.9% reporting that their method of choosing formed

I 322R o6Fairxa TFT2N) OK2AO0S® / £fSFNI @& (GKAa R2Say
clear that previous positive or negativepexiences strongly influence the next choice.

9YO6SRRSR !'yAl 2F !'ylLfteara mnY 5FGF FNRBRY GKS
Year 11 student responses mirror the Year 12 whole cdimatings;in that enjoyment, interest,

and prior belief in abilityn a subject were clearly the strongest factors in deciding which subjects

to study (Chart 7.4, Appendix 7). These factors, based as they are on prior experience,
RSY2YAGNI 0SS GKS AYLRNIFYOS 2F |y AYRAGARIZ f G

making a choice.

Charts 4.5.1 and 4.5.2 give an indicatonearfstm a0 dzRSYy 14 Q LISNOSLIIA2Y a
and influencers. The low level of responses on both graphs show that none were perceived to

be outstandingly helpful or unhelpful, sontrasting with the Interviewees whose family and

school influences appeared to be far more significant. It is interesting that over time, the level of

support of these key socialisers appears to be perceived to have increased.
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Chart 4.5.1Which source (other than your guidance meeting) was the most
useful for receiving guidance?
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Chart 4.5.2Vhich source (other than your guidance meeting) was the least
useful for receiving guidance?
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4.6 Emerging Self-Know ledge and Identity (EV -MBC Column 3)

Interview results: Embedded Units of AnalysislP

The interviewees appeared to be able to make a clear distinction between their social or
colledive identityand their personal identity, with 9 students discussing ttiearly. 3 of these,

Ava, Dan and Kat, were heavily influenced by their peer group or collective identity when making

their choices or when formulating their future goals; it is worth noting that these students all
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came from 1116 schools with no Six@@8 2 NIY LINER A AA 2y @ C2NJ SEIl YLX S
were more a statement of fitting in with his perceived social identity within his peer group.
These two extracts from his interview demonstrate his dependence on his peer group, and how

the collectve identity he has embraced affects his perception of his personal identity:

1. 1did do a bit of a check round to see what people were doing; | was interested but
| was just looking for the people that were doing the same subjects as me to see if
lcouldASG Fy ARSF 2F GKS &a2NI 2F o2 LIX S (KI
many of my friends are in my Sociology class at the minute and when | first got
GKSNBE YR NBFIfAaSR GKIGO GKSNB gl ayQia Yy
Of I aa A lyaffedt Iiket @ake mMEBHINk, bh | want to drop this subject, do
something else because of that. | just wanted to try and make new friends in the
classand stuft 6 dzi A §A RARAYRYIQG NBI f f & X LG 61 a 1
LQ@S KSI NIy dtherifriéndy=zedike in2 different Sociology class so it
kind of sucked a bit knowing | have to do like two years without a@ythier
friends in the clasgExtract 4.6.1a Dan intervie®)

2. If we have like an independent study lesson | usually gadrto the group that
FNBE R2Ay3 GKS &l YS adwaSoida a YS IyR AT
probably an entirely other group of people during independent studies and;they
| think getting to know them and doinglike doing that it like chares who | am.
(Extract 4.6.1b Dan interview1)

However Dan has since observed that his subject studies have influenced his behaviour and his
interpretation of events outside his lesson, so starting to aid him in his development of his
individual identity. This observation has surprised him, and whilst he appears interested in his

emerging personal identity, he appears detached and more engaged with his collective identity.

TKS KAYy3Ia 6SQ@S 06SSy R2AYy3I Ay tadome2fz23e L
roundinmydayo-RIF @ fAFS YR LQ@S 06SSy y20A0Ay3 (KA
and a lot of the things about the way they are. And ustQ @S 0SSy LA Ol Ay 3 dz
fA1S GKFEGO o0dzi L R2yQd (KA Y istfiiditintéréstiafy. Riked S A T
c68 KFIR I NBFt GFf1 Fto2dai AG Ay tA1S t8aazy

changes howd how | se things outside of Psycholodixtract 4.6.2 Dan interviewl)
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All the interviewees discussed the linktlveen choice and personal identity. Interestingly some
such as Gia and Hope see the choice of what to study as more of a public statement of what they
like, are interested in, and who they want to become, whilst resisting any suggestion that this
choice idinked to their personal identity. This contradictory view point tellsnssead that their
perceptionof personal identity does not encompass study choices and school. Others, such as

Bea, used this choice to demonstrate her individuality, telling us

| quite like it because | am actually the only girl in my year doing Physics, so | think, yeah,
LQY 3J2Ay3 (2 4K2¢ (KRAVSAPFHASESRIKKAYIOQBQY?2
them, or at least try to, and do everything | can and just show therinthdh i R2 Say Qi

at all. (extract 4.6.3 Bea, interview 1)

For others, such as lan, the process of studying at Sixth Form has accelerated the development
of his personal identity. He has clearly found it quite a lonely process, as much of his previous
social group chose to move to the CFE, so he lost his previous collective identity. In order to be
successful he has had to change his way of working, which has been quite isolating. This
situation began when he unexpectedly underperformed at GCSE;arsgquently had to

change his Sixth Form choices. He has rejected his previous identity of a creative student, and is

clearly finding thigransformation quite lonely:

L {AYR 2F gA&K L O2dz R fAGSNIff ayadvdaiitda aAi
me, just to make it look like | agl have got something in common with peofdatract

4.6.4 lan interview 1).

Seven of the interviewees focused on their knowledge of their own abilities and strengths when
discussing their choices. Faopst, this was a positive discussion, focusing on how to work with

their abilities, but for others such as Dan and lan, this was a move away from perceived
weaknesses. Fern is an interesting case, as she made several changes over the course of this
study. She had first selected A Levels, but came to the realisation that she had chosen her
subjects to be with her friends. Having achieved better grades than she expected to at GCSE, she
rethought her options and moved courses to the IBDP, including a suGjeemistry, that she

KFR LINBE@A2dzat e (K2dAKG akKS glayQd OFLIotS 27

describes the reaction she got from her father on making this decision:
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Fern: So | think it was the right decision to change. My Dad wasdik & 2 K& | NB
82dz R2AYy3 |1 AIKSNI/ KSYAAGNRSY @&2dz KFGS
f20S / KSYAAUGNE y243¢é o0dzi L OGKAYyl Ay G

Interviewer: So did you ever hate Chemistry?

Fern: 2Sff KLLRARYIQGI g &a& LINBETSNNBERtbitthgnS . A 2f 3
L GKAY]l KS ¢l a4 2dzaad aK201SR GKFG L g1t

(extract 4.6.5, Fern interview 1)

5dzZNAy3 CSNYyQa aSO2yR AYUSNWASs:E Al o0SOFYS Of
Chemistry was correct, as she had failed her end of year examination, and was planning on

picking up a new subject and taking a further third year to comgietestudies.

C2NJ YS Ala y20 GKIFIG L R2yQl Sye22é OKSYAA&dNE
3SG az2YSGKAyYy3a L F¥SSf NBlItfte KILLRO® . dzi G KS
gKFEG L R2 3S4GxX GKI G Aatéfinditzedlly difficlltS (ettracR2 Yy Qi Sy

4.6.6, Fern interview 2)

Four of the interviewees discovered that their initial perception of their ability was flawed, and
reflected on this in their second interview. Whilst ability was clearly an importargideration
gKSY OK22aAy3d I adzaeSOl0 ¢gAl0K aS@Sy addzRSyida

basis for choice for those interviewed in this study.

Future goals guided the choices for seven of the students, with a further two studentsyhav
future goal whose entry qualifications were broad so did not guide the choices. The remaining
three students were unclear as to what they wanted to do once they had finished their studies,
and two of the students remained unclear when they were imiewed for the second time,

whilst the other, Dan, did not accept the invitation to take part in the second interview. Carl was
the student with the most definite future goal; he aimed to study Physiotherapy in Australia. He
had undertaken a substantiamount of research into this goal prior to Sixth Form, including

work experience and looking into how realistic his plan of moving to Australia would be in
practice. During the second interview it became clear that he had considered his plan further
prompted by some of the school sessions about this next step, and continued to feel that his
goals were appropriate for him. Others were not in this position; for example Bea had begun her

studies with a clear future plan that had been disrupted by the sedotetiview through
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discovering her initial perception of her ability to succeed with Physics was flawed. Extract 4.6.3
expresses her initial pride in studying Physics, and extract 4.6.7 demonstrates that in finding the
subject challenging, she has theradlged her future goals, and is struggling with her ideas about

the future, to the extent that she has become stuck in a moratorium.

Bea: Well I am thinking about going to study philosophy and maths at university,
0dzi LQY It az2 KAy vdlylehd ekatdNBat wodldlbe R G K I G
0KS LiJzN1}22aS 2F aLISyRAy3a o @SIENmB a4 o 3
do that what else could | do and where else do | want it to lead to? And stuff
like that so | definitely agree with that. Over the last few wesdpecially,
YR FF¥GSNI SyR 2F @SINSEFYazr LQ@S 32y S
Interviewer: okay. Is that quite hard to go through?
Bea: yes it sucks. It sucks really bad because you end up focusing all your time of
worrying about that and then you get further betliand then you start
doing other things, then you end up in a downward loop that is difficult to
get out of. But it gets to the point, because everyone in sixth form is like you
could do this as your future, you could this, or look to this to many weeks
ahead, and what is needed is to look at what we are doing now rather than
anything else. Because if you are constantly looking ahead you forget to do

the things you are doing now. (extract 4.6.7 Bea Interview 2)

Whilst Bea and Carl are at the two extremvasen considering the effect of future goals on
decisions, the other interviewees whose choices were based partially about their future goals all
continued to consider these over the year, and continued to consider the link between these and

their choicesdr Sixth Form.

In the first interview, all the students had adopted the ssthema of a Sixth Form student, and

most had adopted further schema associated with their study choices; lan is a good example of a
student who has defined himself as differendrin others studying the same creative subjects,

Media and Film. Others had different reasons for not adopting this type of schema; for example
YIFIGQ&a FdzidzNE 3I2F €t 2F 26yAy3a KSNI 246y ol 1SNE K
the type of fnancial service job she pictured herself taking once she finished her studies. For

some, the schema they had developed was strongly communicated and associated with some of
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GKSANI SELISNASYOSa (KFG KIFEIR KFER | DbBininsotd A YL
/' NI Q8 t KeaAaAz2idKSNILR 62N)] SELSNASYyOSo» . & (K
schema had shifted or developed. Many had experienced challenges with their studies over the
year, which had consequently meant they needed to ma@tHfuture plans, or had challenged their
thinking about their personal identity. For example lan was clearly regretting his decision to not
consider studying at the CFE, and was considering finding out if he could do so once he finished
his Sixth Form sdies. His sefchema of himself as a Sixth Form student had clearly become

less secure over the year, as extract 4.6.8 suggests.

ho@A2dzate SOSNEB2YyS KlFha (K2&aS RIFIea gKSy @&2dz
aKz2dZ RyQi 08 R Z2esypatk dn faklkdand its sl Thie krfyything dhinial
aK2dz RQOS R2YyS gt a L akKz2dz RQYS KIR + 221 |
had a bit of a look just to be certain, because there are times when | find the work

difficult. (extract 4.68, lan interview 2)

Year 12 Survey: Embedded Unit of Analysis 13

Charts 4.4.1 and 4.43uggests that the cohort of students that the interviewees belonged to
overall made their study choices decisions independently of their pdagaire 4.3 and Chaut
6.6.17, 18, 19 & 20 (Appendix 6) tell us thatywfew were significantly concerned about what

their peer group would think of their decision, with only 8.9% of students claiming to have made
completely or fairly similar choices to their friends. 11@9%tudents rated themselves as a 1

/not at all or 2 on the statement thamy choice of what to study reflects who | am or who | want
to be(Chart 6.6.16, Appendix,8)ith 35.2% rating themselves as a 5/ completely or 4 on the
statementl made the choicel always thought | would maK€hart 6.6.19, Appendix @lere we

see agreement between trends in the whole cohort, and with the interviewees.

Within the whole cohort65.4% of students had a potential future job or degree in mind when
making their dersions, while 34.6% did n¢Chart 6.6.7, Appendix 660.3% of the participants

were aiming for the same job in Dec Y12 as they had in mind when making their choices the
previous Apri(Chart 6.6.8, Appendix 6Again, this is in agreement with thieterviewees,

where 75% of students were able to discuss their end goal. With respect to these aspects of the
choice process, the trends within the interviews were similar to those revealed by the whole

cohort survey.
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Embedded Unit of Analysis 14: DataNR ¥ (G KS {AEGK C2NYXY [/ SyGNBQa
A similar picture emerged from the Year 11 Grammar School survey for students within this
cohort, where in figure 4.6.1 we see that for students choosing which program, A Levels or the
IBDP, their future @reer was the more important factor, and rated significantly higher than any
other possible factors. Interestingly, students did not continue with this trend when making
subject choices, with most citing enjoyment, interest, and perceived ability as disé m

significar factors (figure 4.6.2). 1t®f S| NJ K| { -cbhnceptibtitiRiSabilityt@suctesd F
is an important aspect to consider here, with this trend matching that found within the

interviews.

The survey instrument, both for this unit ahalysis and for the 13 does not lend itself to

exploring selschemata, and therefore it is difficult to substantiate the trends found within the

surveys.
Chart 4.6.1The deciding factors in making your choice of pd€ programme
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Chart 4.6.2The deciding factors in making your choice of pd€ subjects
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4.7 Expectation of Success and Subjective Task Values (EV-MBC Column 4)

Interview results: Enbedded Units of Analysis-12

Expectation of success was a consideration for eight of the students. Some took this very
seriously, and used this to guide their choices. For example, Bea considered this in depth when
choosing her subjects, and was he@&vil NSt A yi 2y KSNJ G§SFOKSNBRQ 0°
took a lot of confidence from this. Howeveshe also ensured that she had considered options in
case she was not capable of succeeding in Mathematics, and linked a possible new option to a

future career.

L RAR GKAY]l 2F Al 200A2dzaf e gKSy OK22aAiAy3d ¢
finding those really difficult | should pick gpecause | was thinking, if | got into Maths and
fA1S 6AGKAY (GKS T A NE dothsanall Kvadlooking at tzdtexti > &6 2 6 3
0221 YR L ¢l aOHWQBISASYIWAQW] dzLd 2y GKS ol a
| would think okay, | will go down to Standard Maths and then take up another Higher,

which | was thinking to take wpHigher English and then that would support Philosophy to

go into it and then go into something like teaching or lecturing or something like that.

(extract 4.7.1, Bea interview 1)
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5 yQad SELISOGIGAZ2Y 2F adz00S&& éHough Hisflagkdf Yy A YL
confidence in his abilities meant that he struggled to believe himself capable. He described his
experience of having a guidance meeting with the Director of Sixth Form, which is an individual
meeting all students applying to the Sixtbrf have to discuss their course choices, where he

was concerned he would be told, despite being predicted the entry grades, that he would not

have a place.

Dan: L FSt0 ljdzZAGS ySNIB2dza 3I2Ay3A AyaGz2 AG | a
out to be much of an interview. He just went through like my grades and like
looked at what | was going to do and stuff like that.

Interviewer: Because when you went in then, were you thinking this waa@ could
possibly say, you are not allowed to darken thdsors, go somewhere else?

Dan: L RAR YSydGAz2y GKIFG o6dzi Y& FNASYRA 4 SN
but ¢ yeah, but it did cross my mind yeah.

(extract 4.7.2, Dan interview 1)

For all students who considered how likely they were to sucedeeh making these choices, the
consideration was personal. Sometimes it was linked to confidence in a particular skill, such as
reading for Gia, or to their personal doubts about their capability, or to their enjoyment of

success, but this was clearlyacét that many considered.

Interestenjoyment was the value explicitly discussed by the least number of students, with this
only being discussed by six. Even so, this was clearly not an important considimasitbywith
/ I NI G Srhebiriopvibd 28 G@KS adzoa2S0Ga GKFG L Sye2eéSR
about where | want to end éfextract 4.7.3, Carl interview 2)nterestingly, Carl is more
concerned about his future career; he has a clear goal of Physiotherapy, which he hers chos
through interest and because he thinks he will enjoy working in this area. Therefore although
interestSy 228 YSyid Aa Fy AYLRNIFYyd FIFHOG2NI AYy (GKS
view point contrasted with this, as he chose for enjoymerthalgh he clearly has doubts about
his ability to succeed in all his subjects as this exchange demonstrates.

Jake: .dzi AT &2dz FNB 3F22R G ¢KIF{G &2dz R2x 2

32 FIFENI gNRy3asZ 06SOIdzasS (KSHNBmiionbf OF NBS
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subjects and still sort of take the same route with bridging courses and stuff
FYR L R2YyQiEgLUORRZRYQDIAGRAYUKAG YIFOGGSNE G
doing what you enjoy.
Interviewer: Did you enjoy the Biology at GCSE?
Jake: lenjoyeditcL 2dzad ¢l ayQd GKFG INBFG Fd Ado
Interviewer: Okay, so actually then you were picking something you enjoyed, you were just
worried you were goingtobe@ 2 dz ¢ SNBY QG 3I2Ay 3 G2 02 L
Jake: Yes, exactly, yeah.
(extract 4.7.4, Jake Inteew 1)
Others chose primarily for enjoyment, and appeared more likely to go down this route when they

had no clear goal in mind.

Attainment value was one that most students discussed, albeit without explicitly calling it that.

A student was considered tmave discussed attainment value when they both discussed how

their choice fit with who they were or who they wanted to become, and the importance of
achieving that end goal to them. Ten out of the twelve discussed this, and as such it was the
most populaid I f dzS @ 9pSQa YoAUAZzYy A& (2 KIF@S | OF
chosen her subjects at Sixth Form to facilitate this, recent work experience has made her realise
that it is a tough, competitive career, and she needed to work hard. Thraudhe first

interview, Eve kept returning to this theme from different angles, and is clearly concerned that
she may not get there, despite having fully embraced this plan. This focus was interesting, as the
different vignettes were plamedto prompt digussions in different areas, but clearly for Eve this
focus was overwhelming when she reflected on her choices. For example, Vignette 4 prompts

her to say:

L GKAY]l 0SO2YAYy3a | o6AG Y2NB YI Gdz2NB I o 2 dzi
work hadandifcA ¥ (0 KIF 4§ Q& NBIFffeée gKEglhavetotakey & G2 R

everything that comes with it (extract 4.7.5, Eve interview 1)
Vignette 5 hen prompts her to tell us that:
focussing on one thing through two years of Sixth Form is a dwogl because it kind of

Al 188 &2dz Ay 2yS LXIOS FyR Al R2SayQi
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YySSR (G2 FTAYR 42YSGKAYy3a StasS |jdaAOl® LG R2S
a0Aft &ddzRe Ay ke & ghétkpaini Uhdl théniexk thifig (eixtfact £ A6{i Evé

interview 1).

20K addRSydasz '@ FyR .SITE FT2NJ gK2Y FaGaGlFAyY
factor, found the decision of what to study quite challenging. Both describe getting towards the
application deadline and experiencipgnicand neither had a cleguture goal to help guide

them. This was a difference from the other interviewees, all of whom had firmer future goals in

mind.

Utility value was discussed by nine students; and whilst their ideas of usefulness were

sometimes based in belief rather théactual research, this was something that many clearly
O2yaARSNBRO® ¢tKAada RAR y2i0 lftglea KI@S | L2aa
taking the Core Mathematics course would benefit him in the future, and he therefore agreed to
doso, R A& y2¢ AGNYzZAITAYyI gAGK (GKAA |persusded KI &
her to try Sixth Fornas she felt the courses available there would be more useful for Kat tha

those at the CFE. Ininterview 1, Kat tells us that after the staerof at the Sixth Form she

gSyid G2 GKS /Cc9Qa 2Ly RIFeé (2 FTAYR 2dzi Y2NBZ

would be different to her perception. She spoke to her mother:

L G2t R KSNJ 0KIFdG LQR NXBI f f ghoughtfiewagabteallyd KA & |
32Ay3 G2 06S FYR gKIFG LQR KSI NRandsewhatidl a 2
ga tA1S YR L NBIffe Syeaz2e Al az2Xx o6SEGNY

During her second interview, it was clear Kat did not regret thisst®tiand was doing fairly

gStf 6AGK KSNJ) aGdzRASaz |faGK2dzaK akKS tFO1SR Y
opposite. He received advice to investigate the CFE courses as well as the Sixth Form, but was
convinced he would benefit more fno coming to Sixth Form. At the end of the first yeawat

clear he had some regrets:

TKS 2yfte GKAYy3 L GKAYy]l L akKz2dzZ RQOS R2yS 4|
GKIG@ L RAR ¢6AaK LQR KI R I reakedimes®hen! f 22

find the work difficult (extract 4.7.8, lan interview 2)
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Utility value as a driving factor was therefore more reliable when combined with ensuring that it

was based in accurate information, as without this it could prove to be alpagis for choice.

Seven students considered relative cost when making their decision of what to study. Carl had a
clear future goal of moving to Australia to study Physiotherapy, and had ensured he had
researched entry criteria. On doing so, he found tih& IBDP gave him more straightforward
entrance to his desired undergraduate course, without the need to do entrance examinations.
He then considered the choice tweeen A Levels and B, acknowledged that he would have a

broader program with argater content on taking the IBP, and chose it as he tells us here:

| was going ta; yeah, | was going to do A level before | looked at International Unis and
things and saw that you have to do SATs tests and things like that to get in, so | decided
just to chase IB and then the subjects that thego, for example, a lot of Unis said that
GKSe ¢glyGSR . A2ft238 YR 9y3afArAakKs a2 L (K2

then | can fill in the rest (extract 4.7.9, Carl interview 1).

The common way of disssing relative cost was to discuss how much work each individual

would need to do in order to be successful, particularly when they had chosen a subject that
0KSe KIFIR F2dzyR OKIFffSy3aAay3a Ay GKS LI ado CSN
GCSlgrades than expected, and she chose to pick up some challenging options within the IBDP.
For her, some of the factors to be considered were around her family, and included changing the
perception of her brother as the intelligent one, and her as lesssém acknowledged she had
chosen some challenging options, but was prepared to work hard, especially as she felt the
relative broadness of the program she had chosen was taking the pressure off to decide on a
particular path in the future after Sixth Fornior Fern, the relative cost of working hard was
optimistically seen as unproblematic, especially when compared to the benefits. During the
second interview, Fern reviewed this choice, and acknowledged that her decision was not made

well:

well, choosid ¢ KI & adzmaSoOita (2 R2 ¢l & LINRPolofe f
Fd AdG tA1S F 6A3 RSOA&AZ2YZ hinlRabdut aBalzhdse OK 2 &

factors(extract 4.7.10, Fern interview 2).
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For her, the benefits had not contlerough, as she was failing part of her studies and had

struggled to a large extent; she now felt even more inferior when compared to her brother.

Year 12 Survey: Embedded Unit of Analysis 13

When looking at this on the macro level, enjoyment, expectation of success and utility value
were rated by students as either 5 / very important or 4 by approximatelyttvirals of students
(Column 4, figure 4.3) when asked to rate the importance of tliesers to their choice. Out of
these, enjoyment is rated as very important by the largest number of students, at 34.6%.
Substantially lesg 30.1%- gave the same weighting of 5 or 4 to relative cost and potential

workload.

¢ KS Ay i SNIDA SrétintedviedE vief@ brbadly'in [lewith these percentages when
considering the proportion to discuss each factor in this area. Graphs of these values were used
as the first prompt in the second set of interviews (see Appendix 3), so these values were
discussed by 10 of the 12 interviewees. Six were clearly in agreement with the majority on these

graphs, whilst the remainder did not discuss their perception of the accuracy of these graphs.

A v v oA~

9YOSRRSR !'VvAUG 2F !yl fteaAra wmgavnudYedarllstireR Y G KS
Graphs 4.6.1&2 demonstrates that the picture emerging from students surveyed whilst in Year
11 at the Grammar School is broadly in line with the priorities emerging from the whole cohort
survey. It becomes clear that a young pe@an T dzii dzbl&he @ kth&lJar§est déciding
FILOG2NARZ |f2y3aARS AYyGSNBauxz Syecz2eyYSyidasz |yR
career contributes to several of the subjective task values, particularly attainment value, utility

value, and relave cost. Here we see consistency between all units of analysis.

4.8 Task, Activities and Behavioural Choices (EV -MBC Column 5)

Interview results: Embedded Units of Analysisl?

ly AYRAODGARdzZ £t Qa SELISOGI yOASa IndReir@eriormizice RA NB
and persistence when carrying forward their choices. In this section | will discuss behavioural
OK2A0S&a adzOK | a LISNF2NXYI YOS | yR -tdehdaoaihéry OS =
perception of their choices, and their@ptance of the value placed on their choices by those

who influenced them.
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When looking back, Ava appears to now be discontented with those who she allowed to
influence her decision, and in starting to consider whether sth@uld look to go to universitg
feeling increasingly lonely and isolated. Higher Education has not been part of her familial and
cultural milieu, and her influences are shifting. She has settled in to her choices, and has little
empathy with those whose experience has been diffe@md have wanted to change. This
extract shows how Ava has started to identify as different from her family, andulatennew

goals and identity:

GKS YIFI22NAR(Ge 2F Yé O2dzaiya KI@SyQd 3I2yS i
andthingsliketh G2 o6dziz @8S8Sax LQY | 20 RAFFSNBy
G2 dzy A | YR R2(exdr&tM8.0, Avayh@rviewkl). i X

Bea makes the choice to see difficulties she experiences in her studies as opportunities to
improve, and so far this Isahelped her to progress smoothly with her studies. She has little
empathy for those who have wanted to make changes to their study program after starting, as
she sees this as poor preparation. She clearly identifies with her mother, who is one ofiher ma
influences and shares many of the same values with her regarding education. However, she also
wishes to actively avoid making the same choices as her mother, seeing them as poor. This
rejection has led her to make a firm commitment to have a diffetdatto her mother, despite

having many of the same talents, and this dictates many of her choices. She actively seeks
influences that she can identify with and would like to emulate. These two extracts demonstrate

this:

1. I am like a rabid dancer arsduff and | like doing it but | will never go into teaching. Like
my Mum did it for 22 years and | just saw her like diminish and like she had to do so many
other jobs with it (extract 4.8.2, Bea interview 1).

2. So people who were doiggwere doing similasubjects to what | wanted to do, such as
like (Name), and she said that it was actually pretty okay. And | was like, okay, these are
things | want to go into, | will possibly find it okay as well and | spoke to more people on

that course and stuff like tha(extract 4.8.3, Bea interview 1)

Carl has a clear sedthema of himself as a student, both now and in the future. His family are
supportive of his future goal, as are his peers and teachers. This steadiness allows him to work

smoothly towards achiemg his future goal, and consequently he appears to have been making
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clear progression over the year. In his second interview, he reflects on a recent session all
students in his year have taken which asks them to match their personal values to futueescare
This session appears to have had a significant impact on him, particularly as he came to the

realisation that his future goal matches his personal values.

51 yQad 0SKI@A2dzNI £ OK2A0Sa LINPYLII KAY (2 7F2NB
rethink at any point. He is heavily influenced by his friends, with his family being unprepared for
these choices. He describes his parents as not very involved in his choices, with their approach
being to leave him to choose what he thought was right. Heeepting of this approach, even

though his decision as to what to do once he finishes Sixth Form appears to be repeating this

pattern when he tells us

LOQ@S aLR1Sy G2 0GKSY lo62dzi dzyAGSNEAGE | YR
firstandhave a couple likel  f AGGf S ARSI | o02dzi 6KSNB @& 2d:

4.8.4, Dan interview 1).

Consequently Dan relies heavily on his friends, both when making the decisions and to be an
effective learner. He struggles to work without socigbgort, and demonstrates little individual

persistence.

9 @S Q-&cheind dnd future identity have led her to the clear future career of journalism.

Despite this, she is reluctant to check whether her chosen A Levels will take her forward in her
career, ad is falling into a moratorium regarding her future. Her initial attitude towards her
studies was to try hard, but is finding that a degree of failure is causing her to question
everything. She felt well supported by her family and past school to niekdecision to study

at Sixth Form, but is now in the position where her confidence in her ability to succeed has
decreased, and that is effecting her ability to make study choices to support her to succeed. This
SEGNI O RSaONA 6 SbRutHerXuturevasStafing: I G G A G dzR S

CSEFKYE @SEFKX AGQ&a ljdAdS aOFNE 06SOldzasS e2dz
your entire life. Everybody feels that, everybqdyerybody has that kind of fear that if
GKSe R2y Qi YIS ar&dingtdrkssiup evedytihgiahd?then thel &
not going to be happy ar you know, like everybody does think thay’ R L (efitféct y' 1 X

4.8.5, Eve interview 1).
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This pattern clearly continued throughout her first year of study, as by the time | agipedaher
G2 LI NGAOALI GS Ay (GUKS aSO02yR AYUSNIBASSS 90SC

possible to arrange.

Fern made a very late change to her program of study, which meant that she changed course
and changed all the subjects she intendedstudying. This shocked her peers and some of her
family, and it became clear during the first interview that she was still struggling to defend this
abrupt rejection and change to some of those around heg dbscribed her friends asking

W KE G QawithyeyAdi Qa 32 Ay 3 (exirAct 408%, Fard intétvieN Risivever this
change, which left her open to a wider variety of options in the future, was a big relief for her, as
she appeared very unclear about what she wanted to do in the futimigally she persisted with

all her studies, but found Chemistry, a subject she had changed to, very difficult, and it was clear
by the second interview that the challenge had overcome her. Her family attitude that she had
chosen the wrong subject ditbt encourage her to persist with this, and with their support she

was looking to restart some of her studies.

D A | Qschein&ié cbnstrained by her severe dyslexia, and the difficulties she had faced and
overcome whilst studying. This heavily influeRce K SNJ OK2A OS&> |4 RAR KS
gKFEG 6l a | WLINRLISND ! [ S@St o 2 KAfald akKsS Aa
creative route, in part due to familial influence, and in part as she appears to have no clear goal
in minod LG ta2 o0S02YSa Of SINJ RdZNAYy3I (GKS FANERID
university study, and she feels that this is not an option for her; she gives the impression of
resenting being asked to consider this. Sixth months later duriagétond interview, Gia gives
a different and contradictory picture:
WKSYy L ¢6l& YI1Ay3a Y& &AAEGK F2NY RSOA&AZY
1y26 6KSGKSNIL ySSRSR (2 32 (2 dzyAGSNBERA(E&
todo,butl {y26 Ay GKIFIG FASER LQtf 0SS Tl @2 dzNBF
clearer in the future education part, boot in the future career paitextract 4.8.7, Gia

interview 2).

She appears to have rejected some of her familial valugsyagh it also becomes clear in the
second interview that her parents are not yet convinced to support her. Despite her difficulties,

Gia is persevering with her studies, and by the second interview it is clear that she is doing this
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successfully as shensw aided by coloured glasses to help her read; this has increased her

confidence and persistence.

Hope made very late and substantial changes to her program of study when she arrived on
Guernsey for Sixth Form study. She had found the process oingarlat what to do very

confusing, in part due to the poor level of information she had received through her previous
school on a different, much smaller, island. Whilst Hope did not rush her decision to change, the
decision process did not appear to bgical; one decision in particular was made as she could

not find the member of staff she needed for a discussion at the time she looked. She described
KSN) Y20KSNR&a O2yFdzarazy G (GKS&AS OKIy3ISaz I yR
took placep | 2LSQ& Ay FfdzSYOSNER Of SFNI & akKAFO RdzNJF
experiences at her previous school reduced the options she had at Sixth Form and the lack of
consistent teaching was very isolating and worrying, and then moves ondasgishe support

she now has at the Sixth Form Centre. This clearly influences the way she approaches her

studies, and she is able to remain persistent in her drive to be successful.

LFyQa OK2AO0S&a ¢gSNB adNRy3af e A yphaticdss gyobidigerso e (o
Firstly, he struggled to pass GCSE maths, and successive teachers did not manage to help him
effectively. Secondly, his GCSE Drama coursework was moderated down substantially, and he
underperformed in the subject. This changed iy he approached the choice, and provided a
severe blow to his sechema and identity as a Drama student. It has coloured the way he
approaches his studies in Sixth Form, as he now seeks consistency from his teachers and is less
prepared to take unsultantiated advice. He has embraced his studies, and is clearly persisting.
During the second interview it became clear that lan was still struggling to formulate a new

identity and future goal for himself, with his options ranging from finding employriretite

local finance sector, to a creative job, to studying something practtdhle CFE. Instead he tells

us:

L R2y QG ¢yl (2 O2YYA goob 2wadt®ddthisknstgad | Yy R 7

(extract 4.8.8, lan interview 2).

Jake was heavily infunced by his parents to make certain choices of subjects to study, and as he
moves through the year he appears to be rejecting some of their influence through changing

options they persuaded him to take, and then does not mention them at all in the second
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interview. Likewise, he seemed to have a degree of interdependence with some of his peer
group when initially making his study choices, but over the year, that has faded and his
confidence has increased. His longer term goal provided the motivation rdedde persist

with hisstudies as this extract shows:

IA1S YSZ L glrayQid aANBFG G oAaAzf238X L RAR)
be a physid needed biology, so | took(éxtract 4.8.9, Jake interview 2).

YIG§Q& Ay A (ndl ladk of forétRoBgbtirandaldng hek choices, combined with foreclosing

on her choices, continued to influence the way she approached her studies and further decisions
la aKS LINRPINBEEASR GKNRIZAK KSNJ O2dzNESOm@NB Y |
her institution and course decisions arbitrarily, and to have foreclosed on her decision of what

she will do once she finishes diging as this extract tells us:

LQ@®S +ftgleéa KFR Yy ARSEF 2F ¢gKIFIG L glyd G2
Q@S SPSNI R2yS KIFa 0SSy Ay (K2a$S INBFaxz f 7
AGa tA1SE YR L adzZlll2asS LQ@S y2iA0SR Y& &
GAGK Al LQ@S YySOSNI K2dAKI( tevigwAzy A SSNR A ( &

YIFGQ& FdzidzNE R2Sa yidnito peibi@ With Restudicandito@temngito Y 2 (i A ¢

do well; she does not see a link between her current studies and her future career.

Lou was heavily influenced by her experiences at GCSE, Vitkea dad injury she was unable

to continue to play rugby and felt very isolated by her school due to needing to use crutches for
some time. This meant she needed ttaage her options at Sixth Foras studying Sports was

no longer practical. She alsoeted to convince her parents of the virtue of studying some of
her options, particularly Art, as they saw this as +amademic. Despite this, she continues to

accept her parents as a strong influence as this quotation from her second interview shows:

TKSe 1y2s GKFIG LQ@®S 0SSy R2Ay3 ¢Sttt IFyR L
FSSt LINBdzR odzi L FSSt fA1S L aKz2dzZ R F2NJ

A

GAYS LQZS RSRAOI S R(exirat48.41, loyiReiew Rl G {1 Ay R 2

Lou struggled with her studies, acknowledging in the second interview that her mental health

had deteriorated, in part due to the injury and the further operation needed after the start of

110



Sixth Form, and worked hard to be disciplined with herky She also clearly worked hard to
develop a new goal, and her sslfhema shifted to incorporate architecture as a career, and

loose her identity as a rugby player.

Through discussing each participant separately; it becomes clear that for each, their
expectancies and values directly influence their choices, and their performance and persistence
when carrying forward their choices. There is no pattern between students as each undergoes a
very individual experience, but we can show how their choicearad their studies are clearly

influenced by the other facets of the B¥BC model.

4.9 The impact of time

Ten out of twelve of the participants agreed to a follow up interview six months after the first, at
the end of the school year; | was unable to arrange an interview with Dan or Eve. Nine students
had clearly seen a substantial shift over the year, amir tattitudes, influences, goals or

emerging identity had developed, as had their affective reactions to their experiences over the
past year. Carl was the exception, as his experiences had only confirmed that his goals were
right for him, therefore furtler confirming his seléchema. Carl was able to discuss how
experiences had further confirmed his decision as correct for him and, as his decision was made

with the full support of his social and cultural milieu, he had not experiences any challenges to i

Interviewer: have you ever thought about changing your mind?

Carl: yes, | have thought about a few other things to do with medicine and
physiology and things like sports science.

Interviewer:d 2 (G KS@ Q@S y23G NBFfte | LIISIfSRK

Carl: y 2 G NI veldéfiditelyldoked at &few other things. Things like sports
science would | think be enjoyable but | would just prefer physiotherapy and
GKAY]l LQR 3ISdG Y2NB 2dzi 2F Ado

(extract 4.9.1, Carl interview 2)

The other nine students demonstrated a changehiait thinking over the sixth months
between interviews. There was no pattern to their changes, and the changes reflected all
parts of the EMMBC model, with the exception that none of them described changes to their

appreciation of subjective task valueshe second prompt in the second interview (appendix
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3) included a graph showing the number of students who were still aiming, halfway through

year 1, for the same future as they had envisaged in year 11. This prompted the interviewees

to discuss theirdture goals, and whether they had changed. Seven of the ten described

changes to their thinking, which included those who were now starting to formulate a future

plan. A further change that a number experienced was a rejection or lessening of their

previous familial or peer group influences. Hope found this particularly challenging to process,

as to access Sixth Form education she had needed to leave her home and enter the local host

FlLYAfe aeaidsSYs:I gKAOK Aa LI NI frifedbydpStasars e Qa |

the more remote islands. She found this challenging, as this extract demonstrates:
| think with all Alderney students we have had more difficulties with the moving away
FNRY K2YSI GKSYy K2¢ ¢S f A @Bmejedpédnlly asilKS 06S3
KFgSy Qi o0SSy 3IShaAy3a 2y gAGK Y@ K2aGAS f1
4.9.2, Hope interview 2).

Whilst all the students interviewed intended on completing their Sixth Form studies, not all

their experiences dung their first year of studying were positive. For some, it became clear

this was affecting the way they approached their next choice of what to do after their studies,

as predicted by column 2 of the B¥BC model. Bea expresses this by first tellinghat
Al GKAA LRAY(HD SaLISOAlLffesr GKS Y2UAQlFGAz2y
LQY R2Ay3 Al 06SOlFdzaS L ySSR (2 R2 Alz yz2i
(extract 4.9.3, Bea interview 2).

She then discusses her confusetrout exactly what she could now do next, and where it

would take her:
It sucks really bad because you end up focusing all your time of worrying about that
and then you get further behind and then you start doing other things, then you end up
in a downwad loop that is difficult to get out of (extract 4.9.4, Bea interview 2).

Here we see an example of how the current experiences are effecting future decisions.

4.10 Nonconforming Data
Threeinterview participants did not coofm to the expected pattern. Fern and Hope both
made very late and sudden substantial changes to their course choices at Sixth Form, which did

not allow for research time and due consideration. They have very different backgrounds and

112



did this for differat reasons, but their decision process differed substantially from the other

participants.

DAl Qa &aSOSNB 5@8af SEAlF LINRPOARSR Iy FTRRAGAZ2YI
could be argued that the experience of undertaking formal educatilst having little support
F2NJ I £ SINYyAy3d RAaloAtAGeE aAavYLI @& | RRa G2 GKS
their previous experiences, in accessing effective support at the start of her Sixth Form studies
her experience of studying ahged substantially, as did her setthema. Furthermore, Gia

struggled with the interviews in a way that none of the others did, as her slow reading and
comprehension speed meant that the way the interview was conducted had to change. Rather
than givingGia the vignettes to read and then allowing her to start to talk in the way they
personally prompted her to do, she asked me to read and interpret them to her in both

interviews. This changed the interview process as by requesting me to assist hethie;davias
potentially influencing the way she thought about each. Due to the length of time the first
interview was taking, we were not able to discuss all the vignettes, which potentially decreased
the depth and areas of exploration of her choice prages well as the reliability of findings

NEII NRAY3I DAl Q& SELISNASYyOSO

4.11 Findings Summary

The aim of this chapter was to summarise the findings using tRRIBEY model used to analyse

the interviews. It is clear that the choice process all participhatsundergone fits well with

this model, and it can be used to clearly summarise different aspects of their choice. It can also
be used to summarise the findings from the whole cohort survey. In the next chapter | aim to
analyse and discuss the meanimmjshese findings in depth, to answer the research questions
given in 4.2. |1 will also discuss the implications of this research for practitioners, particularly

those in my context.
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Chapter 5: Analysis and Discussion

5.1 Introduction and Emerging Them es

What subjects do | enjoy? What could | possibly go into with these subjects? Does my family or
FNASYRAE GKAYy]l] L OFYy R2 AlGK LA Al WwWYSQK 52 S
much work and effort?These are the types of questis that young people ask themselves when
considering their Sixth Form educational choices, and their answers lead them towards or away
from particular courses and subjects. In this chapteimlta make sense of the findings of this
research, and to undstand how this decision is made in more general terms. The twelve cases
forming the majority of this research allow a considerable insight into the individual experience,
allowing us to clearly se® (i dzR 8iffererit €periences and influences. Duetie low number

of cases within this study it would hmwiseto use these to form a generalised assumption
regarding choice at this educational stage, despite their very similar experiences. Instead this
research allowsnexamination ofwhether the modelsed is able to effectively describe

choices, and pulout the main themes in these cases.

The EMMBCmodelwas used throughout this research. Choices such as this one are made in
SIOK aiGdzRRSy(i Q& AYRADARIZ t O2lfetcdEaddngtéthal K | & A
decision over a length of time. This decision is continually refined and renegotiated, even once
education at this level has started. On reflecting back, students see the decision differently as
they reshape their reality using thieturrent experiences. The BABCmodelacknowledges the

importance of a wide variety of influences and time as a decision is made.

On reflecting on the use of EccletsalQa Y2 RSt X Al A& Of SINJ GKFG A
design, data procgsing and data analysis has helped to further clarify its ability to clearly

describe this type of complex educational decisinaking. The EMBC allowed me to connect

this piece of research securely to the (P&pworth, 201% both by using excerptfrom those

interviews that fit different parts of the EMBC as prompts for the first set of interviews in this

piece of research, and secondby providing a framework to use when conceptually mapping out
each interview, using the same tool as in th8.IFH his provided a clear shape when discussing

the data, and allowed the significant amount of interview data to be coherently discussed.

The underlying premise of ttEVMBCmodel is that choice is based on a variety of factors that

are personaltothd Y RA @A Rdzk £ = Ay Of dzZRAY 3 (KSANI Odzf G dzNJ f§
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experiences, future goals, memories, personal subjective task values arsdisetha.
Furthermorethe EVMBCmodel acknowledges that all of these factors will change over time,
and therefore choice will always be a fluid process. Within Chapter 4 where the findings of this
piece of researchre presented and discussed, | shdvat all aspects of this model are relevant
to this choice. This becomes clear as all interviews caniensrised usinghe EVMMBCmodel,
showing that in all the interviews, discussion took place which could be classed under the
subheadings provided by each aspect of the model. The use of this model in this way
demonstrates that amongst its strengths areattit provides a comprehensive overview that is
inclusive of a variety of different individuals, and that it works with empirical evidence. The
constructs the model includes overlap with other theories on choice, such asfiedicy
(Bandura, 199y, intrinsic motivationRyan andeci, 200Pand interest(Renninger and Hidi,

2016), andtherefore simplifies the process of examining choice in this way.

2 A0KAY GKAA addRRe L KIS RA&AOdzaaSR K2g GKS
whole cohort by using survey data, and through a comparison between the first and second
interviewson an individual level. It became clear that the choice process is fluid, as an
AYRAQGARIZ £t Q& SELISOGFGA2YyE YR @I fdzS&a aKATI
findings supported this, with 9 out of 10 of the students who participatebdoth interviews

showing a substantial shift and development of attitudes, influences, goals or identity between
the two sets of interviews, which influenced the way that they discussed and thought about this
decision. Henriksen, Dillomnd Ryder (2015, p. 28ubstantiate this when they discuss how
expectations and subjective valsiare brought to the fore and influences course choices at
specific decision points. Theyggesthat the choice process continues beyond the decision
point, and the choices continue to be negotiated as the individual begins on and experiences
their study choices. This matches the findings from these 9 individuals, with the exception to
this case being the student, Carl, whose future goal was strong ertouglerride these other
developments. On a macro level the findings also support this renegotiation over time; this
becomes particularly clear when comparing the findings of the Year 11 data used in Embedded
Unit of Analysis 14 to the Year 12 survey /fedded Unit of Analysis 13l students who took

part inthe Year 11surveytook part inthe Year 1urvey, saesults such as a decrease in the
number of students who identified their peers as an influence to the decision from Year 11 to

Year 12 aptly demonstrates this renegotiation of the choBeetell us that we should expect to
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asSsS GKIFG | ewanhd chhitedNdiexlyamad irSaRariety of complex ways over

time; with the experience of undergoing the choice affecting their perception of this c(Bae

and Henriksen, 201Bgeet al, 201 l'Yy20KSNJ gl & GKAA KILIWLISya .
changing cultural milieu; the views @people surrounding a young person change over time,

and their expectations and subjecting task values shift, often unconsciously, to accommodate

this (Weiss, Wiese and Freund, 2004 9 El YLJX S$& 2F (GKA& Ay Of dzRSR
university study, with changed over time once she started Sixth Form from stating that it was

not an option for her to deciding by the second interview that she wished to go, whilst being
concerned about persuading her parents to support her. These ongoing changes pose a
challenge as | seek to understand how these decisions are made as the results and perceptions

will shift over time.

The EMMBC model does leave some areas to be explored furtAsBgeet al. (2011]) tell us,

one limitation is that it demonstrates the link between cultural changes and changing

perceptions of choice, but does not explicitly consider variables such as socioeconomic class and
ethnicity. These structural constructs influence choice, muaahy individuals fail to recognise the
extent to which their background matters when they are making these deciskunshermore,

there is no way of checking whether factors such as utility value are real or perceived, instead it
Ada | 02dzi (s gefcepliofi. RThiviaR dindngirated through the interviews, as whilst

the utility value of their choice was discussed by all students, the information that this was based
on was notaccuratein all places. One student in particular included a substaatredunt of

supposition and stereotyping without any factual checkitigeir subjective perception of the

utility of their choices had guided their choice, although their perceptions were faulty. Utility

@I tdzS KIa I Of2asS O02y¥ISi0aA2WyR20KS a0KAREYE Q&
future pathway often emerges as an important reason for that ch¢écg.Bge, 2012Lyons,

2006 Olsen and Lie, 2011 One theme that emerged from this research was the importance of
future goals, and their ability to override any other factor to become the domidarrer for a

choice. Only one student, Carl, had a very clear future goal that was both achievable and needed
substantial planning, whilst playing to his strengths and interests. This then became the driving
factor in the choice, with all others eitheontributing to it or being ruthlessly discarded. This

was the only occasion when a particular facet of theMBC model was observed to override all

others. Itis interesting to note that in those cases where the stusleatl no future goal related
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to their studies, they struggled to motivate themselves to succeed with their studies, so further
demonstrating the power of an extrinsic motivatiofhere is an observed link frofuture goals,
seltimage, future identify and values to personal identity, @hcan lead us to see how a

student who lacks these things can start to feel lost and demotivédagiBgeet al., 2011 Nurra

and Oyserman, 20}8

The most central agenaglated constructs ofhe EVMBCmodel are expectation of success and
ddz0 2SO0A @GS Gl a1l oI tdsSao ¢tKSaS INBE NBflIGSR
constructs that the individual will consciously consider, as opposed to constructs such as social
milieu which influence an individual unconscioustgnriksen, Dillon and Ryder, 2015

9ELISOGI A2y 2F &4dz00Saa mssddsmizR@ their@adlity o subdéedl A y R
with their choice, and their estimation of the difficulty of their choice. For this piece of research,
expectation of success was clearly an importactda more often framed as a concern over

whether their choice and their aims were realistic. GCSE results were an important factor
O2yaz2f ARFGAY3 ASOSNIE 2F GKS aGdzRSyiaQ AyAdGa
having needed to applgnd make course choices before sitting their examinations. Expectation

for success is clearly a construct that remains under consideration over time as students proceed
with their choices, and its direct connection to their academic experiences makeéniflaential

factor (Bge and Henriksen, 20L5Howeveysome of the individuals in this study struggled to
recognise and process their changing experience, finding this a challenge to their sense of

identity and worth.

Interest and enjoyment value demonstrates the initial engagement students have with their

chosen courses. Whilst this was explicitly discussed by only half the studtemas apparent

that for allit was implicit within their choices, regardless of any other factors discussed.

Henriksen, Dillon and Ryder (2015,p)@BH 354G (KIF G &aGdzRSyda WSELISO
0§KSAN) OK2a4Sy SRdzOF A2y T GSRA2dzaySaa Aa LISNDS
true here as whether interestnjoyment was explicitly identified by the participants, they all

talked pas®nately about their studies, regardless of whether they see the connection between

their choices and their personal identity.

Il FAdZNIKSNJ GKSYS 2F AA3AYyATFTAOFIYy(d AyFtdzSyOS 2y

experiences. Students only exfilicdiscussed how their previous experiences had affected
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their choice process when their memory of their previous experience was traumatic. This trauma
could have involved a school related factor such as no specialist teacher leading to a difficult
expetience in studying a subject at GCSE, to understanding that their method of choice of GCSE
options was poor, to a personal circumstance such as a bad injury affecting their ability to take
part in GCSE PE. These difficult circumstances led students tdexdm®wv they could avoid

being in the same situation at Sixth Form, and then formed a clear part of the decision process.
It became apparent that those students whose GCSE experience was smooth did not consciously
consider their previous experiences iapth when making their decision. Whilst this did not
override all other factors, it influenced how the individual considered many aspects of their
choice. For some, this became something that they regretted in the future when it became clear
that the relaive cost for their choice was higher than anticipated, as it could lead to decisions
being made in haste without time for deliberation and clear consideration, so demonstrating

that this could be both a positive and negative influence on choice.

Priori 2 a0GFNIAYy3 GKA& NBASEFNDKXEI L YIRS GKS Faac
would have a substantial impact on their choices. This aspect is included in the model, although
Boeet al. (2011) averthat each indivdual willhave a different persoal hierarchy of importance

of values and expectationgConsequentlpersonal identity will take prioritjor some while for

others social identity takes priorityach individual withssigrdifferent nuances of significance.

Within this research, therg & 2y f & 2y S Ol &S de#ify Mék aklead ( dzRS y (i
precedenceand acted as a significant factor in his choice. Furthermore this case was the only

one where there was little parental involvement in theatigon, asall other students appead

reliant on their ability to discuss the choice with their parents, siblings, or cousins. Therefore a
GKSYS (2 RN}g¢ FTNRY GKAA NBaSFENODK gl a GKS fIC
when there is a strong family influence. Overall it whallenging to quantify the effect of

others on the interviewees, although it was clear that many had a single person who knew them
well and was willing to help them explore and clarify what would work best for them; this is

borne out by Hazaet al. (2010, in Bget al,, 2011, p. 52

A further theme that arises from the results surrounds the influence of the school and the
teachers. Perhaps it is symptomatic of a system where the majority of students attenalscho

without a Sixth Form that the students do not commonly find their school to be a helpful

118



influence in a decision of this sort, and only 25% of the interviewees found at least some aspects
of their interaction with their school helpful enough to discugavo of these were from the

school with a Sixth Form, which also meant that only half the interviewees whose school had a
Sixth Form discussed the positive influence their teachers had to support their choice. These

two students also identified minor @l G A @S | A1LJSO0a 2F (GKSANI a0K2:
effect being positive. Only one out of eight students who went to a school without a Sixth Form

felt that their school provided a positive support while making this decision. Therefore a theme
arising here would be that the students attending the school with a Sixth Form were much more
likely to find their school to be an overall positive influence on the ability to make their decision

regarding Sixth Form study.

There was no clear link betwegnK S RSLIGK 2F O2yaARSNI A2y GKI
process and whether they later regretted their choice. Within the interviewees, there were
students who had simply foreclosed, considered carefully and logically, rushed through a late
muddled decision, or entered a muddled state of moratorium. Nearly all appeared to have taken
part in the many information events prior to making their decision, so had had the opportunity

to undertake significant research. During the second interview, stigegitected on the

success of their choice, and their responses ranged from being pleased with the way their year
had gone to regretting having come to the Sixth Form. There was no clear link between the way

they made their decision, and whether they lategretted it.

The students within this study were studying a wide range of different subjects, and it is worth
discussing whetheainy particular sockeultural factors or constraints were active here. One
particular area of interest is the choice of science courses, especially amongsBgkst. al.

(2011, p. 39found that very small percentages of studemighin a cohorttake science subjects,

with the total numbers taking Physics in 2010 being 3.8%, and Chemistry being 5.2%, and a small
LINELR2NIGAZ2Y gAGKAY GKAA o0SAy3a FSYIFHEST GKS ydzy
this trend. It is therefore ungrected to find that the sample includes three female students

studying Physics or Chemistry and no males making these choices. Ceci, Williams and Barnett
(2009, in Bget al,, 2011 suggest that sociaultural factors are a large factor in daming

female undesrepresentation. Only one of the female students discussed this, and celebrated
GKS FFOG GKFG KSNJ aGdzRASa OKIffSyaISR (GKSasS ¥
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unaware of these factors. In other ways these studentsaiturred with the theory in this

area, particularly in the reasons for their enjoyment. Angedl. (2004, in Bget al., 201])

describes how males are intrigued by the implications of the science, whilst females enjoy having
knowledge of a unexpected topic, and relating their knowledge to their world. All the female

students subscribed to this viewpoint.

DdzSNy asSeqQa Odzf GdzNIF t O2yGSEG R2Sa y20 Fdziz2Yl
at 18. Local employment laws, combingdh a lucrative offshore finance market, lead to very

low levek of unemployment with more trainee jobs available for young people than there are

young people interested in these role¥herefore parts of the EMBC model become less

important. Trainegobs commonly require students to have completed their Pi&sstudies,

with the more competitive requiring higher grades. This can lead to prominent parts of the

model becoming less relevant, with students focussing less on the long term expectation of
success in the areas that they choose to study, and more regarding their studies as a necessary
stepping stone to employment. Although this goes against some of the more prominent
researchBgeet al.(2011, p. 2NB YA Y Ra dzd WO KI G Y S OHKraking maga A y
vary across cultural settings and subgroups and that the model may need to be adjusted to fit
O2yRAGA2Yya GKIO RAFFSNI AAIYATFTAOFIyGte& FNRY (K
individual cultural context therefore means that students like Ava and Kat were relatively un
bothered about their subject choices, as their focus remains on achieving good passes to allow
progression into employment. The ABC model assumes that there ip@sitive link between
expectation of success and subjective task values, which can be summarised by saying that
people value choices that they believe they will succeed with, and the greater value they place

on a choice, the greater their expectation ottsesyEcles and Wigfield, 2002 This is a trend

seen in this piece of research, with students such as Carl placing a high value on both their
choices and the outcome, whilst others, like Ava and Kat, showing very little concern past the

need toachieve a god pass

The final theme relates to the impact of relative cost, and how students process this factor.
Relative cost was clearly considered when making choices, and for some students the actual
relative cost was far greater than the initial perceivethtiwe cost. Bgeet al. (2011, p. 5%

define relative cost in a variety of ways, ranging from the time and effort needed to succeed, to
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the fear of failure, to the opportunities lost by making a particular choice, to the need to deal
with negative stereotypesAnother aspect of relative cost is the need to put in effort to meet

the needs of a more distant future seGallaa, Amemiyabnd Wanga (201&oint out that most
individuals prefer to meet their current needs, and struggle to make sacrifices for a more distant
self. All these factors were observed in different students, but did not appear to hold the same
significance as &h other with fear of failure holding the greatest importance. Several students
discussed the need to commit time and effort, lost opportunities, and negative stereotypes, but
these only appeared to become a significant issue with the way that they medesd thought
about their choice when failure became a very real prospect; this was clearly observed with both

Fern and lan.

The education transition points students experience at the start and end of their Sixth Form
education are crucial, giving thetine opportunity to explore possible futures, test their own
agency, and consider various different options for their future se{8ebsoon and Heckhausen,
2019. This did not hold true for all the students; for example, Ava remained unengaged and
relatively unmotivated throughout the duration of this research, whilst Kat was unwilling to
explore other futures than the ashe had initially decided upon. Others were clearly going
through the process of considering various options, even if, like Carl, any explorations led them
more firmly back to their initial future planWeiss, Wiese and Freund (2Q54iggests that some
could find the possibilities faced through a transition point overwhelming, and this was observed
with Fern, who expressed her relief in needing to partially restart her studies after her first year

as this postponed her need to makelecision about the future.

This leads me back to the question of what is the value of using this model. The model provides
a framework for explaining the decision process, to tease out the different influences, and
therefore gain an insight into their dividual experiences. No two students had the same
experience, but this framework allowed their experiences to be contrasted and discussed in
relation to each other, and in relation to the experience of the wider cohort. Whilst a substantial
number of tremes emerged from the data, as discussed above, many fitted the expected pattern
from theory. Some, howevelfoundsurprising or less expected, and these summarised in

the following three paragraphs:
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The choice process is fluid, with individualswsimy a shift and development of attitudes,
influences, goals or identity over time, except in the circumstance where there is a very firm and
achievable future goal. If this is the case, all other factors will either contribute to it positively, or

be ruthlessly discarded, as the drive for the future goal overrides all other facets of the choice.

When consideringhe student<personal hierarctesof importance of valuesr expectations,

four unexpected themes emerged. Firs8gcial or collective ideity appeared not to be

important. The exception to this was the case where there was little familial involvement, and
GKSY (KS AYRAGARdZ f Q& LISSNEQ ASecdadylphsy OS NP a S
experiences are only a significant influevdeen they include a traumatic or difficult event. If

this is not the case, students reflect on their interest or enjoyment instead. Thirdly, relative cost
only becomes a significant influence where students perceive failure as a real and possible
outcome If this is not the case, little consideration is given. Finally, no link emerged between

the depth of consideration which went into a choice, and whether an indalithier regretted

their choice

Two factors were observed that were particularly peetit to the context of this study. Firstly,
students attending a school with a Sixth Form are much more likely to find their school to be an
overall positive influence on the ability to make their decision regarding Sixth Form study.
Secondly, the stronpcalemployment market for 18 year olds in efhore finance changes the
perception of the importance of subject choice. It becomes more important to achieve a good
pass for students looking to go straight into employment, with the link between expentaf

success and subjective task values being diminished for these students.

5.2 Comparison of different types of units of analysis.

The different types of units of analysis worked well together, particularly in allowing me to move
between an analysis die macro and the micro. The surveys allowed an overall picture to be
F2NY¥SRS FyR 3AFLGS Iy AYRAOFGAZ2Y 2F K2g GKS O2
time. The level of detail that emerged from the interviews was not able to be replicateddh

the surveys, which gave a much broader overview. The conversational design of the interviews
meant that the interviewees disclosed aspects of their choices which would not have been
extracted through a straightforward question, so providing a wealtrich data. This very

different level of detail meant that when the different types of units of analysis were compared,
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we could sometimes see similarities or differences in the broad overview in area, so allowing

comparison and triangulation to tak#ace.

When considering the two surveys, it was interesting to note that all the students who

completed the survey taken by Year 11 Grammar School students (embedded unit of analysis 14)
would have been requested to complete the survey in Year 12 in xtle Sorm Centre

(embedded unit of analysis 13), and, given the high rate of response to this survey, were highly
likely to have completed it. The Year 12 survey had a large number of additional respondents
who did not get the opportunity to complete thee#r 11 survey as they came through a

different feeder school. This is a point worth discussing as the decrease in number of participants
responding in a particular way between the two surveys is surprising, as whilst the percentage
responding in a similaway could be expectetb potentially decrease if none of the additional
NEBALRYRSyiGda 6SNB Ay FFaINBSYSyid gA0GK GKS 2NRIA
responses could be expected to remain constant. This decrease shows how time is allowing
these respondents to change their perception of the decision process, as predicted bythe EV

MBC.

An example demonstrating the previous point is the change in perception regarding the strength
of influencers on this decision between Year 11 and Year i€ .sdrveys demonstrate a drop in
numbers of respondents who saw themselves as influenced by a range of other people, leading
to a significant proportion of Year 12 students who stated that their decision was not influenced
by anyone. Whilst it is possilteat this is a trend amongst students from the other schools, the
more probable explanation is that it demonstrates a change in perception over the seven
months between the two surveys. The interviews allowed me to explore the nuances of
influence, showng that not all influences were identified as positive, helpful or desirable,
although the interviewees acknowledged that the intent to help was there from the influencers.
Here we can clearly see the difference information provided by the different ahasalysis

with respect to Column 1 of the BYBC.

Column2oftheEd . / OSYUGNBa 2F addzRSyiaQ LISNOSLIAZ2Ya
socialisers, family context, and cultural milieu, as well as their affective reactions and memories
of their prevbus experiences. This area was hard to explore through the two surveys as to elicit

this type of data a far more detailed and sensitive approach was needed that could be provided
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with a wholecohort survey. The most straightforward way these units oflgsis linked to the
detailed data provided through the interviews was when the survey asked whether the
NBalLR2yRSyiQa adzaSOi OK2A0Sa ¢gSNB o6lFasSR 2y

enjoyed a subject or type of subject.

The different type®f tool revealed information differently in respect to Column 3 of the model,
which looked at the effect of seknowledge, future goals and collective and personal identity on
educational choice. Through the interviews, it became obvious that the stadea all adopted

by the first interview the identity of a sixth form student, with most also adopting the self
AO0KSYIl aa20AF0SR ¢AGK GKSANI O2dzNES 2NJ adz 2S
social identity was rooted in their peer grouphis information emerged through piecing

together information taken from different points in the interview, and the students themselves
were likely to be unaware of the extent to which these points became apparent; it would be a
difficult topic to ask diect questions about and therefore unsuitable for questionnaires.

However there was clear agreement between the trends revealed through the different types of
units of analysis, although not all areas could be effectively explored through either of the

surveys.

Column4oftheEd . / Y2RSf f221SR i GKS STFFSOG 27F UK
and their subjective task values on the choice in question. All types of units of analysis revealed
similar trends, with interviews revealing the fine ditavhilst the questionnaires demonstrated

overall trends. This match between all 3 different types of unit of analysis aptly demonstrated
0KS AYGSNIASSG al YL SQ&a FAG oA0K (KS O2K2NI =

the surveys.

Column 5 of the EAMBC model, focusing on task, activities and behavioural choices was one
that could only be effectively explored using the interviews, with no relevant data to this column

emerging from the surveys.

The final aspect of the EMBC model wadie impact of time on the choice process. Using
RAFTFSNBYG G22ta 20SNI I GAYSaoltS 2F mp Y2y (K
perception of their choice changed, and how they interpreted their reasons for their choice and
developed their argumerstaround their choice changed with their experiences. When looking

at all the facets of choice as suggested by theVlBC model, it was clear that there was

124



agreement throughout for some aspects, but in other areas the response rates changed, and the
trend changed over time. This could be separately detected both through the survey responses,
and through the interviews. The analysis of the second interview elicited the fact that all but

one of the students who participated in both interviews saw a sulitshshift in their attitudes
towards their choice due to their experiences during their studies. Carl was the only exception,
as his overriding goal, which had always been an ambitious but realistic fit for him, remained his

overriding driver.

5.3 My understanding of this decision process in this context / contribution to

knowledge

Guernsey students making their decision for Post16 education behave both in ways predicted by
theory, and in less expected ways. TheNEBC model allowed a valuable insigisttheir choices
O2dzt R 6S SEIFYAYSR FTNRY || GFINASGE 2F GASGLIRAY
claim that all of these factors contributed to the decision, which was reviewed and refined over

time, both before and after the decision itselfdk place.

LYGSNBASGAYI YR ylfeaAaya RIFEGE dzaAay3a GKAA
suitable tool to help structure and interpret the interviews, and further demonstrates the
comprehensive nature of the model. The model and this methagy allowed themes and

issues to come through which would have remained hidden with a more conventional interview
tool. The commmentary nature of the two very different research tools used within this thesis

that allowed the intricate detail of thg/iRA @A Rdzl £ Q&4 SELISNASYyOS (2 068
backdrop of the whole cohort was key to confirming that the more general findings and trends
arising from the individuals fitted the pattern from the whole cohort. This was a further point
confirming theutility of the conversational interviews and the analysis method. The

methodology used to conduct and analyse the interviews strengthened my ability to understand
this decision process, and provided a contribution to methodological knowledge. This

contribution comes from the analysis method, using summary diagrams based around the model
to make sense of a conversation interview, in a way which allows clear comparison between

different participants, despite the different conversations that took place.

The®-a. / Qa &a0NBy3aGK ftASa Ay AGa F20dza 2vy (KS ¢

beliefs, through to social variables and identity. This allows it to match a whole range of
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different contexts and still provide an understanding of how a decisiorbeamade. For this
research, it highlighted some of the factors relevant only to Guernsey, which included trends
such as the effect of a strong local employment market negating the importance of subject
choice for those students looking to go straightoirat professional career after their Sixth Form
education. This too provided a contribution to knowledge through increasing the understanding

of how young people make decisions when faced with this type of future goal.

5.4 Confounding Factors within the Guernsey Context
The Guernsey context includes two unusual factors, especially when compared to its nearest

neighbours. Firstly, the school leaving age was raised to ensure all students sat GCSE
examinatiors in 2008; prior to this, students call leave at the end of the term in which they

turned 14. This chang#éook place 36 years after the UK made it compulsory to stay in education
until this point. Whilst it was claimed at the tinfe.g. The Guernsey Press, 2D@atively few
studentsleft before sitting GCSE examinatians R G FNRBY GKS {{dFrGdSa 27
Department suggests that this was a significamority. Figures.4.1below (fig 3.7 in States of
Guernsey, 2008, p. 88hows the percentage of students achieving 5 or more GCSEs in Guernsey
compared to Jersey and the UK. Two rows of data are given for Guernsethenitip row

showing the percentage out of all young people of this age, and the second row showing the
percentage out of those remaining in the school system to sit GCSE examinations. We can see
the difference is between 10% and 15%. It is difficufjuantify this data in absolute numbers

as the number of young people this referred to was not published by the States of Guernsey at
this time, but if put in the context of the 2008/9 cohort of 740 Year 11 studéftie Guernsey

Press, 2000 we carextrapolate to approximatéhat around 75 students left with no

gualifications at secondary school each year.

Percentage of pupils achieving 5 GCSEs (%)
2001 2002 2003 2004 2005 2006 2007
Guernsey (all pupils) 55 58 57 63 64 57 61

Guernsey (exam 66 73 72 76 74 68 1
entrants only)

England 50 51 53 53 56 58 62

Jersey a7 66 67 68 64 68 68

Figure 5.4.1: the percentage of students achieg 5 GCSEgrior to 2008
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In addition, a substantial minority of young people did not remain in education after GCSEs.
Figure5.4.2below (fig 3.8 in States of Guernsey, 2008, p) &tbws the proportion of young

people who remained in Podt6 education; we can see that prior to the school leaving age being
raised, commonly less than 70% of this section of the population stayed in education. After this
change took place, between 85&d 90% of students moved into Pd€i education(States of
Guernsey, 2020, p. 85

Proportion of 16 year olds in education

100 Boys
90 Girls
80

| 5 L L

Percentage
o)
=)
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Figure 5.4.2: the proportion of 16 year ol@uernseystudents progressing into Post6
Educationprior to 2008

The EMMBC model does not explicitly consider the implicatibulifferent sociecultural effects
(Bogeet al., 2011), and therefore the effect of a substantial minority of current parents who
either did not complete secondary school or did not move into Réseéducation provides an
unexpected variable. These parents are likely to haveseleunderstanding of how to navigate
the educational choices under discussion within this thesis, and, as Oysérrgag013
suggests, may have less academicrasipns for their children as it is likely that their personal
experience has led them to place less value on formal education. This unpredictable socio

cultural effect is one that the EMBC model would struggle to incorporate.

The second unusual factanthin the Guernsey context is the influence of the finance sector on
educational aspirations. A substantial proportion of Guernsey young people do not choose to go
to university at 18. There are several reasons for this, ranging from a reluctance ¢otonov

either the UK or Europe for Higher Education, to concern over financing higher education, to

readily available professional employment for school leavers that will incorporate further
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of Guernsey2019, and is a significant employer of school leavers. There is low unemployment
for young people, further substantiating that there are jobs available for school leavers; in 2019
only 1.0% of 124 year olds were unemployd&tates of Guernsey, 2019, p.)19his results in

fewer students than expeetl undertaking university studyhen compared to surrounding
jurisdictions. For example, in March 2019, only 39% of all 18 to 22 year olds ordinarily resident
in Guernsey were in futime education or training, ieher on or off the island; it is worth noting

that this figure includes the relatively small number of students who have taken more than 2
years to complete Post6 educationStates of Guernsey, 2020, p.)87o access jobs within the
finance sector, studds are typically expected to have successfully completed theirBost

studies, with the more competitive schemes for school leavers expecting higher grades. Sixth
Form students would not normally be asked to study specific subjects to access thesAgobs.
demonstrated in the interview sample, students like Kat who plan on taking this route after their
Sixth Form studies can approach their Sixth Form studies with afladier@st in their subject
choices, instead prioritising their expectations of ®s8scas they know the final grades provide
them access to the job opportunities. Making choices in this way can, as with Kat, lead to a lack
of motivation to succeed in their individual subjects, as they lack interest in their studies.
Therefore this aspet of the Guernsey context can act as a confounding factor, distorting the
decision process in an unexpected way. Thé&vBBC model does not allow for this type of

factor, especially as it does not affect students considering this type of employmenthed s

leaver in the same way; this is a limitation in modelling this choice using tihéBE&/model.

5.5 Response to the Research Questions
¢KS FTAY 2F GKA& aiddzRe g6l a (G2 SEIFYAYyS aiddzRSyi

Post16 education in Gernsey. This leads to two more detailed research questions, namely

1 How do young people evaluate the risks and benefits when making their choice for
Sixth Form study?
i How can the Expectancy Value Model of Motivated Behavioural Choid¢BEYbe

used todescribe and explain choice in this context?

Theory tells us that a wide variety of different factors influence choice, and these shift and

OKIy3aS 2@0SNJ 0AYSo® 2 A0KAY GKAA NBaASIKENODK L F2



choice and the ssociated risk changed as time advanced from the point at which they made

their choice, to starting their courses, to finishing the first year of their studies. This change
occurred as they revaluated the benefits and risks in light of their experiencBse exception

to this was where there was an overriding driver from one of the factors, which in this research
emerged as a student with a very firm and achievable future goal. This guided him, and skewed
his evaluations of benefits and risks as anyghihich did not contribute to his goal was
NHzi Kt Saate RAaOlI NRSR® ¢CKA& FdzidzNB 3I2F € €AY

identity, so also demonstrating the importance of identity on this choice process.

Risks were considered in far more deand consciously evaluated when making the decision
when students had a difficult experience with their studies or their choices earlier in their
academic career. If this was not the case, students appeared to concentrate far more on the

subjective vala of interest / enjoyment.

It was clear that identity shifted through the course of this study for nearly all students, and they
took on different identities as they progressed through their studies. All had different identities
that they prioritised adifferent points in this study. For some future identity shifted as they
progressed through their studies, especially when their perception of the relative cost and risks

of their choice shifted.

DdzSNyasSeQa f20Ff SYLX 2 &Y S bakingfor didpSyiment didctya G 2
after their Sixth Form studies in the thriving offshore finance sector, and this changed the way
those students approached their risk / benefit evaluation. Their risk / benefit analysis concerned
achieving respectable grad in three suitable A Levels, rather than a long term outcome or any
other aspects. Due to this, these students lacked intrinsic motivation to succeed with the
subjects they had chosen; enjoyment / interest did not appear ta gaiding factor. Whilsthis

was not predicted theoretically, we are remindé®izeet al., 2017 that the EVMBC works

differently in different cultural contexts, so | can conclude that this is an effect of the cultural
context. Future identity is key to this as these students atm@ to realise their future identity

as a schoeleaver trainee, even though in some cases the students have not embraced this

enthusiastically, more acting due to the influence of their distal cultural milieu.

Within the EYMBC model it is not the aclhfacts that necessarily influence the choice, but

AYAGSIR 0KS AYRAGARdzZ f Qad LISNOSLIIA2yas AydSNL
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what they have been exposed to through their cultural milieu or taught within school. Therefore
it is not ne@ssarily facts about the choice that influence students, but their perception of the
facts surrounding these choices. This is true regardless of hownfaiined they are, and can

at times feel illogical, especially when it emerges that their choiceesing a set of incorrect
perceptions. This might seem to be at odds with theMBBC model, which sets out choice as
though it is logical and rational, but these preconceptions can be broken down into a number of
components found in the model, or sourceddk to the influence of family or peers. This
becomes problematic when we understand that the education level within many Guernsey
families is relatively lonsomeof our students are the first generation within their family to
complete GCSE level educatj let alone continue their education at Sixth Form. This was true
for students within this study, leading to preconceptions around sixth form education, university,

employment or their individual subjects whiahe questionable.

The EMMBCmodelwas found to be a clear and thorough way to describe and explain choice,
both on the macro and the micro level. The model was used throughout this piece of research,
being used to not only inform the methodology, but to also shape the analysis tool, and then
frame the discussion. Whilst its limitations are discussed in section 5.6, overall its importance to
this thesis cannot be overestimated. The analysis tool of summary maps, usingkBEV

column headings as summary headings, allowed the interviews tarmenarised in the same

way, so comparisons could be drawn across all the interviewees. This same analysis tool was
used to summarise the findings from the whole cohort survey, displaying an overview of the
whole cohort in the same way as for individualshis facilitated the discussion of the findings,
allowing clear themes to be drawn from the data. Working in this way provides a contribution to
methodological knowledge, providing a different way to explore a topic such asAHigther
contribution to knowledge is suggested hykkegaard and Ulriksen (2Q01@hen they tell us that

the EVMBC model has been mainly employed in studies using a singteeBSurement,

thereby being too simplistic. Thisusly collected data at various points so allowing the pattern

to emerge from multiple data points over time, allowing a contribution to knowledge

surrounding the practical application of the model.

Further contributions to academic knowledge come from gagra better understanding of

a2YS 2F (GKS FIFOG02NAR (GKFd AyTFtdzSyOS aidzRSyida
isolated position, combined with its strong local employment market for young people, provide
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an interesting and unusual backdragainst which to explore choice at Post16. Whilst the
adz2NSead LINPGARSR [y AYRAOFGAZ2Y GKFG GKS O2K?2
factors, with the students influenced in the ways suggested by theory, the interviews provided

the rich datathat demonstrated that the cultural context influences many of these factors so

that trends are able to emerge that are not predicted by theory.

562 AAT 11 AT AAOCETI T O &£ O OEA &£O0OOOA &I O ' OAC
This research will have practieplications as well as providing a far greater depth of

theoretical understanding of this question. A greater theoretical understanding will aid me

when working with Year 11 students in the future, to understand when guiding them in making
their choiceghe type of influences which are important to them, particularly in this context, so

making a contribution to professional knowledge.

It is clearly concerning that so few young people see their secondary school as a positive
influence on their Sixth Fornhoice, both when questioned just after the decision has been
made, and when questioned six months later. $hkoolsharing a site with theigh Formhas

- adl FF SixthRarm khéveda is current and widanging, which suggests that this
information resource is being underutilised by year 11 students in the school. All secondary
schools participate ithe informationand decision making process, where the schools provide
support and dedicated sessions to support students, with substantial ibomitvns from the

Sixth Form. This therefore leads me to question whether these sessions are effective, or whether
students do not count the input from the Sixth Form when they are considering whether or not
their school was an influence on the decisionhis leads me to recommend that further work is
done to establish the perception of the effectiveness of the Sixth Form input after thehivol
sessions, and a stream of work is developed with all the feeder schools to establish a more

respected procesm school to support the decision process.

CAINIKSNJ FdGSydAz2y &dK2dzZ R 0S LI AR G2 (GK2&aS gA
could act to encourage them to engage more fully with the choice, to ensure that they are
choosing after fully considerg the relevant subjective values, rather than concentrating simply

on the expectation of average success. Increasing their consideration of subjective task values,
particularly interestSy 22 @ YSyYy (i aK2dz R AYyONBI 4SS a2hes a i dzf

Sixth Form studies, leading to both a more enjoyable experience and to greater levels of final
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achievement. Greater consideration should also lead students to ensure that they choose
subjects that carry an identity which matches theirs, or the idgrithey wish to assume.

Attention should be given to reduce the perceived costs for students in doing so, and to support
those for whom fear of failure becomes overwhelming early on. One approach to doing so
could be courses prior to the start of Sibrm aiming to support students to prepare for Sixth
Form, and at the start of the academic year initiate study groups and peer mentoring to reduce

concerns about fear of failureand increase expectations of success and intezagtyment.

D dzS NJy a SnélaByZschdoBstture is currently undging aransformation The last

students who sat the selective 11+ exam entered secondary school in 2018, so all the state
schools now have comprehensive students in Key Stag&&.only certainty is thahe ewentual
school structure we are working towards for secondary education will besetectiveandaims

to provide a better quality of education for gliut all other details are unclearAs professionals
working within the system, we do not know how masgcondary schools there will be, whether
these will be 1116 or 1118 schools, and consequently if the Sixth Form will remain as a single
institution either attached to an 116 school or completely separate, or if it will be split up so
more than one schal has a Sixth Form. Guernsey secondary education is, therefore, &cing
uncertain future. This thesis should form part of this reviemd will be provided to the
Committee for Education, Sport and Culture for further discussion regarding the finctist.

The findings regarding issues suckiiad YS 2 ¥ ( KeScepliansioR Bk Oiexgertise
regarding Sixth Form educatidrom their secondargchoolteachers andhe level of parental or
community knowledge on this topic are clearly issuéschv need to be addressed through the
transformation project. Whilst it might seem tempting to assume that the former could be
minimised through ensuring that all future Guernsey state schools wefi8lschools, | counsel
readers of this thesis to remenab that students within this study placed a substantial degree of
importance on subjective task values, and relatively little importance on the location ixitle
Form orwhether they studied at the same institution as their secondary school friends. T
population of Sixth Form students allows the Sixth Form Centre to offer a wide range of courses
at a single location, so allowing students to make chdickswing the pattern discussed within
this thess, rather than introducing the disruptifacet d navigainga much reduced subject

offer asstudentswould need to do if the Sixth Form Centre was split up to fwamor more

smaller sixth forms withil1-18 schools
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5.7 Limitations , Reliability and Validity of Findings

Validity of empirical data is the first, and perhaps the most important, limitation that must be
discussed. Interview validity is always reliant on participants being open, accurate and complete
when answering questions. The vignettes and conversatidpi@ sf interview encourages this,

as with each vignette concentrating on a different aspect of theVBBC model, their individual
experience was discussed multiple times from different anglesiddition, | was able to probe

areas where contradictionseve emerging during the interview without disrupting the flow of
guestions, or probe areas where information was less forthcomirtgs, combined with the

method of analysis through a summary diagram, allowed their entire experience to be displayed
in sud a way that inconsistencies or contradictions were spotted, and their story was built up
using layers of information from different parts of the intervie@uotations were then used to
illustrate the findings to provide depth, and to demonstrate theisisan the interviews.
5APSNEBSYyG FTAYRAY3IA 6SNB y20 RA&AOdzaaSR a GKA
different interviews gave very different findings, all can be shown to demonstrate tHdBEY

model in different ways.

Whilst the sarple was a stratified random sample, and work was done to demonstrate the main
characteristics of the sample accurately represented the patterns within the wider student
population, it became clear when looking at the sample in more déphthere were

aberrations. A clear example of this was that 25% of the interviewees, all of which were female,
were STEM students. No male students studied STEM. This proportion is not representative of
either the Sixth Fon populationor the wider population of youngeople. It was hoped by

choosing the sample in this way that the characteristics of the sample should match the survey
RFGFZ YR GKSNBF2NB GKS FAYRAYy3Ia akKz2dzZ R 0S5 |
students looking to participate in SixForm education. These aberrations suggest that this may

only partially be the case.

Survey data, by its very nature, is unable to provide the same rich depth of detail as the
interviewees. Therefore there were parts of the model that survey data wablario

illuminate to any great extent. The questionnaires were majority closed responses to direct
guestions, which provided a very different experience to the unstructured interviews. Whilst the
interviews revealed facts and trends that the participmate unlikely to have been consciously

aware of, the questionnaires demonstrated sedportedtrends. Hence the type of data and the
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validity of the datawere different from the different types of tools. Furthermore the first

survey, Embedded UnitofyA- f @ A& mnY (KS {AEGK C2NX [/ Sy N
written for this piece of research. Instead relevant data was drawn from the responses of those
that had given permission for it to be used in this way. Consequently the effectiveniéss of

data for this use varied, and for some aspects of thavBC model it provided far less

information.

The reliability of the findings can be taken from the consistency of approach throughout. With
GKS SEOSLIiA2Y 27F DALl Qa@nalg, thsiNgviedwere dondicked iDaza & S
consistent manner. All were transcribed in full, then analysed in a consistent way using the EV
MBC model as a framework to produce a summary diagram. This work was all done by myself,

so ensuring there were ndifficulties in agreement of processing methods.

The validity of the findings was increased as for each facet under consideration in sections 4.4
4.7, the interview findings were directly compared to both surveys, with differences and
similarities highghted. Furthermore, the strategy of summarizing and presenting the year 12
survey data (embedded unit of analysis 13) using the same template based on-tMBEV

model as was used to summarise the individual interviews allowed direct comparability.

ThisNS &SI NOK SaaSyuaiarfte NBGOSFta GKS LI NIGAOALN
process.The research process itself acted as a check on the credibility of some of the interview
findings, as the use of some of the data and graphs from ¢ae 2 survey within the second
interviews meant that students within the year group commented on the findings. Overall,
students recognized the findings from the year 12 survey,vear@ in agreement with them.

There were some surprises, such as sewartle student participants were surprised that so

many of the year group stated that they had held the same long term goal throughout the choice
process, but overall they were in agreemeWthilst elements of the findings of this thesis are
generalizableo future cohorts of local students, the importance of the local context to some of
the trends revealed means that it is less generalizable to the wider population of students of this
age elsewhere. The changing nature of the local cultural milieu,sgthemall, poses a

challenge to generalising these results in future years past the short term.

The EMMBC model does not address the role that chance plays in choice. It was clear that one

participant, Hope, made her final choice after a conversatidgh & member of staff. She had
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been advised to talk to two different members of staff about two options, but by chance only
one was available when she went to find them, and she made the choice directly after. If the
two members of staff had swapped p&s; the outcome could have been different. As

Schreiner, Henriksen, Sjaastad, Jensen, & L@G40, in Bget al,, 201]) tell us, choice can
sometimes be largely coincidental, with individuals being influenced by someone they have met,
or a imetabling aberration which means they cannot access their preferred options. Many
young people will not be conscious of the chaitea nature of some of their influences when
making this choice, but the reason that young people in the same context cam veak

different decisions must be partly due to chance.

5.8 Concluding Summary

This thesis has not attempted to provide a description of what works when making these
choices, and why it works, but instead attempts to provide an exploration and modeflthg
process as experienced by a group of young people whose attributes meant that they generally
fitted the cohort of Guernsey Sixth Form studentfiave showrthat each studentindergoesa

very individuadecisionprocess, on which they expend a swterable amount of energy and

time. A next step for future research could be to examine what works to influence choice, and
how to encourage students to maketter informed choices that lead tihe best possible

outcomefor them.

The value of this studg primarily based in its contribution to professional knowledge, and the

way it will influence the wayand my team within the Sixth Form Centverk to inform and

adzLILR2 NI addzRSyda YF{Ay3d GKSANI OK2AO0Sa FT2NJ t 2
Centre. The theoretical understanding gained through completing this thesis will be used to
underpinL I Y R Yuhdeistanding®@&the student process, whilst the empirical findings,
particularly those specific to our context, will be used to guidepractical work with young

people making this choice.
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Appendix 1: Information Letter and Consent Form

UL

How do Guernsey students experience and reflect
on their choice for Sixth Form?

September 2017 — July 2018

Institute of Education

Guernsey Grammar School

Information sheet for student participants & Sixth Form Centre

Who is conducting the research?

My name is Mrs Papworth and well as working at the Grammar School and Sixth Form Centre, |
am a Doctoral student at the UCL Institute of Education. As part of my research | am interested in
finding out more about how our students make decisions around their course of study at the Sixth
Form Centre. In the long term, this research may influence the way the Sixth Form team works.
Our Director of Sixth Form, Mr James, has agreed for this research to take place in the school,
and | am inviting you to take in part in my research project.

| am hoping to find out how your cohort of students coming to the Sixth Form Centre made their
decision of what to study, what factors were important to you, what considerations made you
rethink, and how you feel about your choice and this process as you move through Year 12.

| very much hope that you would be happy to take part. This information sheet will try and answer
any questions you might have about the project, but please don’t hesitate to contact me if there is
anything else you would like to know.

Why am | doing this research?

This research will form the basis of my Doctoral thesis, which aims to discover how your cohort of
students makes sense of the choice of what to study at Sixth Form, and what influenced this
process. |In addition, this research will have a wider impact for future Guernsey students, as the
findings will be presented to the Sixth Form Management team so may change the way we do
things here.

Why are you being invited to take part?

| am asking a range of students if they are willing to take part, to make sure that | hear from
students from all of Guernsey’s state secondary schools and from students now studying a
variety of different courses. You have been invited to make sure this can happen.

What will happen if you choose to take part?

If you choose to take part | will need to interview you twice, once in the next few weeks, and once
towards the end of year 12. Each interview should take no more than 30-45 minutes, and would
be held within the Sixth Form Centre at a mutually convenient time. These interviews would
consist of you reading a short statement about this type of process, and then we would discuss
how what you had read relates to your experience and feelings. | would like to digitally record
interviews for the purpose of accuracy. You will not be identifiable and | will not share your
individual data. The recording of your interview and my notes will be securely stored then
destroyed when they are no longer needed.
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Institute of Education

UL

Will anyone know you have been involved?

You will be completely anonymised within this research, and | will not reveal who has taken part
at any time. The only exception to this is if you disclose any information which makes me
concerned about your welfare, when | will have to inform Mr James. To help maintain this
anonymity, | ask that you do not discuss this within school with your friends and teachers. If you
or your parents would like to discuss this project, or your participation in it, at any point, please
contact me or Mr James.

Could there be problems for you if you take part?

Your involvement in this study is completely voluntary, which means you can stop taking part at
any time or ask me not to use your interview at any time before the 1st of August 2018 when | will
start to write the report for the Institute of Education.

What will happen to the results of the research?

The results of the research will form the basis of my Doctoral thesis. In addition, they may be
used for a report or other form of publication or presentation for use within the school or the
Education Department, but nothing will be disseminated within Guernsey while you are studying
here.

Do you have to take part?

It is entirely up to you whether or not you choose to take part. If you tell me you do not want to
take part | will not ask any further. | hope that if you do choose to be involved then you will find it
an interesting experience.

Thank you very much for taking the time to read this information sheet.

If you would like to be involved, please complete the following consent form and return to
Mrs Papworth by the 10™ October 2017.

If you have any further questions before you decide whether to take part, you can reach

me at npapworth@web.grammar.sch.gg.

This project has been reviewed and approved by the UCL IOE Research Ethics Committee.
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Institute of Education

a(U/Cs]

How do Guernsey students experience and reflect >
on their choice for Sixth Form? et

W,
September 2017 - July 2018

Guernsey Grammar School
& Sixth Form Centre

If you are happy to participate, please complete this consent form and return to Mrs Papworth by

10/10/17.

Yes No
| have read and understood the information leaflet about the research |:| |:|
| agree to be interviewed twice, once at the start of this academic year, and once |:| |:|
towards the end.
| am happy for my interview to be audio recorded D |:|

| understand that if any of my words are used in reports or presentations they will not be D |:|
attributed to me, and my contribution will be kept anonymous

| understand that | can withdraw from the project at any time before August 2018, and |:| |:|
that if | choose to do this, any data | have contributed will not be used

| understand that | can contact Mrs Papworth at any time if | have

guestions about my involvement. D |:|
| understand that the results will be shared with Guernsey’s Education |:| D
Services and the UCL Institute of Education.

| have discussed the information sheet with my parents |:| |:|
Name

Signed Date

Researcher’s name _Mrs Papworth Signed

UCL Institute of Education
20 Bedford Way, London WC1TH 0AL

UCL Institute of Education
142

20 Bedford Way, London WC1H OAL



Appendix 2: Embedded Units of Analysis 1-12, Interview 1 Protocol
All vignettes taken from IFS intervie{®apworth, 201%

Vignette 1. Influence of previous personal experiences (column 2)

R: How do your previous studies impact on the way you make your choices for sixth form i al
you thinking what are my safe choices?

LY L GKAY]l GKFd RSTAYyAGSte 32Sa GKNRdAdzAK LIS
I32Ay3 G2 KF@S | €240 2F gNARGAY3I Ay AGZ |yR

awa FTNRY (KIGo l'YR 2K GKFG adzomaSOd Aa NBI
Al L R2y Qi FSSt O2yFARSYyG dGKFdG L Y 3I2AYT
those. And obviously listening to people who are aryeaso older than you, who will tell you that
GKA& A& NBFffte& RAFTFAOAA G az2yYS LIS2LX S Yl @&

subjects.

Vignette 2. Family characteristics (column 1)

R: Do you talk to your parents about your choicetudit to do next?
LY 2S8Stf L g2dZ R RSTAyAGSte are Ad sl a vye 3
happens to a lot of other people, your parents try and lead you without you noticing towards ce
things, which is very obvious, butcian have an impact. But ultimately it was my decision that th
agreed with. They had the same reasons as | did really, because they knew | enjoyed certain
subjects and would be interested in certain subjects.

R: So what happens when they try to lead yn certain directions?

LY 2SSttt LQY GFft1Ay3 OSNEBI tA1S &adoiftS ol &3
example if they wanted to do further maths, or go on to do maths at university or whatever, the
could say, well, mathsare you thinking about doing maths? Constant little reminders that are v
subtle.

R: Did they try that on you?

LY 2Stf3s AGQa ¢gKIG SOSNBO2R& R2Sao

Vignette 3. Perception of Distal Cultural Milieu (column 1/2)

R: Do you feel like you made a mature chaf what to study? Were you worried about being
differentfrom your friend®

LY ¢KFG O2dzZ R 0SS (I 1Sy OSNE LKAf2a2LKAOT
changes your attitude to other people and other things in the wortthing I1B. Making this choice
and branching out to something different, sopeopldtdly 3 4 &2dz I yR al &
OK2a$8S 6KIGISOSNXD .dzi AF @&2dz t221 0S@2YR ¢
YSGFLIK2NI F2NJ € AFTS 2N oK GSOSNE GKFG AF @29
know anything about tb course other than what they have heard through other secondary or
tertiary sources, which is just gossip, you realise once you look at just the facts you can make
own decision quite a lot better without the help of other people whose opinions asbably quite
poorly formed.

Vignette 4. Future Goals / sefchemata (column 3)

R: So you said that you were quite shaken up about your destiny at the end of last year, when
worked out you might not get the grades you need to let you apply foramedi How did that
shakeup affect you?

I: It made me take a step back and think okay, | can still aim for medicine, and go home for the
K2f ARF&@a YR R2 I 20 Y2NB 62NJ] o LG I faz
medicine, but something similar to medicine, possibly phayr@csomething similar to that.
Because obviously | had to think what | could do, what | need to do for all of those as well, so
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lot of different aims. It made me think or rethink about what | was going to do, and how | can ¢
experience to tryto make up my mind.

R: So really it really made you think about the next big decision you had to make about what t¢
after sixth form. Was that also difficult to talk about at home?

I: I think so, because obviously | wanted to do medicine for so lawhg parents supported me ir
that, and | think they are uncomfortable with the fact that | might not be able to do it, and they
G2NNASR a L KIFI@S 46l yiSR G2 R2 AG F2NJ az f
supportive. Chatting abouwthat | could do instead.

Vignette 5. SeHconcept of own abilities (column 3)

L R2Yy QO GKAYy]l lyez2yS KFa NBlIffeé KIFER GKS (¢
F2NY 0 Fye 2G6KSNJI GAYS Ay (K Gokshhut off FoSndny mardi ¢
routes, because if you come out of the two years of your A levels, or IB, or whatever, and not t
0KS adzo2S00G e&2dz ySSR (2 KIFI@S GF 1Sy G2 R2
year to a foundation,oréd 2 &SI NBR (2 R2 | y20KSNJ f S@St o
G622 oA3 I O2YYAGYSyld F2NJ (22 Ylyeé LIS2LX S
people only think about it for a few months in the summer or whatever befbey imake their
OK2A0S&ax IyR (KSyYy GKIFIGQa az2YSGKAy3a GKI G Oz
GKAYl GKFG Fyeé mc @SIFENJ2fR Aa NBFReé G2 YI |
shut off so many avenues.

Vignette 6. Emerging personal identity (column 3)

R: Do you think you making a choice of what to study at sixth form was making a choice about
you are?
I: Yes and no, because yes | want to be, well | am and want to be a more rounded person, ang
a lotabout a lot kinda thing, but it was also wanting to get, or not having a personal identity an
wanting to achieve one.

R: Okay. So you were more thinking what sort of person do | want to be and will it get me thel
I: Yes, instead of the person | am,| &till struggle with that | guess.

R: So you are working towards..?

I: The person | want to be, and my choice will help me on that journey

Vignette 7. Expectation of Success (column 4)

2Sftf F2NIjdzAGS | 2y 3 0AYSienc&®B| got R&lyintclitadiSre
and reading political essays and some by a lot of people in the telegraph and things in the few|
months before | made the decision, and that really swung me out. | was really, and still am rex
interested inthatd dzi L Q@S F2dzyR 2dzi y2¢ GKI (G &2dz R2
end up in those kind of careers, whereas for maths and physics you obviously have to do the (
way. So | ended up plumping for that but it was a tough decision. Then halbutay through the
year, approaching Christmas, | started thinking about what | was going to apply for at uni in thg
and flicking through | saw, it was actually the oxford prospectus, the physics and philosophy c
and | saw it and knew by loalg through the content that that would be the best course for me a
some university, and about 2 or 3 days later | came in to see the Director of Sixth Form to say
to switch to Physics. When | took on the Physics | was quite sure | could catoth gt @ngood
grade in it, because | have never really struggled with Physics. So | thought if | put the time in

knew | would, | would get the grade | deserved.

Vignette 8. Change over time

LY 2KSy L ¢gla YIFI1TAy3d GKAa RSOA&AAZ2YS L GKAY

the 1B Diploma, | think mainly because my sister was doing it. | think at the start it was you kn
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aSSya tA1S ljdzA G S Ekndavanck abOuR itlzBditSVES swaymiy. At th&ksarRey
time it was thinking what sort of A Levels | could do. But | guess when | started thinking about
more mature choice manner, | started thinking about how | liked to learn, what | liked to,study
where | would like to go, and it sort of made more sense for me to take the IB.

R: So did you changing your mind at all?

I: Maybe a few times. Once or twice | was convinced that A levels were better to do, | was goi
go down a more scienceier routeyt by the time | made the choice | was fairly set.

R: Did it at all cross over with who you were talking to?

LY alé&oSo L R2y Qi GKAYy]1l GKIFG 61 & y

dzOK
KIa Yveé

_ A«

6AAST L 61 ayQi (22 odwWoISPaRoutmy ehdite.

Influencesg complete individually at the end

Smallest
influence

Greatest
influence

or things (such az a lesson or televizion programme) which

You have mentioned some people (such as parents or teachers)

or may not have been useful in influencing your decisions. Placs
theze people or things in concentric zones in the circle to reflect
the extent of their influsnce on your decision.

may
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Appendix 3: Embedded Units of Analysis 1 -12, Interview 2 Protocol

Prompt 1

Prompt 1: Overview of year 12’s views last November. How do you relate to this
now?

For the following

the following Likert scale applies: 1= not at all, 5 = very important

Was this a consideration when you decided what to study: how much you
thought you would enjoy it

62 (34.6%)

50 (33%)
a 48 (26.8%)

20
4(22%) 6(3.4%)

El

49 (27.4%)

49 (27 .4%)
40

20
2(1.1%)

Prompt 2

Was this a consideration when you decided what to study: how useful it
would be in the future.

80

73 (40.8%)

41(22.9%)

6 (3 4%) 5(2.8%)

Was this a consideration when you decided what to study: the amount of
work you thought you would need to put in.

73 (40.8%)

45(25.1%)
36(20.1%)

16 (8.9%)

After being at Sixth Form for a term, do you think that your assessment of
the last four questions was accurate when you were making your decisions?

@ Yes-all
o

Some of them

V
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Prompt 2: Overview of year 12’s views last November. How do you relate to this

now? Do you still want to aim for the same future job or degree as you did in year

Are the subjects and courses you are now studying the same as you
expected to be studying.... (tick all that apply) @ ves

Didn't have any future job / degree in
\\\\\\

A year ago”

‘B

‘When you made your Post 16
application?

95 (52.1%)

At the start of year 127 123 (68.7%)

0 50 100 150

When you were deciding what to study in year 11, did you have a future job
or degree in mind?

yes (this could be more than 1
possible idea)

®no

Prompt 3: Vignette taken from IFS interview to prompt a reflection on the past
year (Papworth, 2016 )

C2NJ SOSNEO2Re (GKSNB O2dzZ R 6S | adzoeaSOod GKI
though. You have to see beyond the actual sotgj@nd think what am | going to get out of it at the eng
L¥ @2dz FNB 3J2Ay3 (G2 aAldGd GKSNB yR 065 3INHzYLR
Syez2e Az @e2dz 1y26 L RARYQU If gl &a Swasquii todigh,3
especially if you have a cold, and you have to do speaking practice one on one, its not always fun,
1Y26 o6KIFG @2dz FNB 3I2Ay3 (G2 3IASG 2dzi 2F Ad F
mean we will see nd week how everything goes, but | think we should all be quite proud of how mu
G2N] 6SQ@BS R2ySo 'YR L YI& aAd KSNB FyR (KA
worked hard, well some of us have, over the past year.

Prompt 4: Vig nette taken from IFS interview to prompt a reflection on their future
plans (Papworth, 2016 )

LY L R2yQi KIFI@S | NRdziS L ¢tyld (2 32 R24y al
Because just going by my strengths and my prefefretto 2S 0G4 L R2y Qi GKAY
R2y Qi F¥SSt L KIFI@S Fye Llz2N1Jl2asS i G§KS Y2YSyid
moment. There is probably some miracle somewhere which means | will know what | want to do n
thisi AYS ySEG &SI N LQY Ay |y SEA&GSYGALFf ONA
will really get me somewhere. For example, art, being the thing that | am best at, but where will it g
me? | am worried that if | go to university $tudy art, what will | do after that really? And other peopls
20KSNJ FRdzf 6a LQ@S Gl t{1SR (G235 S@Sy AF (KS& g8
(KS8 Q@S aGdRASRE (2 R2 6A0K GKSANI RYDNBS§ Y24l

gKIG L 208 2N S90Sy AF LQY 3F22R Sy2daAK (2 R3
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Appendix 4: Participant Face Sheets

Participant  AVA

Details female, Feeder School 5, A Level route
Date 16 Oct

Length of Interview 42 min

Special Circumstances None

Major Issues Emerging

Informal support network (peers, older friends, cousins), rather
insecure about own judgement. Parents perceived to be very inse
about their knowledge of education / subjects. Secondary school
teachers ditto! Considers decision folomg time, then panics when
actually has to make it. Now recognises that many of her worries
about P16 were unfounded and she was unnecessarily worrying.
However shemoves on to say that she takes a laid back approach
this type of thingg very contralictory. Recognises in terms of
university that her thought process has changed over time during t
last few years from def not as not needed for my future finance car
G2 dzaS¥dzZ G2 3IIFAYy SEGNI &1Aff 2
family pattem. Not concerned about the public nature of the decisi
Clearly considered and thought deeply about subject choices and |
they fit together. Enjoyment important. Clear connection of choice
who | am.

Issues to be followed ujn
interview 2.

Future goals; have they developed over the year? Bought into ided
that less subjects are better, despite having chosen her four to fit If
groupsc is having a holistic approach still better.

Themes

Reliance on peer (inc older) informal support network. Rtak
incompetence on this decision but strong familial influence on deci
method. Holistic approach to current choices. Considered.
Juxtaposition of developing fledgling future identity and subjective
value choices. Indications that she beginninggject her cultural
milieu and make different choices in the future.

Follow up interview July

completed

Participant 2 BEA

Details

female, Feeder School 6, IBDP

Date and Time 19 Oct
Length of Interview 40 mins
Special Circumstances | teach Bea

Major Issues Emerging

Confident in own ability to overcome challenges. Staying in same
institution gave her a lot of confidence in selecting options, and shé
was able to easily seek advice from relevant teachers. Mum helpft
with the mechanics of makingsensible decision. Neither parent ablg
to be helpful with advice (Dad too s€¥Sy (i NE R > -+ DdzR S ¥
a4 KFR (02 RS@St2L)J I tF&8SNI2F
successful with her chosen subjectMath / Phys trad male
dominated, andhis does get commented on. Has plans for the futu
(part of which is to not do the same as her mum despite sharing a
of dance), but a lot of flexibility built in and has thought through
alternatives. Felt very unprepared for this decisibcrept up ¢ its
importance could make you anxious. This choice not as a stateme

who you are, but of who you want to be as you have to take on a
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persona and develop. Clearly considered subjective task values.
Clearly influenced by some ex students (8], the way of learning
had attracted her from the start. Found the DOSFpoitting.

Issues to be followed up

Themes

Confident in her own abilities and future plans. Well prepared.

Follow up interview July

completed

Participant 3 CARL

Details

male, Feeder School 6, IBDP

Date and Time 20" Oct,
Length of Interview 27 min
Special Circumstances None

Major Issues Emerging

Single minded and determined. Aims to study Physiotherapy
internationally, preferably Australiadue to family ties. Stmgly
motivated by a future relative cogtknows the IB will get him there s
LINBLI NBR (2 R2 (GKS WSEGNI Q & dz
course in order to access his chosen universities smoothly

Issues to be followed up

Still aiming for international HEIs?

Themes

Confidence, determination, single minded, well prepared

Follow up interview July

completed

Participant 4 DAN

Details

male, Feeder School 3, A Level route

Date and Time 31% Oct
Length of Interview 36min
Special Circumstances None

Major Issues Emerging

Had a very fixed mindset about what he was going to do. Has a cl
future aim, but this is slightly at odds with the fixed mindset regardi
choices. His biggest influence is his friendship groug henclearly
made choices taking theirs into account, and is very dependent on
them.

Issues to be followed up

How is he facing the prospect of university without friendship groug
Is he finding his subjects will get him there?

Themes

Dependent on peerrgup, strong social identity, fixed mindset,
unconfident

Follow up interview July

None possible. Did not get a response to emails, and when | went to find
G2 YI1S Ly FLLRAYGYSYyld 620K (G4AYSH

a0K22ft o { (rndzRSrgryip@er. Unsurie B hye il return to y13.

Participant 5 EVE

Details

female, Feeder School 1, A Level route

Date and Time 31% Oct
Length of Interview 42 min
Special Circumstances None

Major Issues Emerging

Student had a very clear futueem, but as the interview progressed i
became clear that she had been increasingly growing uncertain ab|
her ability to get there, or whether she actually wanted to.

Issues to be followed up

Aim now?
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Themes

Self aware, focused, lacks some confideincleer ability to succeed.

Follow up interview July

None possible. Did not get a response to emails, and when | went to find
G2 YI1S Ly FLLRAYGYSYyld o062i0K (G4AYSH
school. Student has been having mental hedifficulties and her

attendance is very poor. Unsure if she will return to y13.

Participant 8 FERN

Details

female, Feeder School 6, IBDP

Date and Time

1 Nov 2017

Length of Interview

39.17

Special Circumstances

Fern changed route after the samplas selected before the
interviews, so should have been an A Level representative. Studig
very different set of subjects to originally chosen.

Major Issues Emerging

Student was originally influenced by peers, but on mature reflectiof
about the futureand her capabilities changed direction significantly

Issues to be followed up

Does she still think the change was the right decision?

Themes

Mature thought process, aware of influences

Follow up interview July

completed

Participant 7 GIA

Details

female, Feeder School 3, A Level route

Date and Time 1/11/17

Length of Interview 42 min

Special Circumstances Very dyslexic. Has coloured glasses but still has a painfully slow
NEFRAYy3a ALISSRO 5ARY QG 02 @3SNJ

constraints

Major Issues Emerging

- Dyslexia has coloured her perception of her abilities and influenced H
approach to studying

- Safe choices where she is able to succeed

- Unclear about identity and its part in making a choice. Claims an art
identity, but alscclaims this had no influence over her choice to study
artistic subjects.

Issues to be followed up

How is RS now with the dyslexia? Still a good choice?

Themes

Foreclosure, identity, overcoming adversity

Follow up interview July

completed

Participant8: HOPE

Details

female, Feeder School 4, A Level route

Date and Time

1/11/17

Length of Interview

43 min

Special Circumstances

From Alderney. V small school in special measures.

Major Issues Emerging

Tendency to enter a moratorium and foreclose. Regieriences have
led to her feeling very isolated as a student with no one to help he
succeed. Late change of subjects to a very different set.

Issues to be followed up

Does she still have the same future goals?

Themes

Foreclosure, uncertainty

Follow up interview July

Completed
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Participant9: IAN

Details

male, Feeder School 2, A Level route.

Date and Time 6/11/17
Length of Interview 47 min
Special Circumstances none

Major Issues Emerging

Student suffered a large set back to his plans whefobad that his
Drama GCSE was several grades worse than he had been led to
0St AS@So 'S t2ad | t24 27F G\
successfully, and this caused him to question his identity as a dran
student. He chose not to continue ttudy this P16. Lost his
friendship group due to the different choices, and appears lonely.
Mathematicsg struggling to pass GCSE despite numerous retakes
knocked his confidence.

Issues to be followed up

Reinvented himself way of working, approdt subject interests.
Grown away from friends. How is this a year in?

How does he feel about cutting Drama out of his life now?
Has he managed to keep his work ethic?

themes

Loss of previous identity, isolation, no clear goal

Follow up interview July

completed

Participant10: JAKE

Details

male, Feeder School 6, A Level route

Date and Time 7" Nov
Length of Interview 47.30
Special Circumstances none

Major Issues Emerging

Very clear focus for the future.

Issues to be followed up

Took Biology despite not being very good at it due to future goals.
Was working hard and seeing succe$sms he managed to keep this
going?

Core Mathg; is he still doing it? How did his parents react to him
dropping it?

themes

Strong parentainfluence, mature thought processes

Follow up interview July

completed

Participant11l: KAT

Details

female,Feeder School 2\ Level route

Date and Time 7" Nov
Length of Interview 29.39
Special Circumstances none

Major Issues Emerging

Moratorium, illogical & arbitrary decision process, dependency on
group, not considered. Motivation for studying unclear. Fixed futu
goal.

Issues to be followed up

Late decision to stay at SFC. Right decision?

themes

See major issues emerging

Follow up irterview July

completed

Participant12: LOU

Details

| female, Feeder School 5, IBDP




Date and Time 7" Nov

Length of Interview 47.30

Special Circumstances

Major Issues Emerging Change of identity, rugby injuryg forced change of subjects. Parent
influence vs brother & her wishes. Independent of peers.

Issues to be followed up | How does she feel now about her change in identity.

themes Change of identity, future goalgarental influence, independence
from peers.

Follow up interview July | Completed.
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Appendix 5: Conceptual Maps
An example of the latent content analysis is given belovafeection oCarR a (i NJin/fesidnsk toJi

having read the "8 Vignette:

Carl: Originally myc none of my friends were going to do IB, so it was just going to
be me and | think one other person was going to do IB. But the reason | did it
was because you can take it anywhere in the world easily.

Researcher: Was it odd being differdrfrom your friends?

Carl: b2G NBIFffe& L cR®&as@stthifikiod hedadse ILsiill see itham in
a0K22f 20@Q0A2dzaAate FyYyR L ¢Fa OGKAY1lAy3d GKS
Fd Y& FTNASYRa AT LQY 32AYyJerightthihgd S a OK
KIS +FyR GKSy AGQa 3I2Ay3 G2 o6S I+ glhads

Label in margin Demonstrates here that his peers, as key socialisers, have had a minimal effect on

his decision.

These labels were then summarised to produce the conceptual magatdr participant.
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6.5.1.a Ava, interview 1

Diagram
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Diagram 6.5.1.b Ava, interview 2

Student’s current assessment of factors

The effect of time when looking back at

from columns 2-4 of the EV model.

e Doesn't recognise herself as
being in a moratorium. She
quite simply feels she’ll figure
it out eventually. It doesn’t
appear to be something she, or
her parents, are concerned
about. She has things coming
up such as work experience
that she thinks will help her to
do this.

e C(Clearly has made changes to
her program of study over the
last year, but is very vague. She
is working her way through
hoping her future will
somehow become clear.
Unclear if she is doing anything
to help this happen.

the decision

¢ Her choice process was
partially successful, but she is
unclear how it wasn’t.

¢ Feelsthat she has been very
‘lucky’ for everything to have
been so smooth this year —
mainly because she knows she
is so0 vague about the future.

Student’s current perception of their
decision process

¢ |dentified strongly with the
graphs on enjoyment and
doing well.

¢ Very unclear when she made
her decision about the future,
so she tried to pick useful
things.
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Student’s current assessment of factors

from columns 2-4 of the EV model.

* Acknowledges that while her long
term plan has shifted, she has always
felt on track and still does so.

e Has struggled slightly with motivation
in areas that she is enjoying less, but
overall has maintained this over the
year.

e Currently in a bit of a moratorium
about the future, as she cannot see
the end career she is aiming for.

e Currently finding the uncertainty
about the long term future
overwhelming. She is in a cycle of
worrying about that and neglecting
work, and therefore not doing as well
as she should.

® Acknowledges that her feeling of
uncertainty and worry are decreasing,
and her feelings are improving, but
she is having to work hard at this.

The effect of time when looking back at

the decision

e Clearly still feels that her decision
process was valid and accurate.

Student’s current perception of their

decision process

e [n agreement with the survey
statements, apart from on enjoyment
as she took that as something which
needed to be there.

o Still struggles to talk her choices
through with her family.
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Student’s current assessment of factors

from columns 2-4 of the EV model.

e Discusses how the values PD helped
shape and consolidate his ideas about
the future, and make him think he is
on the right track for him.

e Clear that his decision process was
based around his ideas of what he
would like to do in the future, and that
enjoyment, doing well etc. were
secondary.

Student’s current perception of their
decision process

e Whilst his decision was made early
(y10), he doesn’t appear to have
foreclosed. He has discussed
considering other options, and
questioning whether its right for him,
and coming to the conclusion it is.
Appears to have a very considered
thought process.

e He appears to feel that his method of
making the choice was ‘mostly’ ok.

The effect of time when looking back at

the decision

e Reflects on the last year and
acknowledges that he hasn’t enjoyed
all of it, but he didn’t expect to enjoy
everything in the IB and his motivation
comes from where it will take him
afterwards.

® Surprised at how few of the students
in y13 said their method of choosing
wasn’t useful
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