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Abstract 

University graduates in Canada have been significantly stratified by fields of study 
(FOS) in tems of income, unemployment rates, work prospects, and job satisfaction. 
Debates over the differential outcomes afforded by a university education focus on the 
tension between cultural and instrumental values, or the tension between liberal and 
vocational education. This dissertation, under an assumption that liberal education and 
vocational education are compatible, argues that an embedded liberal education, which 
reconciles liberal and vocational education, wifl more effectively prepare Canadian 
university graduates for the new century. 

To argue for the thesis, FOS choice is considered an important expression of risk 
taking in the university context. Managing nsk involves a variety of initiatives: engaging 
in part-time or fil1 time study, making a decision to minimise student debt load, or 
gaining relevant work experience through a CO-op education program. Such risk 
management strategies are designed to alter returns to the investment in education that 
four years of university represent. The study focuses on theoretical examination and 
potential p o k y  implications in light of students choosing liberal or vocational field. The 
theory involves the notion of structure and agency and has a particular derivative - 
'stmchired individualism'. The policy aspect of the thesis involves the debate between 
liberal and vocational education which reflects on the debate about cumcular utility or, 
more simply, the link between education and work. Empirically, the dissertation is 
actually dealing with two situations. The first situation is the school-to-school transition 
(university entry). The antecedent coping strategies, whose purpose is to optimise the 
FOS choice, are frst explored. Contemporaneous coping strategies that students use aim 
to enhance the value of their FOS choice during their four year prograrns are studied 
empirically. The second situation is the school-to-work transition two years afier 
graduation. Risk management associated with the FOS choice is examined through 
retums from labour market and the graduates' persona1 satisfaction. Finally, the coping 
strategies subsequent to graduation, rnainly concemed with continuing education as a 
means to minimise emplopent rkk, are explored. 

Wough empirical analyses, I have observed that the existing university cumcula, 
to a large extent, separate life skills from skills for the world of work. As a consequence 
of this separation, the labour market outcomes for liberal graduates are less promising 
than for vocational graduates. Inversely, educational outcomes for vocational graduates 
are less positive than for liberal graduates. The strengths and weaknesses of both liberal 
and vocational education invite us to appeal for an embedded liberal education to better 
prepare Canadian university graduates for the 21 st century. 
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Chapter One 

Introduction 

1.1 Objectives of the Study 

University education plays a key role in the life course of many individuals in 

advanced societies. The competencies and associated credentials received from a post- 

secondary education confer a distinct advantage in the labour market and perhaps also in 

establishing a graduate as a community member and citizen (Little & Lapierre, 1996). 

The university expenence itself is charactensed by a series of transitions - from school 

entry, to enrolment in a particular field of study, to graduation into the world of work- 

Relationships between university education and work are complex and difficult to 

predict, especially in the emerging 'post-industrial' economy where human resources, 

technology, and work-organisation forms change rapidly and combine in a multitude of 

novel ways. There nevertheless exists a growing literature on the period immediately 

following university during which graduates strive to establish themselves in a job @on 

and Lapierre, 1996, Anise et. al. 1999). These analyses of the school-to-work transition 

process demonstrate its increasingly uncertain nature. The last two decades have 

witnessed a declining youth (and young adult) labour market and a corresponding 

disinclination by government and the private sector to involve themselves in stabilising 

linkages between educational institutions and the labour market (Allen, 1998; 

1 



Betcherman & Lowe, 1997). As these transitions between education and work have 

become less regulated, individuals have assumed more responsibilities in accumulating 

the skills and credentials required. Descnbing the movement of youth fiom school to 

labour market, Heinz (1999) suggests îhey now must organise such 'statu passages' with 

greater attention to the utilisation of educational resources and the acquisition of relevant 

qualifications- 

A strong comection between education and work is aided by various persona1 

initiatives, among which, the choice of a field of study (FOS) is especially important, as 

graduates in Canada are clearly stratified by fields of study in tems of income, 

employment stability and continuity, and job satisfaction (Minister of Human Resources 

Development Canada, 1996). Differential labour market outcomes (henceforth LMO), 

then, suggest that FOS choice has a significant impact on one's future economic 

prospects and general wellbeing. The results of choosing well highlight the importance 

of this relationship and the gravity of the nsks associated with FOS decisions. 

Recent work in Canada with provincial data suggests that while agency is 

important in school-to-work transitions, so too are social structural factors. Social 

economic statu (SES), gender, and ethnicity continue to exert a significant influence, as 

do more immediate situationaI factors such as region and ethnicity (Anisef et al., 1999; 

Allen, 1999; and Krahn & Lowe, 1999). However, the principal limitations of the existing 



research on FOS choice and its consequences are: 

cornparisons are made between undifferentiated 'general' and 'specific' ski11 sets; 

cornparisons are made between graduates of colleges and universities; 

returns to investment in education or training are lïmited to wage differentials; 

analyses are limited to econometnc predictions; 

research is (typically) under-theonsed - most studies invoke well-established 

economic pnncipIes; and 

analyses typically have employed provincial, cross-sectional data. 

With al1 these limitations, there is a need to examine further the relative influence of 

structure and agency in post-secondary transitions and to expûnd the scope of existing 

analyses beyond provincial contexts and economic returns. 

While FOS choice is an important expression of risk in the post-secondary 

context, the actual management of that risk best represents the needed autonomous or 

agentic behaviour required of post-secondary students. Managing nsk may involve a 

varïety of initiatives from engaging in part-time or full time study, making a decision to 

minimise student debt load, or gaining relevant work experience through a CO-op 

education program. Such risk management strategies are designed to aIter returns to the 

investment in education that four (or more) years of university represent. The school-to- 

work transition or, more specifically, the linkage between FOS choice and desired labour 



market outcomes, defmes the nature of the nsk involved. However, attempts to manage 

nsk associated with FOS choice both anticipate that choice and extend beyond the 

immediate school-to-work transition process. It is necessary to distinguish between 

coping strategies that facilitate entry ïnto a particular FOS and those specifically designed 

to enhance the Iink between FOS decisions and labour market outcomes. While the 

former are clearly antecedent to enrolment and FOS choice, the latter are 

contemporaneous with study in the chosen field and, in some cases, are subsequent to 

study and graduation. Risk management is thus seen to comprise three stages in the 

progression to employrnent, involving planning and decision-making behaviours that are 

antecedent, contemporaneous, and subsequent to FOS choice. 

These initiatives demonstrate the individual's ability to exercise a measure of 

persona1 agency and are consistent with the recent emphasis on individualisation - 

traceable to the theoretical work of Beck (1 992) whose notion of the 'risk' society has 

been applied to the analysis of uncertain and fragmented life course transitions 

expenenced by young people. Individualisation is part of the dissolution of traditional 

parameters of industrial society including class, culture and consciousness, gender, and 

family roles. In Beck's (1 992: 135) view, individuals must conceive of themselves as the 

centre of action, as the 'planning office' with respect to their own biography. 

In few situations, however, are individual actions (and their consequences) wholly 



autonomous undertakings. Most are constrained by social positions, persona1 histories, 

and the individual's immediate situation. The exercise of persona1 agency and the 

constraining influence of social stnicture underlie recent discussions in the literature on 

the life course in general and on school-work transitions in particular. Beck (1992) and 

Giddens (1 994) raise the issue of emerging individualism in the risk society and this is 

further developed by Rudd (1 997), Furlong and Carmel (1 997), and others who suggest 

that: 

In order to get a better understanding of the way in which young people's 
lives are shaped it is necessary to explore the relationship between structural 
and individual factors in more detail. In particular, we need to assess the 
extent to which opportunity structures contribute to experiences as well as the 
extent to which individuals assess risk and negotiate oppominities on a 
subjective level. (Evans & Furlong, 1996, p.2) 

Rudd and Evans (1 998) funher use the term 'stmctured individualisation' (SI) to describe 

such transitions as outcomes of both individual choice and activity, and structural 

influences. In Rudd and Evans SI model, structure continues to demonstrate its influence 

with traditional meanings (e-g., social class, gender, ethnicity, and region), but reserves an 

important role to be played by agency. As a consequence, structure interacts with agency 

in which structure constrains the effects of agency on the one hand, and the constraints 

irnposed by structure are at an increasing speed overcome by agency on the other, 

especially at the life stage of university learning. 

The derivative notion of SI and the difficulties encountered in dealing with this 



constmct are discussed by Lowe and Krahn (1995) who indicate that agency and structure 

are ernbedded in each other. Therefore, the relationship between structure and agency 

(individualism) is best understood by encapsulating structure-agency dynamics in a 

particular place and M e .  Anisef et ai. (1 999) assert that structure and agency have a 

"combined" influence on decisions and actions in life course. To extend the context of the 

structure agency configuration, we set the time in the 1992 National Graduate Survey of 

1990 graduates. The place is the universityL, where school-to-work transitions mark one 

of the more important of these life course events; and, more specifically, serve to map the 

terrain over which issues of agency and structure combine in determining FOS choice and 

its consequences. 

Table 1.1 maps the contention of the study, which focuses on theoretical 

Table 1.1. Diagram of the Literatur 
t 

I Structured 
individualisation 1 

Literature 

Life Course 

Transition Literature 

. . 1 

( School to school 1 

Roumy four years before 
1990 graduation 

Situation 1 transition (university 

Two years afier 
graduation 

. e n w  r 

Situation 2 

+e Review and the Ernpirical Analysis 

Policy Literature 

School to work transition 

FOS-LMO link l 

Coping strategy 2 (liberal - 
(Contemporaneous) vocational) 
Purpose: Enhance value of choice 1 Fos 

Coping strategy 1 (Antecedent) 
Purpose: Optimise choice (Anticipate . - .  

(reduce risk) 1 
Returns: FOS (liberal -vocational)-LM0 

Choice: 

Coping strate& 3 
(Subsequent) 
Purpose: endure lifelong Iearning (reduce risk) 

' This study consists of one cohort and it is diffcult to use SI in a rnanner that clearly 
separates the effects of structure and agency, since time and place are fixed. 

6 



examination and policy implication. The theory involves the notion of structure and 

agency and has a particular derivative - 'stmctured individualism' (theoretical literature). 

The policy aspect of the thesis involves the debate between liberal and vocational 

education (policy literature) which m e r  reflects the debate around curïcular utility or, 

more simply, the link between education and work. In the university context, we see this 

expressed in the literature on FOS choice and its consequences in the labour market 

(transition literanire). Empincally, we are actually dealing with two situations. The fust 

situation is the school-to-school transition (university entry). We explore antecedent 

coping strategies, whose purpose is to optimise choice, in relation to FOS choice. Afier 

university entry, the contemporaneous coping strategies aim to enhance the value of rheir 

FOS choice during a four year study. The second situation is the school-to-work transition 

two years afler graduation. The management of nsk associated with the FOS choice is 

examined through returns fiom labour market and the graduates' personal satisfaction. 

Finally, the coping strategies subsequent to graduation are explored, and are mainly 

concemed with continuing education as a means to minimise employment risk. 

To summarise, the mapping starts with the theoretical issue of individualisrn 

where the perspective of SI is adopted. We situate this first in the school-to-school 

transition, which is defmed as university entry with FOS choice, and second in the school 



to work transition, which is defmed as involving the link between FOS and LMO. Since 

this link is important and choice is the expression of the risk involved, structure-agency 

forces at play in this earlier transition point in the life course are investigated across the 

two situations. 

The context of this study is outlined in the following discussion of the university 

and its role in preparing students for a new economic and social order. The overview of 

research attempts to explain the response of students to the changed realities of the 

processes of school-to-school and school-to-work transitions- 

1.2 The University and the New Economy 

It is important to place the transition questions in the context of changing global 

economy and workplace (Minister of Labour Canada, 1997), because the meaning of 

transition fiom school to the labour market can only be understood in this macro context. 

Despite the debate over what is the meaning of new economy, there is a consensus that "a 

major economic transformation has taken place over the past two decades" (Betcherman 

& Lowe, 1998: 1). As a manifestation of this great transformation in Canada, the 1980's 

were especially trying times for the Canadian economy and society, characterised by 

persistent high rates of unemployment, slow growth in output and productivity and the 

stagnant real earnings (Ibid., p. 1). Despite well-educated post-secondary graduates 



having lower unemployment rates and higher job incornes, they have faced economic 

pressures similar to other less educated groups (Little & Lapierre, 1996). 

The forces that initiated these changes in the last two decades were associated 

with the emergence of the new economy. Initially, it appeared as a decline of pnmary 

industrïals, such as agriculture and manufacturing, and as an increase of service sector. 

Under the surface of these ups arid downs, however, we have observed two key feantres 

of the changing economy: knowledge-based (generic) and skills-intensified (task- 

specific). These two important characteristics of the new economy are at the centre of 

debates over the relationship between educatian and the labour market. To understand the 

relationship, people tend to ask questions, "How are knowledge and skills taught in post- 

secondary institutes?" "To what extent have graduates applied these knowledge and skills 

to their workplace?" and "How does educational choice influence the labour market 

outcomes after their graduation?" Like other great transformations, the new economy is 

double-sided and has created opportunities as well as risks, to which individuals must 

respond. 

This situation gave nse to a shifi in govemment policy f?om its funding of higher 

education for personal development of a forninate, privileged minority, to the notion that 

govenunent support of the university system be predicated on social and economic 

renims to that investment. This simply meant that graduates should have the skills to 



contribute to the country's econornic productivity and social well being of the society. 

Universities were assaiied because they seemingly failed to serve the instrumental 

purposes of graduates despite the fact that university students - when compared with 

college and high school pdua tes  - achieved greater employment stability and received 

higher wages (Anisef, Axelrod & Lin, 1999). At the individual level, university students 

must carefully choose what they should study in order to satisfy the government's new 

regulations. 

1.3 A 'Mass Education' Mandate 

While changes in the Canadian economy dunng this period gave rise to an 

extended debate over the instrumental value of a university degree, concems about its 

utility or relevance in the labour market merely accentuated a broader debate already 

occumng over what should be the appropriate function of the university in a modem, 

knowiedge-based economy. Historically, the task of any university was to advance and 

disseminate knowledge, and to serve as a cultural centre (Scott, 1995). However, how 

these university functions were implemented varied by tirne and place (Jones, 1998)- One 

of the forces supporting the change of how universities function was the development of 

mass public education. 



Mass education exists when a significant of a population is enrolled in 

educational institutions. Compatible with this description, mass education could be 

defined here as an education that provides society with the majority of skilled labour. 

Mass education has occurred in al1 industrial societies, as Furlong and Cartmel(1997) 

observed that "young people fiom ail social classes tend to remain in full time education 

until a Iater age and higher education is becoming a mass expenence rather than the 

preserve of a small elite" (p.8). Mass education, fiom its beginnings in primary schooling 

in the mid-nineteenth century to post-secondary education in the mid-twentieth century, 

has been called one of the victories of modernisation (Scott, 1995). Providing society 

with the skilled labour force has been always the mandate attached to these 

deveiopments. 

Besides this mandate, mass education at the post-secondary level has also changed 

perceptions and expectaions of the society, as universities have evolved from ivory 

towers accessible only to an elite class into large, sprawIing institutions with large and 

diverse student bodies. Universities' relationships with societies, labour markets, and 

govemments have been changed accordingly. In Beck's mode1 of a risk society (1992, 

and 1994), extensive attention has been paid to the side effects of science and technology, 

such as pollution and medical hazards. But the hazards and insecurities, such as 

1 Some define mass university education as a system where between 15 and 40 percent of 
the 18- 24 age group are enrolled (Scott, 19952). 
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unemployment and underemployment, of mass higher education have not yet been fully 

addressed. To explore the mandate of m a s  uni~ersi ty education, one of the objectives of 

this dissertation is to investigate how university students cope with the hazards and 

insecurities which have &sen fiom the rapid expansion of university education in 

Canada. 

The development of mass university education associated with the risks of 

university graduates in the labour market raises the question of how should students and 

educational institutes take actions to cope with rthese risks. It also invites debate over 

what value we should preserve in the university education, and how we can minimise the 

tension between cultural and instrumental values, or the tension between liberal and 

vocational education. 

1.4 The Liberal Education Debate 

At the university level, the debate betwe-en generic and task-specific skills took 

the form of disputes over claims for the enduring value of the traditional liberal 

education. 

There exist historical analyses of the value of liberal education that have led to 

attempts to categorise universiw disciplines in ternis of either their instrumental or 

cultural orientation. One study by Wagner (1 998) attempts to establish a link to the labour 



market through a historical analysis of Aristotle's categorisation of knowledge. This study 

clearly indicates that liberal and vocational (professional) orientations relate to the 

disciplines within universities (Wagner, l998:333). 

If the classification of liberal and vocational education is rational, then we have to 

answer the questions of "What is a Iiberal education?" and "What is a vocational 

education?" Responses Vary, not only by time and place, but also by discipline and 

theoretical orientation. For the purpose of clarification, we rnight briefly define liberal 

education as a pedagogy which provides a broad, balanced, and human-centred education- 

Hence, the main function of liberal education is to advance and disseminate knowledge, 

which is consistent with the roles that traditionally the university has played. Vocational 

education, on the other hand, aims to provide specific skills for certain professions, in 

which ski11 training occupies the centre. Instead of providing fbrther details of the 

definitions of liberal and vocational education, we shall focus on the debate over their 

relationships. For instance, people suggest that "liberal education" is not compatible with 

"vocational education" (Bloom, 1987), and therefore, individuals must opt for one form 

at the expense of the other. We argue, however, that liberal education and vocational 

education are compatible. Certainly, as regards educational theory, there is no united 

front, even arnong the proponents of liberal education. The perspectives among liberals 

on how to defme liberal education have been historically divided into two major camps. 



One camp is based in modem Iiberalism, which emphasises individualkm as the ciriving 

force behind education. Another is built on nationalism, which stresses the interests of a 

nation. The former originates from the Edightenment Movement, while the latter derives 

fiom the Renaissance and the Romantic Movements. The former champions the tradition 

of sciences, emphasising their applications, while the latter believes in the humanities, 

which include pure sciences. 

The second reasoning is that the two educational models could complement each 

other if we carefully probe the dynamic changes in knowledge and ski11 structure. ft is 

understood that both knowledge and skiils are stratified, fiom abstract to specific, and 

from philosophy to concrete working skills. The boundaries between knowledge and 

skilIs have either intermittently or continuously changed over time via the development of 

human intelligence. The gap between knowiedge and skills has been shrinking since 

society has reached the information age, making knowledge and skills mutually 

trammittable. 

In brief, the debate over liberal and vocational education invites further 

investigation, and the argument of compatibility between liberal and vocational education 

needs support fiom an empirical analysis. These are the contributions to the debate that 

this study attempts to make. 



1.5 The Individual's Response 

The decision to choose a field of study represents a combination of personal 

interest, preparation, and opportunity. At the undergraduate Ievel, subject-matter 

preferences usually can be met by the standard university curriculum. The more salient 

limiting factors are found in the characteristics and situation of the individual. Beck 

(1 992) aitributes greater importance to individual factors in constmcting successful 

transitions to empIoyment. One of the chief means of exercising agency is through the 

choice of an educational program or field of study that offers greater opportunity for 

gainfùl and rneaningfùl employment- In general, Beck's theory assumes that persona1 

agency, rather than social-structural factors, significantly influences the life course. 

Evidence drawn from studies of post-secondary education suggests, however, that agency 

is important in school-to-work transitions, but so too is structure. Factors such as social 

economic status (SES) and gender continue to exert a significant influence, as do more 

immediate situational factors such as region and eilinicity (Krahn & Lowe, 1997, and 

Anisef et al., 1999). How these structural factors fiame individual expressions of agency 

such as choice of a field of study, enrolment in a liberal or vocational education program, 

or accumulation of related work expenence represents the broad interpretative approach 

for the study (Anisef & AxeIrod, 1 993; FurIong & Cartrnel, 1 997; Sweet, 1 997). 

The influence of structural factors depends on Iife stage as well as educational 



achievement. While SES may influence decisions and actions more directly at an earlier 

stage in the individual's academic career, Anisef et al. (1980) and Stokes (1988) found 

that SES have a strong impact on who goes to university and who goes to college. Other 

structural factors, such as gender, region, and ethnicity are assumed to exert a 

considerable influence in personal FOS choice. One example Anisef, Axelrod and Lin 

(1999) found is that women are more likely than men to select liberal arts. This study is 

about choice, but not in the same sense as participation and accessibili~ of the post- 

secondary education, 

To M e r  descnbe FOS as a rational choice, Lars Osberg (1 997) indicates that: 

The present trend in Canada is clearly to a system of greater individualised 
nsk, as pst-secondary funding falIs and tuition payrnents nse. Students must 
now be much suer  of their choices of area of study, since they are now faced 
with the prospect of a greater debt burden on graduation @p. 150- 1). 

In the context of choosing a university FOS, it is important to consider how university 

students have responded by using tbeir coping strategies to offset the risk in the labour 

market. 

The importance of individual response to risk exists in that the knowledge-based 

and skills-intensified econorny has not o d y  changed the labour market structure, but has 

also changed the relationships between education and labour markets. First of all, social 

class (SES) has diminished its influence on LM0 at university level while individual 



agency plays a more important role (Davies and Guppy, 1997). Second, the new economy 

"downloads the responsibility to individuals to ensure that they invest in themselves" 

@etcherman, et. al., 1 W8:4). It c m  be reasonably concluded that the social trend is 

toward greater individual responsibility in determining social advantages. Interpretations 

of the future of work and its requirernents cail for adaptation through education. Data 

drawn fiom various years of the NGS do suggest a trend in the way people have 

responded to changes in the economic and social situation in Canada by rnodi*ng their 

Figure 1 .1  

Trend tow ard Liberal/Vocational Education in 
Canadian Universities 

educational direction. A cornparison of the 1982 and 1992 surveys (Figure 1. l), for 

example, indicates a trend toward higher liberal education enrolments. Though scholars 
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do express a concern for what they see as an uncertain future for liberal education 

(Axelrod, 1999, Bloom, 1987; Emberley & Newell, 1993), a longer penod is needed to 

test the stability of the trend shown in figure 1.1. The complex meanings of higher 

enrolments in liberal education are eiaborated upon throughout the data analysis reported 

in this dissertation. An important initial understanding is that underlying this trend is the 

selection of vocational or liberal FOS which are iinked to career decisions -- and more 

generally to life chances. It is important to understand the basis for choice of what is 

clearly a fonn of risk-taking. 

While previous interpretations of the antecedents to participation in advanced 

learning emphasise social structure, Beck (1992) suggests these structural factors are 

more salient in the new economy and in the minds of individuals who increasingly are 

responsible for planning career directions. Beck's analysis provides an interpretative 

framework for analysing the influence of structure and agency on FOS choice. In other 

words, "stmcnired individualisation" will form the framework to explore the causes and 

consequences of FOS selection (Rudd, 1 997). 

1.6 The FOS - Outcornes Mode1 

From a perspective of persona1 agency, life c m  be seen as a chain of choices, and 

different choices, to a large extent, will produce different outcomes. Researchers that 



study accessibility of post-secondary education concentrate on the questions of "who 

chooses post-secondary education, and who does not." Of those who decide to go onto 

post-secondary education, further questions arise: "who chooses university?" and "who 

chooses college? "(Anisef, et al., 1985). This dissertation extends the analysis by focusing 

on the choice of FOS by university graduates, and the relationship of such choices to 

employment and other outcornes, two years after graduation. Data fiom the National 

Graduate Study in 1990 are employed to conduct this analysis. 

The econornically stressfil period of the 1980's provides a unique op port uni^ to 

examine the role of structure and agency in explaining FOS choice and the relationship 

between FOS and educational returns. Figure 1.2 outlines the position of FOS choice in 

the transition processes under study. Antecedent pathways to enrolment and choice are 

shown as the first part of the diagram, which indicates how social structure and personal 

agency influence the selection of FOS. At this stage, FOS choice is treated as a dependent 

variable, and the structural and agentic variables are regarded as independent variables. 

Specifically, gender, age, parental education, ethnicity, and region are defined as 

individual's social position. Individual strategies of coping with risks (such as post- 

secondary education before the university program, work experience) are regarded as 

examples of personal agency. 

In the second part of the diagram, FOS is considered as an independent variable, 



which shows the direct impact on labour market and other returns. Specifically, the 

outcornes are divided into two parts: econornic and non-economic. The former includes 

employrnent status, incorne, job stability and continuity, and the latter covers job 

satisfaction, and education and job relevance. 

Figure 1.2 

Modelling the Empirical Analysis 
h .  

1 Gemder 

UnempIoyrnent Ra 
Income 
Job Stability 
Job Continuity 

I Education and Job Relevance 

It should be noted that coping strategies involve the management of nsk and 

transitions refer to the movement fkom school to the initial job. There are several 

assumptions underlying this study. First, FOS choice is not a randorn process in which the 
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whole selection is based on social structure and persona1 agency. Second, socio- 

demographic or structural variables retain îheir ability to constrain, but not determine, 

selection of FOS as different pathways, considered as evidence of persona1 agency, to 

university display more explanatory power in this selective process. Third, FOS choice 

between liberal and vocational education is an expression of risk-taking, which results in 

differential labour market and other outcomes, such as incorne, and personai satisfaction. 

Fourth, strategies (e.g., part tirne study, CO-op program participation) of coping with 

potential risks in the labour market, an exercise of persona1 agency which university 

graduates used during or afier their study, may significantly enhance monetary and non- 

monetary returns to the educational investment. 

1.7 Significance and Implication of the Study 

1.7.1 Significance 

This study expands and elaborates previous research on the link between FOS 

choice and the labour market outcomes. The analysis contributes to the existing literature 

in several ways. 

First, ir introduces the theory of risk society to guide the discussion surrounding 

FOS choice and the LMO. Second, the analysis tries to link students' risk management to 

FOS choice, which extends the existing literature to the areas beyond the only 



relationship between FOS choice and labour market outcomes (see Allen, 1998; Cote and 

Sweetman, 1997; Davies and Guppy, 1997). Third, it attempts to classi@ FOS choice as 

liberal or vocational demonstrates a historical significance and a contemporary urgency 

debate over university education. Founh, this study employs a nationally representative 

database (the NGS), which enbances a national profile of the university graduates in 

Canada. Fifth, it broadens assessrnent of renims to investment in a university education, 

which extend the outcomes beyond labour market to better accommodate the potential of 

the liberal education. Sixth, it adopts an empirical approach to an issue (liberal versus 

vocational) that previously has been dealt with primanly on the basis of anecdotal 

evidence (BIoom, 1987; Emberley & Newell, 1993). 

1.7.2 Implications 

Theoretically, the examination of structure and agency factors has implications for 

the generalized notion of "structured individualisation". 

The distinction between liberal and vocational FOS -- and the analysis of retums 

to investment in these educational areas - suggests alternative directions for the relative 

emphasis given each in the changing curricular directions currently contemplated by 

universities in Canada. 

Job Future (1996) developed by Human Resources Development of Canada airns 



to provide students with job prosperity. However, it provides neither direction on how to 

select a FOS, nor awareness of the fluctuations of the labour market and the risks of 

chosen FOS, nor case studies on how to deal with risks in the labour market. This study 

has potential to broaden these areas based on the experience of 1990 university graduates. 

Mass post-secondary education funded by tax revenue in Canada has been 

strongly influenced by government policy (Cameron, 1997). However, a good post- 

secondary education policy should be made by well-infonned decision-makers. The 

information revealed fiom this study could provide suggestions on how to reengineer 

Canadian universities in the new economy. The reasoning is that individual choice of 

FOS depends, to a large extent, on the fields provided by universities. Therefore, the 

question of personal choice shifts attention to the curriculum concerns of the university. It 

is noted that this dissertation does not directly deal with institutional arrangement or 

university restructuring. However, the outcome research reported in this dissertation will 

identiQ the labour market experience of university graduates in different FOS, 

particularly in either liberal or vocational fields. This empirically-based information will 

provide decision-makers with some ideas about the directions Canadian universities 

could take, if students are to be well prepared to move into the 2 la century. 



1.8 Delimitation of the Study 

First, this dissertation deals only with university graduates with bachelor degrees, 

and does not include those with Master's and PhD degrees. Second, only those FOS with 

clear liberal or vocationai orientations are selected (see detaih in Chapter Three), and 

excludes (24.4%) of graduates in other FOS. Third, wîth only one cohort, it is a bit 

diEcult to use SI in a Iife course manner and be able to clearly separate the eflects of 

structure and agency, since tirne and place are relatively fmed, However, it is possible to 

do so with multiple generations or cohorts (Heinz, 199 1 ), which will be the task of a 

fùture study. 

1.9 Organisation of the Thesis 

The dissertation tries to answer the question "How do university graduates cope 

with risk?" After describing the scope of the study in Chapter One, Chapter Two explores 

the nature of the new economy, the theory of n s k  society, the development of mass public 

education, especially mass higher education, in Canada and its impact on other parts of 

the society. As a reflexive process, Chapter Three explores the historic development of 

liberal education, which also requires that we reassess the meanings of university 

education. From a historical perspective, debates over liberal and vocational education 

within universities are introduced to rationalise the decision to dichotomise the various 



FOS as liberal and vocational. Chapter Four lays the foundation for examining how 

students manage nsk through the strategies they developed during their university study; 

NGS as the data source is introduced and variables used in the analyses are descnbed. 

Chapter Five serves as the core of this dissertation. The first part of the chapter deals with 

analysing the causal relationships of social structure and persona1 agency and FOS choice. 

The second part of Chapter Five explores the relevance between university education and 

empioyment, which will firther test the choice of liberal or vocational education through 

subjective evaluation of university graduates on skills related to critical thinking, wrïting, 

speaking, and decision-making. The final chapter provides a summary of and commentary 

on the findings. It then offers specific recommendations as to how universities might 

embed liberal education in their cumcula and programs. Assuming that liberal and 

vocational education are complernentary - a view supported by the findings of this study 

- it is argued that an embedded liberal education will more effectively prepare Canadian 

university graduates for the new century. Finally, the dissertation concludes with 

suggested avenues for fùture needed research. 



Chapter Two 

Field of Study in A Risk Society 

University entry and graduation mpresent two imporîant points of transition in the 

life course of well-educated youth. The e s t  is a school-to-school transition1; the second 

is a school-to-work transition. Research suggests that the k t  transition, especially FOS 

setection, has an important impact on t h e  second transition, as it does matter what one 

studies in herhis post-secondary programs according to LM0 (Cote & Sweetman, 1998). 

A similar study also rweals the importance of FOS choice, as the educational investrnent 

r e m s  of graduates in Canada varied widlely by fields of study (HRDC, 1996). 

Differentiated consequences highlight the risks associated with FOS decisions, and urge 

us to rethink how wiiversity students have coped with the risks resulting fiom a changing 

workplace, nsk society, and the developrnent of mass public education. Beck's theory of 

risk society (1 992) is introduced to explore analysis of uncertain life course transitions 

expenenced by young people. The theory of risk society raises the issue of emerging 

individualism, which is further developed by Rudd and Evans (1 998) who daim that 

youth transitions are influenced by both structure and agency which are combined 

together organically as 'struchired individiialisation'. Moreover, Lowe and Krahn (1 995) 

suggest that the relationship behueen structure and agency is best understood by 

1 This simply means educational background before university entry, no matter where 
applicants corne from (either fiom work o r  f?om hi@ school). 
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contextualising structure-agency dynamics in a particular place and tirne. Guided by the 

theory of risk society and its development in youth transition Iiterature, this study focuses 

on 1992 National Graduate Survey (NGS) of 1990 graduates, and places us at the 

university level where the school-to-school and school-to- work transitions take place. To 

answer the question of how university graduates cope with risk, this chapter first 

introduces the theory of a risk society, then reviews transition Iiterature, especially nsks 

in transition fiom school to work. Finally, mass education, a feature of the risk society, is 

explored to assess its influence on these transitions. 

2.1 Theory of Risk Society 

The theory of a risk society, developed by German sociologist Ulrich Beck, is 

gaiinng momentum in North America. It stems from the emergence of the environmental 

movement in the 1970's (Beck, 1995), but rapidly breaks the boundaries of the 

environment movement into the areas that include almost al1 social arenas. As it is a 

relatively new approach, it is necessary to bnefly outline the theory of risk society in a 

way that the questions addressed in this dissertation can be adequately explored. 

2.1.1 Core Concepts of the Theory of Risk Society 

The core concept of the theory of risk society is "reflexive modemization, which 

is a characteristic of the new risk society" (Lash & Wynne, 1992:3). Different from the 
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industrial society which built on ordinary modernization (commonly referred to 

industrialisation and urbanisation), 

refl exive modernization means the possibility of a creative (self-) destruction 
for an entire epoch: that of industrial society. The 'subject' of this creative 
destruction is not revolution, not the crisis, but the victory of Western 
modernization Peck, et al., 1994:2). 

The process of creative seIf-destruction displays that the more modernized a society 

becomes, the more the foundations of the industrial society are dissolved, consumed, 

changed and threatened (Beck, 1994: 176). With the gradua1 coIlapse of the old 

foundations of the industrial society, the ability to deal with the resulting fear and 

insecurity becomes an essential cultural qualification; thus, cultivating such an ability 

becomes an essential mission of pedagogical institutions in the risk society (Beck, 

1992:76). Here, the concept of creative self-destruction, which initially sounds 

pessimistic, implies an optimistic cornponent. The newly created society may overcome 

some of the problems induced by the industrial society. As can been seen in the ensuing 

discussion of how individualisation and education in the risk society have exposed the 

feudal side of the industrial society (e-g., gender inequality) under atrack. 

Beck's concept of reflexive modernization echoes the Marxist theory of capitalist 

alienation2. One of the differences, however, is that while Marx emphasises the demise of 

2 Alienation means the ironic relationship of being controlled by the products of one's 
own action (Collins, 1988: 102). Influenced by Hegel's philosophy, Marx once predicted 
that capitalism creates its own gravediggers, a working class who will finally destroy 
capitalism (Marx and Engels, 197 1). 



capitalism, Beck stresses its victory. The demise of capitalism is the birth of communism 

according to Marx (Marx & Engels, 1 Wl), who believed in the linear progress of human 

history, which has evolved from a primary to an advanced cornmunist society. 

Nevertheless, Beck rejects a Marxist notion conceniing the linear development of 

cornmunism, and instead explains that industrial society has experienced its reflexive 

stage of creative self-destruction, challenging the perspective of a linear progress. As a 

result of these diseremes, a significant watershed has emerged between Marxism and the 

theory of risk society. 

Beck's risk society, because of its critical view of industrial society, is widely 

regarded as a postmodemist theory (Heinz 199 1; Lowe & Krahn, 1995). However, Beck 

and his colleagues carefully distance themselves from both modernism and 

postrnodemism. In the introduction to Risk Societv, Scott Lash and Brïan Wynne (1992) 

characterize the theory of reflexive modemization as a compromise between modernism 

and postmodernism. As more societies modernize, more agents (subjec ts) acquire the 

ability to reflect on the social conditions of their existences and thus are able to change 

them in the direction in which the new social conditions move. The controversy between 

modemists and postmodemists is thus overcome in a third way through reflexive 

modemization, a cntical view exarnining modemism and postmodernism which does not 

totally separate them (Beck, 1 994: 1 74). With these distinctions from Marxism, 

modeniism and postmodernism, the theory of risk society is rapidly gaining momenturn 



in Europe and North America (Lowe & Krahn, 1995; Rudd, 1997). 

2.1.2 Characteristics of the Risk 

Under the fiamework of reflexive modernization, "risk" occupies the central 

position, and may be defined as "a systematic way of dealing with hazards and 

insecurities induced and introduced by modernization itself' (Beck l992:2 1)- Risk here is 

primarily defined as a method of coping with uncertainties instead of consequences (e-g., 

danger, opportunity). As a systematic method of dealing with uncertainties, risk bears 

important features. 

First, risk essentially expresses a future component (author added), but also 

pertains to the anticipation of destruction in the sense that risks are already present (Beck, 

1992:33). Therefore, risk is a sense of future possible devastation, in which the real 

destruction has not yet been done. Risk consciousness, however, is at ieast in part a 

reflection of previous (indirect) experience of devastation. Simultaneously, there exists an 

opportunity underlying risk, which is called creative destruction. 

Second, risk is a random phenomenon, which has no clear direction that shows its 

impact. As Giddens (1 994) suggests, 

On the one side, we can easily discern many new opportunities that 
potentially free us fiom the limitations of the past. On the other, almost 
everywhere, we see the possibility of catastrophe. And in many instances it 
is difficult to Say with any degree of surety in which direction things will 
move (p. 184). 



Such uncertainty often places individuals in a gambling situation while making critical 

decisions, and even carefil investigations cannot totally prevent them fkom being in such 

a situation. 

Third, nsk tends to be perceived as an individual instead of a social crisis, and this 

may be referred to as localization. The meaning of iocalization is expressed here as a 

social crisis appearing as an individual crisis, since the crisis is not perceived as rooted in 

the social realm (Beck, 1992:28 & 100). Unemployrnent, mainly perceived as a persona1 

problem, is a typical exarnple of the localization of risk. 

Finally, risk society is a global society because risk c m  easily transcend national 

boundaries as risks shifi from one society to another unpredictably, as with air pollution 

and other natural disasters. Moreover, a globally standardised media network and rapidly 

improved telecommunication make institutional and national boundaries, in a certain 

sense, no longer valid (Beck, 1992: 133). 

2.1.3 Why Do We Feel More Risky? 

The previous discussion on nsks may give us an impression that we are currently 

facing more nsks than did people who lived in previous eras. One might question whether 

this perspective is justified or are we actually safer than people who lived in earlier tirnes? 

After investigating the process of civilisation, Lubbe (1993) concludes that: "the 

achievements of modem technology and organisation have made us far safer from natural 
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catastrophes today than at any other time" (p.25). The hurnan achievement of safety 

against nahird disasters, however, does no t prevent us fiom an increase of nsk 

consciousness. The reason for this is that as human society increases its awareness of 

nsks, it simultaneously decreases its willingness to accept vital risks (Lubbe, 1993:26). 

Therefore, it can be concluded that "nsk is al1 in the mind - a constr~ct'~ (Ibid., p.7). 

However, this claim is a one-sided argument as risk consciousness is neither a pure 

construction of the mind, nor a factual reality. Previous expenence, even learnt 

consequences of destruction, indicate possible material sources of risk consciousness. 

Hence, risk consciousness results from the interaction of human society with its changing 

environment in general and the workplace in particular, and may include both human 

construction and material foundations in our nsk consciousness- 

AIthough in some areas, we are much safer than people who lived in previous eras 

(for example there is less nsk of famine), in other areas, we expenence greater risks (such 

as pollution or trafic accidents). In connection to the issues discussed in this dissertation, 

we encounter a nse of similar nsk çonsciousness in relation to LM0 among university 

graduates in Canada while exploring the transition fiom school to work associated with 

FOS choice. On balance, humans are not really facing more risks than they did in the past, 

but the process of individualisation, which fiees people fiom the existïng social 

structures, may play a role in enhancing o u  nsk consciousness. 



2.1.4 Individualization 

Al1 progress humans have made through modemization in the past several 

centuries seems, paradoxically, to have resulted in an increase of risk consciousness. A 

key rnechanism that contributes to the increase is the process of individualisation. 

However, the theory cannot be accepted without considering that if the whole society 

were individualized, how could we explain the utility of social structures (Heinz, 199 1 ; 

Krahn & Lowe, 1996). 

To address these concems, the logic of individualisation, the role of education, 

and the implications of individualisation to individuals and society in a nsk society will 

be discussed- 

2.1.4a Logic of Individualization 

Individualisation is a process that responds to changing socio-economic 

conditions. The rationale is that when modemization reaches the reflexive stage, it 

involves not o d y  structural change, but also a changing relationship between social 

structure and social agents. As a consequence, agents tend to becorne more 

individualized, that is, decreasingly constrained by structures. In effect, stnictural change 

forces social actors to become progressively more free from structure. And for 

modemization to advance, these agents must release themselves fiom structural constraint 

and actively shape the modemization process (Beck, l992:2). 
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Beck continues: 

Individuais must then, free of these structures, reflexively construct their 
own biographies. In the sphere of work the process of structural change 
leads to individualisation in two senses, through the decline fust of class 
structure and second of the structural order of the Taylorist workplace. The 
resultant individualisation again opens up a situation where individuals 
reflect upon and flexibly restructure the rules and resources of the 
workplace and of their leisure t h e  (1 992:3). 

Beck follows with a discussion of the changing workplace and FOS choice, briefly 

touching on these two aspects of individualisation. The whole process of 

individualisation, with people who are relatively fiee from social class and existing 

working rules, empowers personal agents to become active forces who construct their 

own biographies. However, Beck's thesis of individualisation has been cnticized for 

neglecting the forces of social structure. It has been criticized as premature, according to 

Heinz (1 99 l), to interpret these social changes as a radicaIly new pattern of social 

relations between institutions and individuals who have been set free from class relations 

and cultural traditions (p. 13). Perhaps Beck was misunderstood in this respect, insofar as 

he argues that "structures also play a central part, in the sense that strucnires change 

structures" (1992:175). It can also be argued that individualisation does not deny the 

hnctions of social structures, but reassesses the influence of two determinants of life 

course, social structure and persona1 agency. We should not exclude either social 

structure or personal agency factors fkom the analysis while applying Beck's theory of 

risk society in studying FOS choice among university students in Canada. The view that 



includes both social structure and personal agency when studying individual FOS choice 

is quite different fiom the view of traditional structuralism which usually treats agency as 

a residual factor. Therefore, the objectives of this study aim at theoretical examination 

and policy implication. The former refers to the notion of structure and agency and its 

derivative 'structured individualisation'. The latter invoives the debate between liberai 

and vocational education underlying the concem over links between education and work. 

2.1.4b Role Played by Education in the Process of Individualisation 

Individualisation means that the relationships between social structure and social 

agents are changed when modernization arrives at the reflexive stage. The central 

meaning of individualisation is that individuals hold more responsibility for their 

destinations. Then, the question is "Who are the agents"? To answer this question, we 

have to pay some attention to the role played by mass education, especially the univenity. 

It is understood that universities, via their knowledge production and dissemination, are 

significant forces in modem society. A detailed discussion of mass education is placed in 

the last section of this chapter, which highlights that mass education is part of the risk 

society, and has a significant influence on university education policy. For the moment, 

however, how mass education accelerates the process of individualisation will be 

explored. 

First, mass higher education, especialIy at a university level, accelerates the 
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process of individualisation. As individualisati8on depends on a broad dissemination of 

knowledge, the university has emphasised on t b i s  process. According to Beck (1992), an 

educated person with reflexive knowledge of the  conditions and prospects of modernity is 

an agent of reflexive modernization (p.93). M a s  higher education has provided a large 

number of well-educated people who make individualisation possible in an entire society. 

Moreover, mass higher education fùnctions as &e institution to disseminate and create 

knowledge, which has led to a significant rise of risk consciousness since the pioneer 

work of the environmental rnovement (Meadows et al., 1972). Beck (1 994) suggests that: 

The social and natural worlds today are thoroughly infûsed with reflexive 
human knowledge; but this does not lead to a situation in which 
collectively we are the masters of Our destiny. Rather to the contrary: the 
future looks less like the pgst than ever before and has in some basic ways 
become very threatening (p. vii). 

In this comection, mass education, which distributes and creates knowledge, does make 

us more awue of possible risks. 

Second, rnass education not only changes the ways that educational institutions 

disseminate and create knowledge, it also changes patterns of how students act on 

campus. According to Beck (1992), the impact of modem education makes contemporary 

students fundamentaIly different from traditional ones (p.97). Arguing against the 

structuralist perspective, he ciairns that education makes a certain degree of self-discovery 

and reflection possible, and as the years of schooling increase, traditional orientations, 

ways of thinking, and lifestyles are recast and displaced by universalistic forms of 



leaming and teaching, as weii as by universalistic forms of knowledge and language. The 

university gains importance in this process because the most important educated persons 

who c m  effectively act as agents in the process of reflexive modemization are rnainiy 

trained through universities in contemporary society, especially in the areas of liberal 

education (Anisef, AxeIrod, & Lin, 1999). 

Third, "education and attentiveness to information open up new possibilities of 

dealing with and avoiding risks" (Beck, l992:35). This is the meaning of creative self- 

destruction in an industrial society, an optimistic view of the theory of nsk society. The 

problems or promises contributed by mass education in creating a risk society make us 

understand why it has been often regarded as a scapegoat as well as a solution for the 

major problems we are facing. Therefore, "everphere educational reform is 

accompanied by a dependency on education. More and more groups get caught up in the 

race for educational credentials" (Beck, 1 992:97). 

2.1.4~ Implication of Individualisation 

The whole process of individualisation in a risk society undermines the structural 

forces of industrial society. One of the examples is that industrial society is based on an 

unequal gender division of labour, because: 

industrial society never is and never was possible only as industrial 
society, but always as half industrial and half feudal society, whose feudal 
side is not a relic of tradition, but the product and foundation of industrial 
society (Beck, 1992:89). 
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In other words, such a division of male and female roles ensures the functions of the 

traditional nuclear family. "Without the nuclear family, there would be no bourgeois 

society with its typical pattern of work and life" (Beck, 1992: 104). Obviously, the 

traditional division of labour based on gender is under attack in the risk society, so too is 

it under scrutiny in the transition from schooling to work. 

Closely connected to the division of labo-a based on gender is that a conmry 

organisational principle separately applies to productive and family work (Remch, 1986). 

The market principle applies to productive work, but unpaid farnily work is taken for 

granted, something irnposed as a natural dowry through marriage (Beck, 1992: 107). As 

well, the feudal side of industrial society has been expressed in education. Universities, 

for example, were traditionally for men, where only men spoke tu and wrote for other 

men (Smith, 1997: 163). In the stage of reflexive modernization, the foundation of the 

family (e-g., marriage, sexuality, parenthood), gender roles, and separation of productive 

and farnily work are called into question in the course of the actual equalisation of gender 

(Beck, 1992: 104). The egalitarian movement of gender roles seems to gradually diminish 

the feudal sides of industrial society. This sets the stage for us to briefly explore gender 

role in transition from school to work (Chapter Five). Again, risk society, viewed 

optimistically in this respect, may provide better ways to deal with risks associated with 

gender inequality. 



2.1.4d Beyond Linear Progress 

The theory of risk society treats industnal society as a double-edged sword: its 

victones are accumpanied by its risks. One of the biggest risks we are facing is that we 

are still living on the legacy of an industnal society which depends on perpetual growth 

(Gellner, 1983). This perpetual growth is usually assurned to support steady employment, 

even full employment. Under such an assumption, any severe economic recession will 

become a vital problern of the socieq, which can remove a popular govemment from 

office if massive unemployment persists. Therefore, economic growth and job creation 

are the paramount tasks of any govemment in an industrialised country. To fulfil these 

duties, the industrial society seerns to repeat a history underpinned by the perspective of 

linear growth: 

How is it possible that our society fails to recognise the vast challenges it 
faces. Al1 past societies believed, always falsely, in their own immortality 
- while we Olympians of today have truly scaled the peak of development. 
Indeed, this is precisely what distinguishes our epoch from al1 others, none 
of which thought any differently . . . The provincial self-consciousness of 
the age, its incapacity to look beyond the narrow horizon of the prevalent 
unquestioned assumptions, was and is the end-of-socie~al-history thesis 
(Beck, 19953). 

Indeed, the ideas of progress and linear development are deeply rooted in human nature3, 

reinforced by the great achievements of capitalist development in the past several 

centuries. Despite these achievements, Beck argues that the "civilised world is no more 

'AS a simple expression of this idea, people anticipate that their future will be better than 
their past and parents dream that their children will be better off in the future. 



than a (disproved) hypothesis that we have not yet put behind us, and now is the tirne for 

the counter-hypothesis" (Beck, 1995: 13). Actuaily, even the counter hypothesis cannot 

get rid of nature being perceived as a disproved hypothesis. Cornpetition between the 

hypothesis and counter-hypoîhesis is the way science develops according to Popper 

(1959). The result of this cornpetition is that the idea of linear progress (one of the foms 

of detenninisrn) has to be abandoned, 

Challenging the idea of linear progress, the past few decades have witnessed 

conflicts over progress erupting in science, particularly with respect to technology. Not 

onIy is science internally divided, and continually contradicting its own safety daims, but 

also progress in the science of nsk represents a decline of scientific authonsr on safety 

matters (Beck, 1995). Risk calculations can be interpreted differently, and experts who 

work in the same areas often provide contradietory recommendations (such as healthy 

food, or effective medicine). Similar conflicts have exploded in social sciences, which are 

ofien expressed as serious controversies over questions such as university restructuring, 

crime control, or government spending. Al1 of these signie that development in both 

natural and social menas is beyond linear progress, which has had a profound impact on 

the ways how higher education is teaching and doing research. 

In bnef, the theory of risk society is an attempt to form a counter hypothesis 

against the idea of linear progress. The core claim is that industrial society has entered its 

reflexive stage in which nsk and risk consciousness substantially rise. To cope with 



actual/perceived risks, agents who have been educated are becoming individualized. 

These individualized agents actively seize opportunities to optimize their life course by 

detaching themselves fiom existing social structures. They are still facing nsks, but the 

way they make choices shows that they differ significantly fiom traditional agents. 

2.2 The Changing Workplace and Individual Response 

Like many other developed countries, the workplace in Canada has been 

significantly changed since the beginning of the 20" century, especially over the last two 

decades when the risk society has gradually taken shape world-wide (Furlong & Cartmel, 

1997). To cope with nsks and new opportunities brought through these changes, 

Canadians have increasingly invested in their education and training. It is essential, 

therefore, to assess the link between education and work under such a new circumstance. 

The investigation starts fiom the question of what changes have occurred in workplace, 

and how they influence the youth transitions in their Iife course. 

2.2.1 The Changing Workplace 

There are many different ways to measure the changes that have occurred in the 

workplace. Nevertheless, this dissertation explores the changes that have happened in 

occupational structures, the nature of work itself, and the accepted employment standards. 

It should be noted that al1 these changes are interrelated in nature; their separation only 

41 



serves the purpose of facilitating a detailed discussion. 

2.2.la Changing Occupational Structure 

Occupational structures in Canada have significantly changed over the 20' 

century. Figure 2.1 shows that the agricuItura1 workforce in Canada, for example, has 

Figure 2.1 

Labour Participation by Occupation Group 
Source: statistics Canada, census of Canada and Catalogues 93151 

Percentage of Labour Paru'cipation 

substantially declined. In 19 1 1, 34% of the total labour force worked in agricultural 

occupations; by 1986, only 4% of workers were employed in this sector. These figures 

indicate an increase of efficiency in agricultural practices, which, as a consequence, 
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provide the surplus labourers for other newly developed industries. More slowly than 

agriculture, occupations in the mining, fishing, and forestry industries have also 

expenenced varying degrees of downsizing, In contrast to the decline in employment in 

primary industries, opportunities in the service sector have steadily increased over a long 

period. For instance, only 4% of the labour force was employed in clencal occupations in 

191 1; by 1986, clerical workers represented 18% of the total workforce. A significant 

increase in professional occupations is also observed. In 1 9 1 1, only 4% of the labour 

force was employed in professional occupations which rose to 16% in 1986. Although 

manufacturing, transportation and construction occupations expenenced ups and downs 

between 19 1 1 and 1986, the generd employment trend in these fields has been declining. 

From these occupational structural changes, we conclude that Canada's economy has 

moved toward service, especially an information service, economy. 

2.2.lb Changing Nature of the Workplace 

Under the surface of occupational structura1 changes, however, we have observed 

that two key features of the changing economy are reflected in knowledge-based and 

skills-intensified characteristics. It should be noted that most studies do not strictly 

distinguish knowledge fiom skills. However, it is critical in this dissertation to distinguish 

both. The term, knowledge-based, refers to general, including academic, persona1 

management, and teamwork skilIs (Betchennan et. al., 1998:8). "Skills-intensifier 
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involves specific techniques, including "know-how" and job specific skills. These two 

important characteristics of the new economy are immediately at the centre of debates 

over the relationships between education and LMO, as well as the debate over liberal 

(knowledge-based) and vocational education (skill-intensified). Research suggests that 

two different types of education have produced different LM0 (Job Future, 1996), which 

reinforces the importance of FOS choice among university students. 

The changing workplace can be encapsulated by asking the question "What is 

work?" In answering this question, Gellner (1983) suggests that work in an industrial 

society "is no longer ploughing, reaping, thrashing. Work in the main, is no longer the 

manipulation of things, but of meanings" (p. 32). It is understood that changes in the 

workplace have developed through a gradua1 but irreversible process. In the past two 

decades, the workplace has required not only manipulating but also understanding 

meaning in order to filfil tasks. If the meaning of the changing workplace is fùlly 

comprehended, a liberal education that provides flexibility to cope with changes should 

prevail in university education. 

2.2.1~ Declining Work Hours 

Along with the changes in occupational structure and the workplace, a discussion 

of a long-term decline iri the nurnber of working hours in OECD countries measures the 

changing nature of the new economy fiom another angle. A century ago, for example, 



people worked on average about 2,770 hours per year. Today that figure is approximately 

1,700 hours for a majority of countries (OECD, 1 W6b: 36). In other words, people in the 

OECD countries are currently spending about 60% of the time that people a century ago 

spent working. Obviously, the increase of productivity has provided an opportunity to 

decrease working hours which has also been underpinned by the changes in occupational 

structures and the nature of work. This trend continues as is evident by the solutions (e-g., 

the four-day work week) for chronic unemployrnent in advanced economies (Betcherman 

& Lowe, 1977). Similar to other changes in the workplace, the long-term decline in 

working hours has meant an increase in the tirne avaiIable for other activities, such as 

family life, travel, leisure, education, and training. 

2.2.ld Non-standard Employment 

It will take more t h e  to test a hypothesis that claims full time employrnent is a 

result of rnass production, while part time, contract work, and self-employment link to an 

information age. However, with the changes in occupational structure, work nature, and 

working hours, the relationships between employer-employee have changed accordingly. 

As the result of al1 these changes, a substantial increase in non-standard employrnent 

(e.g., part time, short-term contract work, and self-employrnent) has occuned over the 

past twenty years (Betcherman, et. al., 1998:33-4). In 1997, for example, the non-standard 

employment represented 32% of al1 empIoyment, cornpared to 25% in 1976 (ibid. p.33). 



An increase of non-standard employrnent has contributed to economic anxiety, and has 

challenged the traditional idea of job security. Fear of job loss constitutes the greatest 

insecurity within low-income groups as well as the middle cIass (Betcherman & Lowe, 

19975). If there is a logical Iink among these changes in the workplace, it must be due to 

the increase in human knowledge, and technology progress. In Beck's words (1992), this 

is the victory of modernisation, which leads us to discuss the nsk and opportunity in the 

process o f  FOS choice. 

2.2.2 Risks and Opportunities 

In English, the word "risk" usually carries a negative meaning; for example, 

Memam-Webster's Collegiate Dictionary defines risk as "a possibility of loss or injury". 

Risk in Chinese, however, conveys two meanings: danger and opportunity. The wisdom 

of this definition is that it places the risk in a crossroad situation where alternative choices 

can result in either negative or positive consequences. The meaning of risk in this 

dissertation ofien includes the two meanings. In addressing the risks university graduates 

expenenced in transition from schooi to work, this dissertation explores what risks and 

opportunities they faced and how they responded while selecting their FOS. 

2.2.2a Risks 

For young people, the LM0 are situated at the centre of the risk concem because 
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employrnent statu plays a central role in shaping the sense of individual identity, which 

is ofien described in terms of either pnde or crisis. One thousand youths interviewed by 

The Toronto Star provide us with some resoundingly pessimistic images of modem youth 

in Toronto (Ferguson, Talaga & Menon, 1997). Some of the problems, such as 

unemployrnent, and unpaid education debt, are directIy linked to a Iack of jobs. Other 

problems, for instance, underemployment and lower earnings, are related to mismatches 

between education and employment status- Some university graduates even thought that 

poor FOS choice has resulted in their unemployrnent- In the following sections, we will 

explore risk as dangers (e.g., unemployrnent) and as opportunities (e-g., social mobility). 

Unemployment 

"Structural Functionalism" and "Human Capital Theory" assume there is a natural 

link between university education and the labour market. According to these theories, the 

university functions as an institution which provides a skilled labour force for the labour 

market. As individuals, university graduates are rewarded for their educational investment 

by obtaining decent jobs. However, such a link has become increasingly problematic in 

recent years. As GeIIner (1 983) reveals, industria1 society depends on perpetual growth, 

seen by many traditional theorists and politicians as an opportunity to provide full 

employment. However, the concept of this unlimited growth has been increasingly 

challenged, as has the idea of full employment. Under government economic stimulation 

prograrns, a forced slow growth has created the so-called jobless growth (OECD, 19Ç6a), 



which fùrther dims the prospect of employment. 

There is consensus that unemployrnent has become a chronic problem, to some 

extent, in alrnost al1 industrialised countries. As a consequence, the working culture of an 

industrial society is challenged by the flexibility of working tirnes and places, which blurs 

the boundaries between work and non-work4. As a result of this flexibility, the previous 

legal and social premises of the employment system are "modernised away" by mass 

unemployrnent which, tentatively defhed as a popular experience in a given population, 

is integrated into the occupation system in new forms of pluralised underemployment 

with al1 the associated hazards and opportunities (Beck, 1992: 13). As an example of mass 

unemployrnent, Beck (1992) observes that one-third of the population was unemployed at 

least once in Germany between the years 1974 and 1983. Similarly, the longitudinal study 

of baby boomers in Ontario reveals that about 42% of respondents were unemployed at 

least once between 1978 and 1994 (Anisef, et al., 1996). From a national perspective of 

unemployrnent, Table 2.1 indicates that youth unemployment has been a serious problem 

Table 2.1 Unemployment Rates for Selected Age Groups by Educational Attainment 

Age Year 
Less than So me Graduated Some PSE Universit 

Group Grade 9 Secondary from HS PSE Certificate y Degree 
Total 

15-24 1993 30.7 26.1 19.4 13.7 15.0 9.7 19.5 

ages 1983 17.1 16.7* NA 12.3 9.2 4.7 13.9 
* Also includes those who have graduated from high school. Source: Profile of Post Secondarv - - - 
Education in Canada 1994 

4 For example, the non-standard employment (including part time work, short tenure 
work, and self-employrnent) as a percentage of total employment in Canada has increased 
from 25.2% to 30.5% during the periods from 1976 to 1995 (Betcherman & Lowe, 1997). 
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in recent decades. However, education does play a role in reducing unemployment as 

university graduates display the lowest rates. Despite a better employrnent pichire for 

post-secondary graduates in general, university and college graduates in the 15 to 24 age 

group are stiil suffering from serious unemptoyment. Their unemployment rates, as Table 

2.1 suggests, appear stable over the decade from 1983 to 1993 and are often close to or 

higher than the national average of unemployment figures for al1 ages. 

In addition to the general picture of high unemployment for fresh university 

graduates, unemployrnent rates significantly differ from one field to another. For instance, 

graduates in health professions and education experienced a lower unemployment rate of 

4 and 5% respectively in 1986, while 16% of those from fine/applied arts, and 13% from 

humanities were unemployed (Department of the Secretary of State of Canada, 1 990:3 1 ). 

Indeed, unemployment, as a part of the empIoyment structure, is increasingly 

becoming a part of the life course or personal biography for many university graduates. 

Unemployment, as Empson-Warner & Krahn (1 992) discovered, has a negative impact on 

personal ocçupational expectations. They found that those who experience unemployment 

are likely to Iower their occupational expectations afierward. From a life course 

perspective, Adelman (1994) argues it is not surprising that people would reduce their 

occupational expectations when they grow up with more unemployment. This seems to 

support Beck's prediction that in a nsk society, unemployment is becoming an individual 



cnsis. 

Underemployment 

More prevalent than unemployment, underemployment among university 

graduates increased during the growth peak of higher education in the 1970's (Collins, 

1979). There are two types of underemployment: visible and invisibles. As a form of 

visible underemployment, the trend of part time work, especially involuntary part tirne 

work, has gone up in Canada: "In 1989, 15% of al1 employed people worked part time, 

compared with 13% in 1979 and 11% in 1975" (Parliament, 1994:258). With respect to 

invisible underernployment, Anisef s (1 973- 1994) survey of Ontario baby boomers shows 

that both university and college graduates experienced high rates of underemployment 

after graduation, though the underemployrnent rate for both groups declined over a longer 

period of tirne. It is worth mentioning that people who studied in social science and 

humanities had a higher underemployment rate than those who studied in both pure and 

applied sciences, and people who studied in pure science had a higher underemployment 

rate than those who studied in applied sciences (Anisef, et al., 1996). It is evident that 

5 The International Labour Office classifies two types of underemployment. The first type 
"visible underemployrnent," refers to shorter than normal penods of work. The second 
type is "invisible underemployment," describes persons whose eamings are 
disproportionately low, work in occupations that do not permit the full use of their 
capabilities and skills, and/or who are employed by f m s  where productivity is 
abnonnally Iow (ILO, 19754; Huaamanns, Mehran & Vema, 1990: 12 1). 



people who are trained in the fields of pure science, social sciences, and humanities 

depend more on govemment funding to support their employment opportunities, and so 

when govemments endeavour to balance their budgets, positions opened in these fields 

are likely to diminish. 

Moreover, underemployment is also expressed as a deflation of academic 

credentials. Early 1990's university graduates in Canada have had dififrculty frnding 

teaching positions; however, this was absolutely not the case in the1930's when people 

were complaining about how fxst class honour graduates can be induced to make 

teaching a life work (SibIey, 1993: 11 6). AIthough the question seems bizarre today, it 

does suggest that teaching as a profession ui the 1930's was thought of as an occupation 

that did not match the credentials of university graduates. Now that mass university 

education has infiated university credentials, job oppomuiities for university graduates in 

1990's are not as promising as those in the 1930's. It appears that unemployment and 

underemployrnent will continue to be underlying theme in the life course of graduates as 

long as mass university education continues. 

Student Debt 

Post-secondary education-related debt is much debated in Canada, especially 

when universities have significantly increased tuition to make up for shnnking 

goveniment funding (Little & Lapierre, 1996:35). Table 2.2 illustrates that almost half the 



university bachelor degree graduates borrowed money to finance their education. Among 

1990 graduates, the average amount of money6 borrowed by these graduates is $8,660 for 

Table 2.2 Incidence of Borrowing & Amounts Owed at Graduation (Bachelor's only) 

Cohort 1982 Graduates 1 1986 Graduaies 1 1990 Graduates 

YO Mean amount YO Mean amount Mean amount 
Borrowed bonowed l / Borrowed borrored l 1 Bozwed borrowed S 

Men 46 8240 47 8660 

Wornen 41 5120 81 10 l 44 87 10 

Source: Finnie, Ross, and Gaetan Garneau "Student Borrowing for Post-secondary Education". In 
Education Ouanerlv Review. Sumrner 1996, Vol. 3, No 2, p. 13. 

men and $8,710 for women. Research indicates that those who found f i I I  time jobs had 

little problern repaying loans, while those who worked part time, or who were 

unemployed, or who were not in the labour force encountered great difficulties doing so 

(Finnie & Garneau, 1 W6:26). 

There is a variation of repaying student debt across FOS. Finnie and Garneau 

(1 996) reveal that graduates who have been trained in professional fields (such as 

education, law, and medicine) tend to have higher debts than those who have been 

educated in non-professional fields (such as social sciences and hurnanities). However, 

those graduates trained in professional fields have little problem repaying their student 

loans, in contrast to those who graduated fiom non-professional fields (1996:24). The 

6 It is difficult to compare the student debt in three different cohorts without using 
constant dollars. 



debt picture of professional graduates seems to revive the human capital theory, in which 

a positive relation between educational investment and economic retums is present. 

However, the difficulty of repaying student loans for non-professional graduates 

challenges the theory of hurnan capital. The uneven returns across FOS suggest that 

investment in university education is not risk fiee. 

Al1 risks of unemployment, underemplopent or educational debt are directly or 

indirectiy linked to the changing workplace and chosen FOS under the circumstance of 

mass post-secondary education. However, risk, as described earlier, also contains 

opportunities. 

2.2.2b Opportunities 

Risk usually accompanies structural opportunity in certain times and places where 

rapid changes take place. Despite nsks looming in transition from school to work, mass 

education provides equai opportunity of schooling that is one of the ladders for social 

mobility. Simultaneously, a changing workplace formulates flexible work conditions in 

which persona1 value and personal fieedom (or individualisation as Beck descnbes) can 

be greatly enhanced. 

Educational Opportunity 

Historically, educational opportunities open to the public are dependent on time 
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and place. In Canada, for example, mass education refers to elementary education in the 

rniddle of 1 century, secondary education in the early 20& century, and post-secondary 

education in the lare 1960s (Lam & Gidney, 1973; Gidney and Millar, 1990; and Scott, 

1995). Despite schooling being an essential part of life in today's society, the changing 

workplace reinforces the belief that the global information economy will push education, 

especially post-secondary education and training industry, steps forward (OECD, 1996b). 

In a leaming society, one of the features of risk society, "lifelong leaming for di" was the 

rnanifesto of the Education Cornmittee of OECD in 1996 (Ibid.). As well, the changing 

workplace means that human capital investment is critically important in one's persona1 

life. With the changing employer-employee relationships, education and training 

investrnent is increasingly becoming part of persona1 responsibility (Betcherman, 

McMullen & Davidman, 1998:4). Finally, patterns of transition fiom school to work have 

gradually changed. Seen from traditional eyes, quite a few exceptional conditions are 

replacing normal ones. Heinz (1 99 1) descnbes that the time sequence of the life course in 

tems of schooling, working, mamage and bearing children has been signifîcantly altered 

for youth in Gemany and Britain. This "abnormal" time sequence, described as a non- 

linear fonn of transition pattern by Anisef (l996), is not localised in Europe, but is also 

quite visible in Canada. Krahn (1 996, p.1) further summarises the transition pattern of 

Canadian youth as a longer term, bi-directorial, and multidimensional process. The 

changing workplace puts more stress on education and training in which the role largely 



played by states and employers is gradually replaced by more individual responsibilities. 

Social Mobility 

The changing workplace provides more opportunities for social mobility of well- 

educated people, especially university graduates. As Axelrod (1 990) indicates, university 

has long been deemed by Canadian youth as a stepping stone toward a higher status 

(p.165)': until the end of 609s, mobility studies indicated that success in education would 

positively affect people's locations in the Amencan occupational structure (Blau & 

Duncan, 1967). This hypothetical relationship still holds true for the Ontario baby 

boomers, because those who have a higher occupational status are usually well educated 

(Anisef et al., 1995). The conclusion fiom these studies seems to be that people who have 

more education tend to show more social mobility. 

In contrast to the North Amencan optimistic sentiment of social mobilig 

precedent in the 1 9 7 0 ' ~ ~  Bourdieu and Passeron (1 990) argue that the education system 

has played a role in reproducing the existing social structure, and rewards those who 

7 Social mobility refers to individual's change in social stmctural position. There are two 
types of social mobility of intra and inter generations, in which things could move up and 
down. 
8 In The Arnerican Occu~ational Structure (1 967), Blau and Duncan reveal the upward 
occupational mobility in both intra- and inter-generations in the United States. This work 
is one of the representative works which spread an optimistic view of social mobility in 
North America. 
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possess capital in econornic, social and cultural domains'. The conclusion is that the 

education system does not produce social rnobility but reproduces the existing social 

strata. 

Apart fkom either claiming that education plays a role in social rnobility or 

asserting that education reproduces the existing social structure, Beck (1 992) maintains 

that education is little more than protection against risks of downward mobility (p.94). 

For university graduates, this means that university credentials may reduce risks in the 

labour markets, but will not immunize them from wemployment or underemployment. 

It is obvious that both Bourdieu's and Beck's views do not support a causal 

relationship between education and social mobility. The sense of our tirne is that 

schooling, mainly post-secondary education, rnight protect people frorn downward 

mobility, but it does not guarantee a positive direction for social rnobility. Moreover, 

downward mobility would be inevitable if education or training were not appropriately 

received (Beck, 1992)- 

Flexibility and Persona1 Development 

As described earlier, fewer working bous and non-standard employment indeed 

break up the traditional view of job security and continuity. However, the new work 

9 There is a sernantic difference between "social mobility" and "social reproduction". The 
former tends to be optimistic, and the latter pessimistic (Bourdieu & Passeron, l99O:ix). 



scheme would provide both flexibility for the work and opportunities for persona1 

development if we perceive the "non-standards" in 2 positive marner. Never before has a 

rapid technology development broken so many traditional boudaries. The lines between 

workplace and home, school and working, education and entertainment are no longer 

crystal clear. Now people have begun to talk about "the death of work" (Paquette, 1997; 

Rifkin, 1995), "the death of distance" (e.g., Internet). While risk looms, we can observe 

that opportunities are being opened to those well-prepared people who possess 

employable knowledge and skills. This underscores the importance of personal responses 

to the changing economy. 

2.2.3 Individual Response to the New Economy 

Individual response to the new economy varies in many different ways. This 

dissertation focuses on graduates' responses to the changing workplace by their FOS 

selection while individuals are studying at universities. 

ln The Reflections on the Changing WorXplace in Canada, Osberg (1997) 

indicates rhat risk has been greatly individualized while post-secondary funding falls and 

tuition payrnents rise. Students must be much surer of their choices of area of study, since 

they are now faced with the prospect of a greater debt burden upon graduation @p. 150-1). 

The sense of risk of chosen FOS has been reinforced by a factor that FOS bas played an 

important role in s t r a t img  Canadian university graduates in terms of income, 
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unemployment rates, work prospects, and job satisfaction. For example, the full time 

earnings of the highest 10% of graduates from medicine are $1 14,500, their 

unemployment rate is about 5%, lower than most graduates in other areas of sîudy, and 

98% of them are satisfied with their work (HRDC, 1996: 188-9; Little & Lapierre, 

1996:30). In contrast, for the highest 10% of history graduates, full time earnings are 

$53,200, less than half of that made by graduates from medicine. As well, they experience 

a higher unemployment rate, although 82% of them are satisfied with their work, which 

indicates reasonable job satisfaction (HRDC, 1996: 166-7). Researchers who studied 

American college students in the United States reveal a similar tendency (Davies & 

Guppy, 1997). Facing the risk of FOS choice, universis. students have responded from 

both their svuctural positions as well as personal agency. 

2.2.3a Response Based on Social Structural Positions 

Social structural positions are not constant in influencing FOS choice in a 

changing economy. Based on stnicturalist perspectives, researchers attempt to link FOS 

choice and educational returns to individual positions in a social structure. In this regard, 

gender, ethnicity, farnily background, and region of origin are fiequently introduced to 

explain how FOS choice has been made. 

Gender, for example, has remained an important factor to divide university 

students into different FOS. Wannell & Caron (1995) reveal that women are more likely 



to study in nursing (95%), social sciences, and humanities, while men still dominate in 

the fields of engineering (85.4%), cornputer science (80.4%), and other sciences (p. 22). 

The division of FOS is not only explained by gender, it is also interpreted in terms of race 

and social class- For instance, Aronowitz and Giroux (1 985) suggest that liberal arts 

prograrns within colleges of the United States are "dumping grounds" for minority and 

working class children. Despite the choice of FOS appearing as an individual preference, 

it is one that is significantly influenced by gender and social class, where even personal 

academic achievement is controlled (Davies & Guppy, 1997). In addition, regional 

differentiation is widely used to characterize the Canadian university system, because the 

policy-making major roles have been played by the provinces and temtories (Jones, 

1997). This informs us that the importance of region in selecting FOS cannot be 

neglected. To what extent region affects selection of FOS has not been fully assessed in 

the literature, but will be addressed in this dissertation. In brief, individual response to the 

choice of FOS from social structural positions is still relatively strong in the existing 

literature, and this wiIl be fùrther tested in the empincal analysis. 

2.2.3b Response Based on Persona1 Agency 

In contrast to the response fiom social structural positions, persona1 agency is 

increasingly playing an active role in selecting FOS. Faced with increased risk, it is 

rational for students to react either by 'diversiQing their portfoliosy by opting for 
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generalist, rather than specialist, credentials, or decreasing their level of investment 

(Osberg, 1997: 15 1). This may partly explain why university enroiment has moved toward 

a liberal direction as descnbed in Chapter One. 

Students often take different pathways to university (Anisef, et. al., 1979). Some 

people, for instance, go directiy to university, while others enter from world of work. 

Some prefer to study in their home province, and others leave home to register in other 

provinces. The assumption is that these antecedent choices are students' responses to the 

new economy or are strategies of coping with risk, which have impact on their choice of 

FOS. However, there is no systematic study to identiQ how these antecedent choices 

affect students' choice of FOS in the literature. 

After the FOS choice is made, university students continue to respond to nsk 

through their contemporaneous choices. For example, students' full and part time 

registration status seems related to certain FOS. î h e  past few decades have witnessed an 

increase of part time students in universities. Proportionate growth in part time enrolment 

is particularly marked in the fmelapplied arts (Mouelhi, 19953 8-4 1). However, how 

these relationships link to liberal/vocational education is still unclear. Further research in 

this area is needed. 

It is understood that taking a second major, joining a CO-op program, participating 

in the labour force before completing university education, and continuing education and 

training after completing a university program are cornmon risk management practices 



among university students in Canada. It is again assumed that these contemporaneous 

behaviours are the responses to the new economy, which may moderate the risk of 

choosing a FOS. However, litîie research has been done in this area, which foms one of 

the tasks for this dissertation. 

2.2.4 FOS Choice and Policy Implications 

Individual responses to the new economy in relation to FOS choice indeed have 

policy implications to university restructuring, simply because FOS choice is constrained 

by the structures of available university programs. Hence, researchers ask the question: 

"How could universities diminish the stratification of their graduates in terms of LMO?" 

(Evers & O'Hara, 1996). In other words, "Should university students be liberally or 

vocationally educated in an information age?" Obviously, there is no simple answer to 

this question. People who advocate liberal education claim that traditional liberal 

education has become bankrupt in Canada (EmberIey & Newell, 1993). They claim that 

utilitarianism and relativism in education are the major causes of this cnsis (Bloom, 

1987). Similarly, those who are in favour of vocationalism suggest that we need to 

rethink vocational education (Coulter & Goodson, 1993) and make the skills possessed 

by post secondary graduates match the needs of labour markets (Evers & 07Hara, 1996)- 

One of the supporting reasons for vocational education is that graduates with a direct 

education-to-job relationship are more likely to be satisfied at work, and less likely to 



have part time jobs than those who do not have education-related jobs (Bowlby, 1996:35- 

40; Little, 1995:35). A pluralist approach tries to bridge the two extremes, and suggests 

that academic and vocational education should be integrated (Stasz et al., 1994). As the 

second mandate of this dissertation, the poIicy implications involved in the debate 

between Iiberal and vocational education will be empirically examined. Cumcular utility 

or, more sirnply, the link between education and work wili be an agenda in Chapter Five. 

2.3 The Expansion of Mass Education 

The previous sections fiequently mentioned mass education, but what is mass 

public education? Roughly, mass public education can be defined as an education that 

provides socicty with a majority of the skilled labour forceL0. It is understood that the 

expansion of public education in Canada has experienced three important stages of 

developrnent: elementary, secondary, and post-secondary. This expansion is not only 

qualitative but also quantitative. Qualitatively, mass public education has grown step by 

step from its infancy in the turn of the century, to encompass mass secondary education at 

the 1 WOs, and frnally, mass post-secondary education fiom the 1960s to 1980s (Axelrod, 

1997; Gidney & Millar, 1990). Quantitatively, it embraces almost every Canadian citizen 

1 O Some define mass education as a system where between 15 and 40 percent of the 
schooI age groups are enrolled (Scott, 1995:2). Others divide the expansion of education 
into three phases: elite, mass, and universal (Trow, 1973: 1 8). "The movement of a system 
from elite to mass higher education or from mass to universal higher education, does not 
necessarily mean that the forms and patterns of the pnor phase or phases disappear or are 



who can receive a certain arnount of fonnal schooling, and a large proportion of youth 

have the opportunity to pursue a pst-secondary education. 

Over the last one hundred and fi@ years, every stage of the expansion in mass 

education has played a role in reshaping the configuration of our sociew in mm, 

education itself has come under siege and become an institution to be restmctured. The 

results of this restructuring have histoncally paved the way for another wave of expansion 

in public education. The articulation of education with other parts of the society forms the 

dynamics of social development with three major components involved in this process of 

rnodemization: industrialisation, urbanisation, and mass public education (Scott, 1995; 

Trow, 1973). If industrialisati~n and urbanisation have physically changed our planet, 

then mass education has intellectualiy nurtured the people who have made these material 

changes. Hence, mass education regularly attracts massive public attention, causing 

people to think of schooIs as scapegoats at one tirne and solutions at another (Livingstone 

& Hart, 1995). 

Despite the importance of pnmary and secondary education, post-secondary 

institutions such as universitks, colleges and trade-vocational schools have replaced 

secondary schools as the major producers of the skilled labour force (Little & Lapierre, 

1996). In this regard, post-secondary education, especially at the university level, is 

gaining momentum. It is vital for the purpose of this dissertation to explore mass 

transformed." (Tro w, 1 973 : 1 9)- 
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education in some detail, because rethinking the meaning of educational expansion, 

reassessing how individual students respond to the changing workplace in selecting FOS, 

and redirecting university pedagogy toward 21st cenniry depend on it. Therefore, a 

historical review of the emergence and growth of mass public education is the first 

objective of the following section. 

2.3.1 Mass Education and Modernization 

Mass public education, together with industrialisation and urbanisation, is one of 

the core components of modernization (Scott, 1995). Mass schooling prepares much of 

the skilled labour force to sustain material production and urban construction. In this 

sense, mass public education has been the engine of modernization. 

Figure 2.2 illustrates the linkages between the expansion of mass public education 

and other aspects of modernization in Canada. As an initial sign of modemization, the 

process of industrialisation, though it varied across regions, began in the mid-nineteenth 

century (Smucker, 1980). While lagging behind the United States in the process of 

industrialization, Canadian society experienced an initial boom of urban construction, 

which pushed the city growth rate over 30% in 1860 (Biggs & Bolhan,  1994:70). In 

190 1, 60 % of the Canadian population was still rural, and the majority of Canadians 

were not living in urban centres until 1921 (Brown, 1987:393-7). It is no coïncidence that 

the development of mass public education in Canada lagged slightly behind the process of 



Figure 2.2 

Expansion of Mass Education in Canada 

M odernization - 

Industrialization U rbaaization 

industrialisation and urbanisation. In Ontario, for exarnple, only 2,643 pupils enrolled in 

Grarnrnar Schools and 144,979 in Common schools in 185 1 ; these numbers increased to 

4,766 (80% increase) and 3 1 O,23 9 (1 14% increase) in 1 86 1, respectively (Gidney & 

Millar, l990:325) . Historically, educational expansion is always followed by population 

growth, extraordinary economic, technological and political development (Axelrod, 

l997:X). The massive expansion of secondary education at the mid-century, for exarnple, 

was associated with the post World War II economic boom and the population growth 

(Owram, 1996)- This expansion can be briefly described as a rapid increase in school 

number, in educational expenditure, and in number of secondary school teachers. There 

were a very limited number of high schools in English Canada in 1900 Axelrod l997:62). 
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However, in 1948 Ontario alone had 239 high schools, 114 continuation schools, and 

some 60 vocational schools (Gidney, 1999: 15). In 1945, provincial and local spending on 

elementary and secondary education was $62 million; by 1960 that figure was close to 

half a trillion doliars ... (Ibid., p. 56). The nurnber of secondary school teachers rose fiom 

fewer than 5,000 in 1950 to over 33,000 in 1970 (ibid., p. 56). The massive expansions of 

elernentary and secondary education were conducive to industrialisation and urbanisation 

in that it provided societies witb skilled labour forces. 

2.3.2 Three Waves of Expansion of Mass Public Education 

The first wave of mass public education (1 86 1-1 88 1) was elementary schooling, 

in which literacy and numeracy were the paramount airns (Gidney & Millar, 1990:325 

and 33 7; Lawr & Gidney, 1 973 :6 1 ). The cuniculum in elementary education provided the 

essential basis for nation-wide communications to enable the construction of the modern 

nation-state (Gellner, 1983). Within a half-century, mass public education extended to the 

secondary level(1950's). One of the major airns of secondary education was to prepare 

young people to meet the demands of the newly developed industries for well-educated 

labour forces (Law & Gidney, 1973: 1 64-66; Porter, 1965: 1 6 1). In order to address such 

needs, job related or vocational education grew substantially. The debate over job reIated 

education echoes what we have observed today; that is, if vocational education develops 

at the expense of academic education, it would be a mistake to mislead the students (Lawr 



& Gidney, 1 973: 16 1 ; Gidney, 1999). However, this alliance of industrialisation and mass 

secondary education produced the early prosperity of capitalist development in Canada 

(Law & Gidney, 1973:159). 

The third wave of mass public education, influenced by the United States, came to 

Canada in 1960s. The launch of ~ ~ u t n i k "  sparked the fear that North Amenca lagged 

considerably behind the USSR in science and  technology. The sense of national crisis 

rapidly won public support which endorsed governrnent decisions (federally and 

provincially) to significantly expand the development of public higher education (Divine, 

1993:vii). Following the example of the United States, Canada invested heavily in higher 

education during this penod. As a result, new universities such as York were built, and 

university enrolment increased drastically (Nobert 8r McDowell, 1994:29). Al1 these 

changes have profoundly affected every aspect of the Canadian Society. As a result of the 

expansion of higher education, Canada with its well-educated citizens has stepped into 

the information age (OECD, 1996b). 

Theoretically, the expansion of post-secondary education in Canada was informed 

pnmarily by human capital theory (Aharnad et al., 1979). This theory hypothesises that a 

heavy investment in education would facilitate rapid socio-economic development and 

persona1 well-being. Under the instruction mf human capital theory and the influence of 

I l  The Soviet launch of the world's fvst artificial earth satellite in 1957 created a crises in 
confidence for the Amencan people, which resulted in the massive federal aid to higher 
education in the United States (Divine, 1993:vii). 
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the United States, Canada's post-secondary education system has undergone a rapid 

12 expansion . In order to depict the trend of expansion, Figure 2.3 illustrates the ratio of 

Figure 2.3 
Growth of Coilege and University Enrollment 

Percentage among 20-24 age  group In the Population 

- College - Univerty 60th College & University 

universiv and college enrolment in the 20-24 age group of the population from 195 1 to 

1993, Figure 2.3 shows that while full time enrolment in coIlege was only 2.0% of the 20- 

24 age g011p'3 in 195 1, it had increased to 16.0% in 199 1, and while university enrolment 

'' There are many ways to measure the expansion of higher education, such as student 
enrolment, and the number of higher educational institutions. One relatively accurate way 
to measure this expansion, however, is to compare university and college enrolment to 
20-24 ages group in a population, because such a measurement will exclude exaggerating 
growth rate without considering changes in population. 

l 3  When discussing higher education, statisticians and researchers usually use 18-24 year 
olds as a social age group. However, information about this age group was not available 
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was only 6.5% in 1951, it had climbed to 26.3% in 1991. The trend of a rapid expanding 

post-secondary enrolment becomes more striking when college and university enrolrnents 

are combined. In 195 1, only 8.4% of the 20-24 age group went to either college or 

university full time; by 199 1,42.2% of them enjoyed the oppominity of pursuing a post- 

secondary education. Despite the declining sire of the 18 to 24 age group in the 

population over the 1990's (Nobert & McDowell, 1994), enrolment in higher education 

institutions in Canada has continued to increase. As the result, college enrolments 

levelled off in 1993 to 365,065 students and full time university enrolment rose to 

585,200. By 1993,46.1% of the 20-24 age group were enrolled in either colleges or 

universities, which is almost six times higher than in 1951. As Mouelhi (1995) 

comments, "concems of declining university enrolment, predicted 10 or 15 years ago, 

appear to have been greatly exaggerated" (p.35). 

2.3.3 Meaning of Mass University Education 

Once rnass public education has reached the university stage, the university acts as 

a major player distnbuting and producing knowledge in an information society. Yet, ar 

this stage of reflexive modernization, the university is experiencing a profound 

transformation: it has shified away fiom serving society's elite and moved towards 

for the 195 1 and 1961 census publications, In order to keep the cornparison consistent, 
this social age group has been substituted with the 20-24 age group. 



sem-ng society's masses, 

This transformation has subsequently changed the nature of university education. 

From an individual perspective, the alteration means that university education is no longer 

a privilege of upper- and middle-class children; working-class children now constiîute a 

considerable proportion of the univeaity student body (Davies & Guppy, 1997). More 

importantly, for the majority of students, university attendance is no longer solely 

motivated by a love of learning, but is also dnven by the desire for a decent occupation 

and viable income (Little & Lapierre, 1996). 

From a govemment perspective, the state acts as the major fhding  agency for 

public education and increasingly is involved in university education, too. This 

involvement reinforces the pressure for university restructuring to meet the demands of 

the labour market. For example, the Ontario governrnent has recently ordered the 

province's universities to report the employrnent rates of their graduates as a measure to 

determine fmancial support priorities for different fields of study (Talaga, 1998, COU, 

1999). The implications of such a measure are chilling: those fields having higher rates of 

unemployed graduates could be tnincated, even eliminated. 

If the performance of universities is only measured by labour market, then they 

will be treated as job training institutes. The tragedy of such a measure is twofold. First, 

the Ontario govemment could assign the role of universities, which other institutions, 

such as colleges and trade-vocational schools, have played. By focussing on job training, 



the university will Iessen its role as the producer of knowledge and advocate of critical 

thinking (two skills necessary to deal with risks and wtcertainties). Second, if this policy 

persists, the fluctuations of the labour market will push unemployrnent rates higher for 

different FOS at different penods. Piece by piece, universities will be dismantled. 

A vicious cycle may be forming. Universities, if they are forced to function as 

training machines, will be chronically damaged by limiting their services only tu the 

requirements of the labour market, instead of being concemed with broader tasks. As a 

consequence of this limitation, other parts of society, which are not wholly subject to the 

demands of the market (such as social values or national unity), will be at risk. In Nm, 

markets will suffer from this rnalfunctioning of the society. 

Hence, any viable recommendations for university restnicturing must avoid 

creating such a vicious cycle. Because the funire is unknown, the best way to avoid the 

cycle is to study history; the lessons of history can be taught to instruct the present. 

Moreover, the discourse surrounding liberal education today - including the debates over 

sou1 and body, the elite and the mas ,  knowledge and skills, education and training, the 

unconventional and the conventional is, directly, or indirectly associated with the ideas of 

liberal education in ancient Greece. History, then, can help clariQ the modem meaniiigs 

in our debates about liberal and vocational education. 

In sumrnary, Chapter Two outlined the study's theoretical basis which denved 

from Beck's (1 992) t h e q  of a nsk society. Beck proposes that, in modem societies, 



individuals must assume greater responsibility for their futures. Life chance are no longer 

strongly uifluenced by social structure positions. Greater individual agency is, for 

exarnple, demonstrated by university students who take actions that both reduce risks and 

take advantage of oppomuiities in the labour market. The perspective adopted in 

constnicting the conceptual framework for this study is a derivative of the Beck thesis in 

which personal agency is seen to be qualified by social structure. 

As an important element of the nsk society - and the particular context for this 

study -- the expansion of university education in Canada was explored with reference to 

the debate over the relative value of instrumental or cultural components of university 

education. 



Chapter Three 

Historical Perspectives on 
Liberal and Vocational Education 

The purpose of this chapter is twofold. First, it describes the historical foundation 

that underlies the debate about liberal and vocational education, and which will help us 

rethink the curent curriculum concerns in the university. Second, it provides the rationale 

for dividing FOS into liberal and vocational choices. 

Before giving a historical perspective of liberal and vocational education, two 

important points must be made. m e  first is a question that relates closely to the debates 

over university restructuring: "Should universities provide students with liberal or 

vocational education?" (Bloom, 1987). Although the question is not entirely new, present 

concerns with the fate of mass university education tend to rejuvenate old controversies. 

In this regard, history may teach us a lesson. 

In addition, there is little consensus among scholars about what constitutes the 

essential components of liberal or vocational education. Some argue that "wholeness" and 

"balance" &e the central concepts of liberal education (Emberley & Newell, l994:76). 

Others suggest liberal education was born fiom a fear that individuals would !ive only 

partial lives (Rothblatt, 1993). It does seem that the ancient ideal of liberal education 



started fiom human dissatisfaction with the natural statu of society. This dissatisfaction 

is the impetus of civilisation; othenvise, we would always be in a state of nature like any 

other creanires. The philosophy of education, then, has always been a stmggle between 

two approaches: the natural and the nurtured (Onnon & Craver, 1999). The former 

considers education to be a natural, not a forced process. The latter emphasises education 

to be a numtred, not a natural process. The truth is probably somewhere between these 

two extremes, mixing the two approaches in different proportion in accordance with the 

time, the place, and the subject (Ibid. p 3  1-33). 

3.1 Plato's Liberal Education 

Proponents of liberal education, whether they adhere to a conservative or 

progressive tradition, consider Plato to be one of the most important pioneers of 

pedagogical practice. Yet, it seems that the modem proponents of Platonic liberal 

education have neglected two components that are closely related to Plato's theory of 

liberal education. The first component concems the social and political context of ancient 

Greek society in which Plato developed and practised his theories of education. The 

second concerns Plato's idealist philosophy that acts as the foundation for his notion of 

liberal education. 



3,l.l Greek Society and its Elite Education 

To argue that Plato's theox-y of liberal education was influenced by the social 

conditions of ancient Greek society, we must first investigate its cultural system of social 

stratification. Ancient Greek society was primarily stratified along lines of slavery 

(Gallant, 199 1 ; Popper, 197 1 ; Russell, 1945) and it was a common practice for Athenians 

to employ slaves in agriculture. Slaves were not only used as labourers, but also were 

traded arnong their masters. Hence, slaves - as the property of their masters, and treated as 

labourers and trading matenals - were largely excluded fiom the audience of Plato's 

liberal education (Jameson, 1977/78). 

The differentiation of social classes among citizens was further stratified within 

ancient Greek society. This social stratification is fully addressed in Plato's Republic and 

his oîher dialogues. According to this system, citizens of the Athenian city-state were 

divided into three classes: comrnon people, soldiers, and guardians. Guardians, as the 

mling class, wielded the most political power; moreover, Plato ihought ody the mling 

class constituted the audience of liberal education. Thus, receiving liberal education was 

a standard method to distinguish those who would be fiiture mlers from those who would 

be ruled. 

This rigid social stratification reinforced the belief in ancient Greek society that al1 

manual work was vulgar. Stuik (1987) reveals that the mling classes based their material 

existence upon slavery. Slavery allowed the ruling class the leisure to cultivate arts and 



sciences, and to place a great emphasis on culture and philosophy and rhetonc - al1 which 

could be studied without sulfying the hands. That explains why Plato's disciples at the 

Academy were the young men of the wealthier social class (Sharples, 1985); Plato 

himself, it is said, even had royal ancestry (Popper, 1971). One of the consequences of 

the leisure class's aversion to manual labour was the partial lack of success in 

experimental science in ancient Greece (Russell, 1977), as compared to its firll 

achievement in mathematics and philosophy. Contemporary debate over liberal and 

vocational education is deeply rooted in this tradition which symbolises the abstract 

feature of liberal education. The social stratification and social value toward manual work 

in ancient Greek society irnplied that receiving education was the privilege of the leiswe 

class, but not the right of the working people. 

Plato's vision of liberal education illustrated above is strikingly different fiom 

modem mass education. The point here is that many modem proponents of Platonic 

liberal education have neglected the social conditions of ancient Greece, while 

nonetheless urging us to return to Plato's liberal education (Emberley & Newell, 1993). 

Indeed, Plato's liberal education was for the elite, in contrast to modem mass education. 

The fact is that mass education did not exist before capitalkt development. Rothblatt 

(1993) suggests that liberal education is historically associated with a privileged elite, and 

a modem proponent of liberal education, Allan Bloom (1 987), asserts that liberal 

education is only for those elite universities in the United States. 



3.1.2 Idealist Philosophy 

Plato's theory of liberal education is not only linked to the social conditions of 

ancient Greece, but is also associated with his idedist philosophy. Without understanding 

Plato's philosophy, we cannot understand the essence of his liberal education. Figure 2.1 

displays the major components of his system of philosophy and their relationships. ïhese 

components include the immortality of the soul, the recollection of knowledge, and a 

theory of forms (or ideas). The hypothetical method, sitting in the centre of the diagram, 

was used by Plato and Socrates as a tool to recollect knowledge. By simply describing 

F i g u r e  3 . 1  

P l a t o ' s  S y s t e m  o f  P h i l o s o p h y  

H y p o t h e t i c a l  M e t h o d s  

R e c o  I l ec t ion  h e o  ry o f  Form 

their relationships, the theory of irnrnortality occupies a central position in his philosophy, 

insofar as it provides the precondition for recollecting knowledge as well as for providing 



a destination for the soul. By applying idealist philosophy to his theory of liberal 

education, Plato separates the soul k m  the body. The soui is imrnortal, it deals with the 

ideal world; the body is mortal, it copes with a real, sensible world. 

Most of Plato's essential concepts in his idealist philosophy are dichotomous: 

reality and appearance, ideas and objects, reason and sense perception, soul and body. 

These pairs are connected - the first in each pair is always çupenor to the second, in tenns 

of its reality and its goodness (Russell, 1945: 134). We are told that sight and hearing are 

inaccurate witnesses; true existence, if revealed to the soul at all, is revealed in thought, 

not in sense, Plato's philosophy completely rejects empirical knowledge (Russell, 

1945: 136). Hence, while we are in the body, and while the soul is infected with the evils 

of the body, our desire for truth will not be satisfied (Ibid., p. 136-7). Plato's theory of 

immortality, then, encourages asceticism, which liberates the soul from its slavery to the 

body and its corporeal needs- The present body is only a temporary shelter for Our soul, 

but the soul is the master of the body. Therefore, liberal education nurhires the soul. 

Plato's liberal education, then, implies a "liberatioc:" because it requires that the soul be 

liberated from the body. Guided by asceticism, Plato's teaching was not oriented towards 

money, because rnoney is an agent of degradation (Baker, 1966:74). 

Like many other people of his time, PIato believed in reincarnation (see, his Meno 

& Phaedo; also Sharples, 1985). Immortality of the soul makes reincarnation possible. 

Furthermore, the reincamated soul has the potential to possess the pnor existing 



knowledge. Shrough recollection, we gain our knowledge. Hence, education is not a 

matter of putting knowledge into a sou1 which does not possess it, but rather of h n g  

the eye of the soul, as it were, towards the light of tmth. By this doctrine, Plato is able to 

daim that knowledge is prior experience, as is exemplified by a mathematical equation: 

"2 + 2 = 4" is tme or false, but we know of its tmth or falsehood without having to ask or 

reIy upon any authority or expenence. In other words, knowledge is a recollection that is 

brought by the sou1 from a previous existence (Russell, 1945: 139). 

The task of the philosopher is to arrive at knowledge of f oms  through 

hypothetical methods. The inference, then, is that Plato's liberal education only teaches 

knowledge. Insofar as opinion is of the world, presented to the sense, knowledge is of a 

super-sensible eternal world (Russell, 1970: 12 1). This distinction between knowledge and 

opinion provides further justification for the exclusion of slaves from liberal education. 

Plato believed that slaves only have opinion, which is limited to a sensible world; they do 

not have knowledge. In other words, slaves' understanding is confined to things of this 

world, and they have not uaderstood the core of Plato's philosophy, knowledge (Sharples, 

1985: 14). 

3.1.3 From Philosophy to Education 

If the social conditions of ancient Greece and the concepts of idealist philosophy 

play a part in Plato's theory of liberal education, then the Republic is a good place to 
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facilitate a M e r  inquiry. According to the Republic, the mlers of the govemment must 

be out of Plato's educational design. The government must be guided by knowledge, not 

by opinion, and only ngorously trained lovers of wisdom gain tme knowledge (Zeitlin, 

1993:115). Strikingly, ahnost al1 contemporary debates over liberal education are rooted 

in Plato's Republic. Debates, typicaliy, are centred around questions such as: What is 

teachable? Should we teach basics, or applications? Should education serve the market? 

1s liberal education a conventional or unconventional education? 

"What is teachable?" appears to be a common sense inquiry. However, this was a 

central question within the debates surrounding liberal education in ancient Greece. In 

this debate, Plato directly applied bis idealist philosophy to education, claiming that only 

knowledge is teachable (Plato, 1980'). As we described earlier, knowledge is defined as 

form, which is pnor experience. Belief or opinion, according to Plato, relates to sensible 

particulars (Sharples, 1985: 13). Knowledge is infallible, since it is logicaily impossible to 

be mistaken; opinion, on the other hand, is fallible, since it can be mistaken. Therefore, 

anything we need to l e m  from experience is not teachable in PIato's Academy. If we 

translate Plato's answer to the question "What is teachable?", we would Say: Don't teach 

skiIls, only teach knowledge. 

Should we reach basics or teach applications? Plato's opposition to skills training 

is extreme for most modem proponents of liberal education. However, the belief within 

- -- -- 

1 Most Plato's works are published in recent years. 
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theones of liberal education that only knowledge can be taught has profound implications 

to other debates surrounding modem pedagogy. As discussed earlier, Plato's theory of 

form provides a pivotal assurnption of liberal education, that is, once students understand 

forms (or "basics" in modem discourse), they should have no problern understanding the 

sensible world (or "applications"). The roots of the contemporary slogan "Back to basics" 

can be found here. 

The debates swirling around "What is teachable?" c m  also be found within the 

question, "1s liberal education a conventional or an unconventional education?" 

(Emberley & Newell, 1993). The origins of this debate appear in Plato's Meno where he 

asks if virtue is acquired by teaching or by practice. By using the hypothetical method, 

Socrates describes moral virtue as the health of the soul. The health of the sou1 is the 

most important thing for men, because the soul is more important than the body (Sharples, 

1985:s). 

This observation presupposes the Socratic conception of teaching - only 

knowledge can be taught. However, there are two ways of teaching: Socratic and 

Protagorean. The object of Socratic teaching is knowledge; the object of Protagorean 

teaching is convention, and convention serves practical purposes (Seung, 1996:83-4). 

The distinction between these two methods of pedagogy appears paradoxical, because Our 

definitions depend upon what one means by "knowledge" and "teaching." Virtue may be 

teachable, but not in the way Protagoras suggests (Sharples, 19825). This debate is 



another version of the question "What is teachable?" Emberley and Newell(1993: 1 1) 

strongly embrace the tradition of Plato by arguing that a liberal education is an 

unconventional education. 

The question "What is teachable?" also has implications for the question of 

whether or not education should serve the market. While discussions of a market 

economy are prernature for ancient Athens, it is nonetheless important to note that Plato 

refûsed to receive money from his teaching, because money was regarded as degrading. 

This act of refusal became a principle of liberal education. Modem proponents of liberal 

education often rail against the influence of the market, and often attack pro-business 

education (Bloom, 1987; Newson & Buchbinder, 1988). 

In brief, Plato was the most important pioneer of liberal education. He practised 

his education in a socieq which was strictly stratified along lines of domination - masters 

and slaves, rulers and ruled (Gallant, 199 1). His liberal education is a direct extension of 

his idealist philosophy. Unlike modem mass public education, Plato's notion of liberal 

education was oriented around an elite, private education. Some scholars argue that 

Plato's liberal education in ancient Greece was born out of a fear that individuals would 

live only partial lives (Rothblatt, 199352). Actually, this concem was related to the 

belief that reincarnation only pertains to whole lives. At the same tirne, the anxiety was 

also associated with the turbulent social reality of the time Plato was writing (see Plato's 

Meno & Phaedo; see also Sharples, 1985). The core concern of this conservative 



tradition was to protect the general population fiom the degeneration produced fiom the 

changes in education, yet these changes are rnandated by the demands of States, markets, 

and societies. Unlike progressive education, the basic principles of Plato's liberal 

education were built on universal, eternal and collectivist ideas, instead of individualist 

ideas (Seaton et al., 1992). 

From a secular perspective, the ancient ideal of liberal education emerged fiom 

dissatisfaction with the natural status of human society. Closely connected to this secular 

view, the philosophy of education has been histoncally divided into two major 

approaches: nurture and nature. The proponents of liberal education view education as a 

nurturing process. In other words, schooling is seen as a positive intervention in the 

natural ways of children's physical and intellectual development. Such an intervention 

protects the population from degeneration; students could liberate their souls from their 

bodies, and societies could liberate the ends fiom the means, the wholes fiom the parts. 

Thinking in terms of modem discourses of pedagogy, Plato's consewative approach to 

liberal education is in line with western civilisation (Bloom, 1987). 

By asking the question "What is teachable?", Plato introduced most of the central 

concepts within the conservative tradition of liberal education. These principles include: 

resisting market pressures, valuing unconventional wisdom, and instilling knowledge 

instead of skills training and applications. From a micro perspective, these approaches 

appear to run counter to the principles of a child's natural development. Education, 



according to Plato, is about nurture, rather than nature. It is not surprising that the 

modem proponents of Platonic liberal education, under the guise of "national interests," 

emphasise "the basics" - a ngid curriculum, strict strearning - in order to enhance society's 

ability to compete globally in the current information age (Emberley & Newell, 1993). In 

brie< the debate over Iiberal and vocational education in ancient Greece provides a 

rationale for us to visualise FOS as both liberal and vocational. 

3.2 The Origin of Modern Liberal Education 

Ancient Greece provides both the soi1 and the seeds needed to develop a modem 

vision of liberal education. Just as Plato's theory of liberal education is grounded in the 

materiality of ancient Greek society and in the idealism of classical philosophy, the rise of 

modem liberal education is directly linked to liberalism and modernity- 

The two different approaches of liberal pedagogy are related to two major camps 

of liberal education. The first camp is the conservative tradition initiated by Plato. The 

second school is the progressive tradition developed by John Dewey - although many 

modem writers, inchding Thomas Hobbes, David Hume, John Locke, and John Stuart 

Mills, set the foundation for this tradition in the early stages of capitalism (Hobbes, 1994; 

Locke, 1960). 



3.2.1 The Enlightenment and Modern Liberal Education 

The Enlightenment is a name given by historians to an intellectual movement that 

was predominant in the Western world during the 18th century (Lively, 1966). The 

Enlightenment itself was strongly influenced by the rise of modern sciences, especially 

Newton's natural philosophy (Gilmour, 1989). Fundamental to a belief in the unity and 

distinctiveness of one's own ideas was the assumption that there is a body of truths, about 

man and society as well as about the world of nature, which can be rationally perceived, 

universally agreed upon and usefully applied to the welfare of mankind (Lively, 

1966:xiv). As well, it was thought that science should replace religion as the means of 

knowing nature and the destiny of humanity. According to the writers of Enlightenment, 

everything in nature can be explained in empincal rather than spiritual terms. To 

understand the world is to know what its structure is and how it works, to discover its 

mechanism not its purposes, to describe rather than explain. These views inevitably 

brought Enlightenment thinkers into confIict with organised Christianity (Lively, 1966: 

xv). The Enlightenment also consolidated belief in the unity of all hurnanity, the universal 

rights of men, and the uniforrnity, if not equality, of al1 rational beings (Cranston, 

1994:22). These three important features of the Enlightenment - scientific spirit, anti 

superstitious principles, and universal human nghts - have had a strong impact on modem 

public education, especially the university, which the progressive tradition of liberal 

education has taken for granted. 



It c m  be argued that the whole process of modernisation is the realisation of the 

principles of Enlightenment: 

A major legacy of the industrial-capitalist coIossus is the unbroken 
dominance of the false alternative: whoever disputes the rationality of 
science - so it is claimed - awakens the slumbering ghosts of irrationalityn 
The ensemble of identifications - industry = progress = science = 
enlightenrnent = modemity - is now in motion, with a continuity and 
momentum that determine industrialism's law of development (Beck, 
1995: 5). 

However, this legacy is controversial. On the one hand, it created the miracle of the 

industrial society; on the other, it left many unsolved problems, such as environmental 

degradation. More seriously, there has never been a questioning of that latent faith in 

progress which has grown so precarious today with the growth of risks: the faith in the 

method of trial and error, and the possibility of a systematic mastery of extrinsic and 

intrinsic nature that was being gradually constructed by more and more better educated 

individuals in a nsk society (Beck 1992:200). The Enlightenment itself created resistance 

through its very success, and opened the door to the Rornantic Movement. 

3.2.2 Romantic Movement and Conservative Tradition 

The Romantic movement, started as a counter reaction against the Enlightenment 

where a Platonic version of liberal education was rediscovered by proponents of the 

conservative tradition. Russe11 (1 977) describes that the intense interest in and revival of 

the aesthetics and principles of ancient Greece which flourished in Italy in the 1 5'h 



century, and the courtly culhue which spread to the northem nations, is to be attributed, in 

its inception, to love of leaming for its own sake, This love of learning, obviously, was 

only available to the aristocratie man of Ieisure, who could, if he chose, leam for pleasure, 

without any utilitarian purpose (p. 124). Following the tradition established in the 

Renaissance, the Romantic Movement flounshed in Europe between the middle of the 

1 gth and 1 gth centuries. Romanticisrn was intricately intenvoven in the history of its age, 

an age when philosopherç, artists, writers, and composers responded with fervour to the 

forces of nationalism sweeping Europe, but rejected the notions of Enlightenment that had 

dominated European thought since the early 1 8 I h  century. The Romantic Movement in the 

1 gth century is, in part, a reaction against that age. Against universality of Enlightenment, 

the tone of rornanticism is conservative in which nationalism is the major concern 

(Cranston, 1994:4). However, the Romantic Movement in Europe was very complex: in 

some countries it was expressed as a revolt, but in others it was a revival. In the earliest 

expressions of romantic theory by Jean Jacques Rousseau, it is seen as a revoIt against 

rationalism, although there was different f o m  of expression in Great Britain, Italy, Spain 

and Germany (Cranston, 1994). The Romantics emphasised history, nationalism at a 

macro level, and spintual life, passion and individual experience at the persona1 level. 

Through these principles, the Romantic Movement has an important impact on modem 

liberal arts education, and cultural studies, which are the major sources of conservative 

liberal education. Dewey's concept of progressive education, especially his social 



experience and natural development are partly rooted in this tradition (Baker, 1966). 

Cranston (1 994) summarises that English romantic conservatism rested, like the romantic 

nationalism of Herder in Gexmany, on a belief in the prirnacy of history - as opposed to 

the ernpiricist sociology of the Enlightenment - for its understanding of society and the 

human condition (p.5 1). 

The Enlightenment and Romantic movements appear remote fiom a point of view 

of contemporary society. Nevertheless, the basic debates launched by the Enlightenment 

and Romantic movernents are still relevant today. For example, the fear of new 

information technology in contemporary society echoes the tradition of Romantic 

Movement, where the resistance to the Enlightenment was created (Gates, 1995). Bloom's 

attack on progressive education also implies a fear that human spirits are soaked in 

modem technology (1987). It seems that in a risk society, neither tradition of Renaissance 

or Edightenment would create a panacea for the re-engineering of universities. However, 

both traditions are stiIl powerful forces within us. 

The Enlightenment ernbraces sciences and its applications, which are closely 

related to vocational education. The Romantic movement, on the other hand, emphases 

learning for its own sake, which links to a conservative tradition of liberal education. The 

debate of these two traditions M e r  provides us with a rationale to separate FOS into a 

liberal or vocational direction. 



3.3 Dewey's Progressive Education 

John Dewey is one of the most Suential  scholars in contemporary liberal 

education- Hîs influences are not only acadernic but are also practical (Baker, I966), 

although Dewey's influence in education is debated. Some argue that his importance and 

relevance for guiding contemporary educational theory and practice are limited (Paringer, 

1990: 1) while others suggest that Dewey still serves as a key resource. Even radical 

cntics (e-g., Giroux and McLaren, 1989, the leading exponents of a critical praxis) have 

become more explicit in situating their own radicalism in the legacy of Dewey. Paringer 

(1 99O), from a critical perspective, anempts to de-construct the premises of Dewey's 

liberal reforrn, but thinks that we should not lose sight of Dewey's progressive capacities 

(p. 13). In other words, his importance in education cannot be ignored, because removing 

Dewey from the contemporary discourse on education and schooling does not help solve 

the current problems in education. 

3.3.1 Framework and Sources 

Dewey was a productive scholar whose research has covered almost every topic 

that we have discussed in contemporary education (Dewey, 1930, 1966). Ris philosophy 

of education evolved in different stages. In his earlier years, Dewey was influenced by 

Hegelian idealism, but afier 1904, his progressive education formally took shape (Baker, 



1965:~) .  Paringer (1990) reveals that Dewey's social theory consists of the four pillars, 

particularly as regarding educational practice: "democracy", "science", "nature", and 

"expenence" (p.3) in which liberal democracy is the theory's central concem (Dewey, 

1966). 

Although Dewey's philosophy of education is a compromise between the two 

traditions of the Enlightenrnent and Romantic movements, he strongly endorses the 

Enlightenrnent tradition (Rothblatt, f 9935 1). The first two pillars, democracy and 

science, for example, are directly rooted h the tradition of the Enlightenment movement. 

The last two pillars, nature and experience, however, are fiom the tradition of the 

Romantic Movement, especially Rousseau (Baker, 1965:2). Significantly different fkom 

conservative tradition of liberal education, the foundation of Dewey's liberal education is 

based on modem liberalism in which individualism is the dnving force (Dewey, l966:g 1- 

9). To dari& his philosophical foundation, he wrote the book Individualism Old and 

New in 1930. Dewey's philosophy of education was also influenced by Henry James' - 
pragmatism (Russell, 1945). In this comection, it is not surprising that Dewey's 

educational theory is crïticised as utilitarianism. However, Dewey is not an absolute 

utilitarian, because he does hold Plato's philosophy of education, mainly his knowIedge of 

ends and his universal education, in high regard (p.88-91). From the begiming, Dewey 

named his education as liberal education. According to Dewey's liberal education, the 

individual should be Iiberated from feudal authontarianism and religion, to implement the 



principles of democracy and science. Nevertheless, bis version of liberal education 

consists of the tradition of the Enlightenment, and it is distinctiy different fiom Plato's 

liberal education. 

Dewey's progressive education has had a significant impact on modern education, 

but has also received a geat  deal of cnticism. It seems that the controversy is rooted in 

his unique standpoint, which tries to reconcile extreme positions of education (Dewey, 

1953). Nonetheless, Dewey's conciliatory position invites criticism from the left and 

right. From the lefi, Paringer (1 990) rejects the premise of the "natural" in Dewey's 

theory of liberal education, and asserts that Dewey's premise conveys an ideological 

cornmitment which assumes that the existing capitalist system is natural (p.4). From the 

right, Bloom (1 987) accuses Dewey of educational utilitarianism, lack of moral education, 

and a pro-business tendency. In many cases, the conservatives thought that criticising 

Dewey's progressive education was equal to attacking current education practice, which 

was assumed to be shaped by Dewey's pedagogy. From the perspective of risk society, 

Dewey's progressive educational mode1 shares basic assurnptions with the theory of 

modernisation, because supporting social development and economic growth (without 

risk concerns) was fiequently discussed in his major works (Dewey, 1909, 1966, & 1980). 

As one of the legacies of industrial society, Dewey's Iiberal education and his notion of 
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linear progress, chailenged by history itself, are grounded in a thorough review of the 

philosophical underpinnings of contemporary educational discourse (Paringer, 1990:vii). 

John Dewey's legacy gives us another reason to divide FOS as liberal and 

vocational orientations. However, this does not mean we will classi* Dewey as 

belonging in either the liberal or vocational camp. It is understood tbat his pedagogy 

stands in the mid-point between these two extremes, and belongs to the legacies of the 

industrial society. 

3.4 Contemporary Debates over Liberal Education 

A heated recent debate about liberal education in universities seems Iargely 

focused on a single question: Should universities provide students with job related skills? 

Obviously, there is no simple answer to this question. People who advocate liberal 

education daim nonetheless that the cument educational practice in Ontario makes liberal 

education bankrupt (J3nberley & Newell, 1993). Bloom (1 987) insists utilitarianism and 

relativism in education are the major causes of the cnsis in liberal education. Those who 

are in favour of vocationalism, however, suggest that we need to rethink vocational 

education (Coulter & Goodson, 1993) so that the skills possessed by post-secondary 

graduates match the labour market (Evers & ~ o ~ a r a ,  1996). A pluralist approach tries to 

bridge the two extremes, and suggests that academic and vocational education be 

integrated (Stasz et al., 1994). 
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Again, the question of what liberal education is cornes up as the main concem. 

Bloom (1 987) contends that liberal education should answer the question: "What is 

man?" Along with this question, he gives the following definition: 

a liberal education rneans precisely helping students to pose this question 
to themselves, to become aware that the answer is neither obvious nor 
simply unavailable, and that there is no serious life in which this question 
is not a continuous concem (p.20-1). 

Humanity is one of the core concems of Bloom's remarks. Along with this central 

concern, liberal education is closely affiliated with liberal arts education. Crhmel(1993) 

narrowly defines Iiberal education as liberal arts which includes language, philosophy, 

history, literature, and abstract science (p. 1 16)- Of course, liberal arts education is 

becoming important in the risk society, because it deals directly with human beings and 

society at large, but it is a part, not the whole, of liberal education. 

From an epistemological perspective, conservative liberal education stresses 

leaming for the love of leaming, and vocationat education emphasises leaming for its 

masrery of skills. However, not every proponent of liberal education denies skills 

leaming as a meens, but argues that liberal education should serve the ends of human 

society. If the aim of education is to exclusively prepare students with specific skills, then 

such an education would make students blind on broader issues and impair their 

creativity. Refemng to this theme, Emberley and Newell(1993) define liberal education 

as a balanced education that emphasises the wholeness, not the fhgmentation of a person. 



The core of vocational education, which assumes that work is a necessary part of 

the most meaningful lives, is that education must serve the labour market and reflect its 

changes. Material and spiritual production c m  oniy be conducted through working. Like 

the conservative tradition of liberal education, people who advocate vocational education 

do not deny the value of knowledge, but they argue that the knowledge has to be useful to 

be worth the tirne spent studying. The fust step of leaming must start frorn practice which 

produces marketable skills, and not until the second step will knowledge be advanced 

through practice. Therefore, those who work in the area of vocational training appeal for 

a liberal vocational education (Silver & Breman, 1988). People who investigate the 

education of engineers suggest that this must go beyond utility (MouIakis, 1994). These 

seemingly contradictory arguments reflect a deep concem over ad hoc vocational 

education. 

The debates on liberal education have been rnisunderstood by both conservatives 

and progressives and expressed through their uncompromising approaches. Rothblatt 

(1 993) suggests that 

there is no subject that cannot be taught illiberally, no subject that cannot 
be taught liberally. The philosophical and sociological as well as 
psychoIogica1 implications of virtually any subject can be drawn out and 
developed to a point where they meet the broad requirements of a liberal 
education (p.64). 

The importance of this argument is that it theoretically breaks down the traditional 

boundaries built in between liberal and vocational education. 



The two conflicting education rnodels could be reconciled, if we carefdly probe 

the dynamic changes in knowledge and skiIl structures. It is understood that both 

knowledge and skills are stratified from abstract to specific, from philosophy to concrete 

working skills. The boundaries between knowledge and skills are either intemittently or 

continuously changed over time via the development of human intelligence. We cannot, 

as Plato suggested, reject al1 empirical accomplishments as a part of our knowledge while 

the gap between knowledge and skills has been considerately shnnking in an information 

age. Furthemore, knowledge and skills are mutually transmittable, which would prevent 

people from drawing an absolute line between them. Finally, if we mechanicaliy follow 

Plato's instruction of "only knowledge is teachable", then most depamnents of 

universities would be closed forever- 

Lifelong employment in a single job is becoming increasingly unrealistic in most 

industrialised countries. In the past decades many people have changed their 

employment/job title fiequently (Anisef et al., 1995). To accommodate changes in 

occupation, generic training is more important than specific skills learning for the 

majority of the population (Gellner, 1983:27). The assumpîion is that anyone who has 

completed the generic training cornmon to the entire population can be retrained for most 

other jobs without too much difficulty (Gellner, 198328). Work, in the information age, 

does not mean moving matter. The paradigm of work is no longer the manipulation of 

things, but of meanings. It generally involves exchanging communications with others, or 



manipulating the controls of a machine. Gellner's genenc training argument supports an 

embedded liberal education, which bridges the gap between conservative and progressive 

tradition of liberal education. Generic training is not the path for professionals, as Gelirier 

(1983) observes that ski11 training bas prestige only at the end of the educational process, 

if it constitutes a completion of a prolonged previous unspecialised education. 

Specialised schools intended for a younger, earlier intake, have negative prestige (p.27). 

Thus, students who study medicine and law in university have prestige, but job training 

received by workers after high school displays a negative impact on their life course. 

The above discussions about the relationship between liberai and vocational 

education - between knowledge and skills -- have reinforced the rationale for dividing 

FOS choice into liberal and vocational categories while we study how university students 

have responded to the new economy and changing workplace. 

In brie< Chapter Three examined the debate over liberal and vocational education 

fkom an historical perspective. Plato's liberal education was explored in relation to social 

conditions in Ancient Greece that gave meaning to a distinction between those pedagogies 

ernphasizing the teaching of abstract knowledge (principles) and those emphasizing 

application skills. Two modem intellectual movements, Romanticism and Enlightenment, 

also were investigated. The former underlies a conservative interpretation of liberal 

education while the latter is consistent with a pragmatic interpretation. Finally, 



contemporary liberal-vocational debates were reviewed as derivatives of these 

movements. 



Chapter Four 

Data Description and Research Methods 

This chapter lays the groundwork for the rest of the dissertation, and begins with a 

description of survey information, then raises relevant research questions, and follows 

with a description of research methods. The final part gives a detailed description of each 

variable used in this study. 

4.1 Data Source 

The empirical analysis of the dissertation is built on responses from 1992 National 

Graduate Survey (NGS) of 1990 graduates. The following sections wilI briefly describe 

the data source and its limitations. 

4.1.1 National Graduate Suwey (NGS) 

On behalf of Hurnan Resources Development Canada, Statistics Canada conducts 

the NGS to leam about graduates' labour market experiences after graduation. Along with 

early labour market experiences, the surveys gather a wealth of infoxmation on education 

training, personal charactenstics and earning estimations. In June 1 992,3 6,000 randomly 

selected 1990 graduates were interviewed by telephone two years after graduation. 
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Similar surveys of 1982 and 1986 graduates were also conducted The resulting research 

sharpens the focus on evaluating the existing post-secondary education systern and 

ascertainhg the accountability of the universities (Little, 1995). Different fkom the 

original objectives of the sweys ,  this project seeks to explore the question of how 

university students have responded to a changing workplace through the FOS selection 

they have made. As well, their monetary and non-monetary r e m s  as the consequences 

of their FOS selection will be explored. 

4.1.2 Sample Selection and Data Limitation 

Sample selection 

NGS are broadly based and comprehensive surveys in which three cohorts of post- 

secondary graduates, university, college and trade vocational schools, are included in each 

phase. Lirnited by resources, this dissertation is restricted in several aspects of utilising 

the data set. First, one of the surveys, NGS 1990, will be used to explore how university 

students have responded to a changing workpIace by selecting their FOS. Second, the 

original data set includes graduates fiom trade-vocational schools, colleges, and 

universities. This study focuses on university graduates, excluding the graduates from the 

other institutions. Third, university education in Canada has become a mass public 

education system; however, this assessrnent is not applicable to graduate prograrns. 



Because the research did not yield evidence to support the daim that graduate education 

(e-g., Master's and Ph.D. programs) has become mass education, we excluded students 

who had graduated fiom Master's and Ph.D. prograrns. Only those who obtained bachelor 

degrees in Canadian universities are the subjects of this study. As a result of these 

restrictions, the weighted sample size' for NGS 1992 is 107,95 1. 

Data Limitation 

The entire study is based on a secondary analysis of the NGS with associated 

advantages and limitations. There are several advantages. First, the NGS is a 

representative survey of Canada, allowing us to explore nation-wide issues. Second, by 

asking hundreds of questions, the surveys contain abundant information about university 

graduates that can serve multiple purposes (e.g., how university graduates have responded 

' A. The NGS uses a stratified systematic random sample design, with a difference in 
sampling fractions between strata. Thus, some areas are over-represented in the sample 
(relative to their population) while some other areas are relatively under-represented. This 
means that the unweighted sample is not representative of the target population. The 
survey weights must be used when producing estimates or perfoming analyses in order to 
account for this over- and under-representation (Statistics Canada: Guideline for 
Analysis, 1982 and 1990). Accordingly, al1 data analyses in this study are based on 
weighted samples. B. For inferential statistics, a normalised weight is used, so that an 
individual's statistical weight is normalised by dividing hisher weight by the average 
weight of al1 individuals. Consequently, the sum of the normalised weights is equal to the 
actual sample size. 



to the risk of the labour market via their selection of educational programs). Third, it is 

widely believed that the surveys of Statistics Canada are under-utilised (Canadian 

Initiative on Social Statistics: A Joint Project of SSHRC and Statistics Canada, 1999). By 

conducting secondary analyses, this study maximises the existing resources effectively as 

well as eficiently. 

However, some disadvantages are inevitable when conducting secondary analysis. 

Whenever research is based on an analysis of data that already exits, it is obviously 

limited to what exists. Any incomplete information is not retrievable in the public data 

files. As well, the surveys were not designed for the purposes of this study. Therefore the 

content validig of measurements must be carefully handled. Restrictions imposed by 

Statistics Canada for the purposes of confidentiality can partially suppress important 

variables, such as occupation. This sets limits on testing some key hypotheses. Moreover, 

special care must be taken to handle the variables with missing values; recoding will be 

given while reconstructing these variables. As a consequence of these limitations, any 

conclusions related to the "defective" variables must be cautiously treated. 

Content validity refers to the degree to which a measure covers the range of meanings 
included within the concept (Babbie, 1992: 133). 



4.2 Research Questions and Research Methods 

Objectives 

One objective of this dissertation is to investigate how university students cope 

with risk to enhance their educational retums. Underlying this objective is the contention 

of the study that involves theoretical examination and policy implication. The theory 

contains the notions of structure and agency, and the policy involves the debate between 

liberal and vocational education. In the university setting, we are actually dealing with 

two situations. The first situation is the school-to-school transition (university entry). 

Antecedent coping strategies optimise the FOS choice, and contemporaneous coping 

strategies enhance the vaIue of the FOS choice during a four-year study. The second 

situation is the school to work transition two years afcer graduation. The management of 

nsk associated with the FOS choice is exarnined by retums from labour market as well as 

personal satisfaction. Finally, the subsequent coping strategies, (continuing education 

afier graduation, for example) endure lifelong leamhg to better survive the nsk society. 

Research Questions 

Conceptually, two major questions are asked in this study. First, how , by the 

selection of FOS, university students reflect their responses to a changing economy? 



Second, what have been the outcomes of FOS selections? To evaluate these two 

questions, 1 am operationally dividing them into the following five parts. 

Part 1: Establishing the FOS-LM0 Link 

Question one: Do labour market outcomes for graduates differ for those who chose a 
FOS classified as 'liberal education' or 'vocational education'? 

The rationale for this question is that risk (including both opportunity and danger) is 

associated with the FOS choice. Hence, FOS choice is regarded as a process of nsk 

taking. The underlying assumption is that LM0 and persona1 returns represent realised 

FOS choices, and the FOS reflects these potential outcomes and retums. In this regard, a 

bi-variate analysis will be conducted, which treats FOS choice as an independent variable, 

employing L M 0  as dependent variables. The nuII-hypothesis Ho is thar those who studied 

in both vocational/professional and libera1 fields would have similar labour market 

outcomes. The results of the nuII-hypothesis test will determine whether the alternative 

hypothesis HI should be accepted: that is, those who snidy in vocationaI/professional 

fields are less likely to experience negative LM0 than those who studied in liberal fields. 

If there is a relationship between educational choice and LMO, it is reasonable for us to 

continue with the analysis of evaluating the role of persona1 agency in choosing FOS. 



Part 2: Assessing the Role of Agency in FOS Choice 

Question two: What is the relative influence of structure and agency factors on FOS 
choice? 

Question three: Do structural factors differ between those who choose to enrol in a 
liberal area as opposed to a vocational FOS? 

Question four: Do antecedent coping strategies difler between those who choose 
to emol in a liberal education as opposed to a vocational FOS? 

Ai1 three questions try to identie the relative influence of structure and agency on 

FOS choice (where agency variables are antecedent to FOS choice). It is hypothesised 

that although the FOS choice is influenced by both social structure and persona1 agency, 

agency exerts its impact in responding to the new economy, changing workplace and nsk 

society. To examine the relationships of how social structure and personal agency 

influence the FOS choice, a multivariate analysis will be developed. Specifically, a 

logistic regression will be conducted in which FOS choice is the dichotomous dependent 

variable, and social structure and personal agency are independent variables. For the 

purpose o f  elaboration, a series of bi-variate and multivariate analyses will be conducted 

(see Table 4.3 and 4.4 in Chapter 4) to assess the specific impact of social structure and 

personal agency. 



Part 3: Comparing Agency Variable Profiles of Liberal and Vocational Groups 

Question five: Do graduates who choose liberal or vocation FOS differ in their 
risk management strategies afier enrolrnent? 

University students enter the second stage after they have chosen their FOS. Then 

the question is concemed with whether FOS choice indicates different rkk management 

strategies after enroiment? (Table 4.5). The hypothesis is that graduates fiom liberal 

fields adopt different strategies than those who graduated fiom vocationai filed. A 

multivanate crosstabulation wil1 be conducted to address the question. 

Part 4: Assessing the Role of Agency in Deterrnining LM0 

Question six: What is the relative influence of structure and agency factors on 
LM0 for graduates who choose Iiberal or vocational FOS? 

Question seven: Are relationships between agency factors and LM0 mediated by 
FOS? 

Question eight: Are relationships between structural factors and LM0 mediated by 
FOS? 

Question nine: What is the relative power of agentic and structural factors in this 
mediated relationship, stated in question seven and eight? 

To assess the relative influence of structure and agency on LMO, a series of 

(linear and logistic) regressions will be conducted (Table 4.6). The regressions will be 

divided into two models. The first mode1 contains only structural variables and the second 



mode1 contains both structural and agentic variables. In this way, the increments, if any, 

in the explanatory powers of the models can be attributed to agentic components. If the 

agentic variables piay an important role in influencing LMO, we would assess the agency 

factors fust (see question seven). Having emphasised the importance of persona1 

strategies of coping with nsk, we also examine structural factors in assessing the 

relationships between structural factors and LM0 mediated by FOS (see question eight). 

Question nine asks what is the relative power of agentic and structural factors in the 

mediated relationship descnbed in previous questions. Most of the data analyses in this 

part wiil be bi- or multivariate crosstabulations. 

Part 5: Comparing the Employment Relevance of Liberal and Vocational FOS and 

the Educational Satisfaction Derived by Each Group 

Question ten: Are the skills acquired in a liberal FOS more relevant to the 
respondent's current employrnent than those acquired in a 
vocational FOS? 

Question eleven: Are graduates of a liberal FOS more satisfied with their 
programme than are graduates of a vocational FOS? 

In this final section of the data analyses, we try to bridge two parts, education and 

outcomes (monetary and non-monetary). Then, question ten asks: Are the skills acquired 

in a liberal FOS more relevant to the respondent's current employment than for those 
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Question 
1. Do L M 0  for graduates differ for those who 
chose a FOS classified as 'liberal education' 
or 'vocational education'? 
2. What is the relative influence of structure 
and agency factors on FOS choice? 
3. Do structural factors differ between those 
who choose to enrol in a liberal area as 
opposed to a vocational FOS? 
4 Do antecedent coping strategies differ 
between those who choose to enrol in a liberal 
education as opposed to a vocational FOS? 
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FOS differ in their risk management strategies 
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and LM0 mediated by FOS? 
8. Are relationships between strucnirai factors 
and LM0 rnediated by FOS? 
9. What is the relative power of agentic and 
smictural factors in this mediated relationship, 
stated in question seven and eight? 
10. Are the skills acquired in a liberal FOS 
more relevant to the respondent's current 
employment than those acquired in a 
vocational FOS? 
1 1. Are graduates of a liberal FOS more 
satisfied with their programme than are 
pduates  of a vocational FOS? 

Method 

Bi-variate 
analysis 

Logistic 
regression, 

Multivariate 
crosstabulation 

Logistic & 
linear 
regressions, 
Multivariate 
crosstabulation 

Multivariate 
crosstabulation 

Multivariate 
crosstabulation 



respondents who have chosen a vocational FOS? As a self-assessrnent of university 

education, the final question asks whether graduates of a liberal FOS are more satisfied 

with their programme than are graduates of a vocational programme. Table 4.1 

summarises the research questions and methods in this dissertation. 

4.3 Case Selection and FOS Classification 

4.3.1 Case SeIection 

As described in the previous sections, only univenity graduates in the NGS are 

analysed in this study. Hence, selecting cases from NGS is the f is t  step toward the data 

analysis. To select the study sample, the frst  variable used as a criterion for case selection 

is "Certlev"; "Revised 1990 Ievel of certification" (Table 4.2). The result is that only 

graduates with a bacheIor certificate are selected. 

Table 4.2 Variables Used for Data Selection 

1 respondenr co~rections from a04 to data supplied by ( 

Variable Name 
Ce d e v  

To make the research comprehensible, we did not include every graduate with a 

Question 
Revised 1990 level of certification. to take inro account 

Resp fos 

bachelor degree. Instead, we selected the variable "Respfos", "Major field of study code 

Recoding 

institutions. 
Major field of study code for the strtdies completed in 
1990, as agreed to by respondents at the time of 
interview. 

Strata4 
Starat.5 



for the studies completed in 1990" as a secondary critenon for filtering the data and 

selecting cases. As a result, liberai or vocational FOS is specifically linked to university 

programs. In other words, the classification of FOS is reasonably accurate and whether 

the program is liberal or vocational, the field is clearly understood. 

4.3.2 Classification of Field of Study 

It should be noted that most researchers directly use the variable "FOS" fiom 

Statistics canada3. However, the FOS variable doesn't reflect the liberal/vocational 

program orientations previously discussed (Walker, 1998). For example, the category 

"Fine Arts and Humanities" typically subsume the fields "fuie arts", "applied arts", 

"English literature", "translation" which generally are considered to be examples of 

liberal education programs. However, "applied arts" and 'btmnslation" are actually 

vocational fields in that they are more obviously reiated to actual areas of work. To more 

clearly reflect these instrumental differences, the various FOS were assigned to either 

Liberal or Vocational categories in two stages. Table 4.3 lists the initial divisions that 

involve: (1) Education, (2)  Liberal Arts and Social Sciences, (3) Applied Arts and Social 

' FOS is usually classified as Education, Fine Arts, Humanities, Social Sciences, 
Commerce, Agriculture/BioIogy, Engineering, Nursing, Other Health, MatWPhysical 
Science. 



Sciences, (4) Liberal Sciences, and (5) Applied Sciences. These were m e r  regrouped, 

such that (1) and (2)  comprised the Liberal Education category; and (3), (4), and (5) were 

Table 4 3  Classification of Liberal and Vocational Education 

5) ~ h i l o ~ o ~ h ~  
6) Economics 
7) Geography 
8) Political Science 
9) Psychology 
1 O) Sociology 

Liberal 
III. Education 1. Liberal Arts 

/Social Sciences 
1) Fine Arts 
2) Music 
3) EngIish Literature 
4) History 

1) Elementary/ 
Secondary 
Te~cher 
2) Post Secondary 
Education 
Teacher 
3) Kinderganen 

teacher 
4) Physical Ed 

II. Liberal 
Sciences 
1) Biology 
2) Marh 
3) Chemistry 
4) Physics 

Vocational 
IV. Applied Arts 
/Social Sciences 
1) Business; 
2) Law 
3) App lied Arts 
4) Translation 
5) Social Work 
6) Religious Study 
7) Theology 

V. Applied 
Sciences 
1) Architecture 
2) Engineering 
3) Dentisrty 
4) Medicine 
5) Nursing 
6) Phannacy 
7) Cornputer 
Science 

combined to make up the Vocational category. The vocational category is broadly 

equated with professional education. In addition to the obviously 'applied' FOS, the 

vocationaI category includes some post-baccalaureate FOS. For example, medicine 

requires a bachelor's degree as a prerequisite to enrolment. In the case of engineering, 

nursing, and education, however, liberal education courses ofien are taken concurrently. 

Either concurrently or sequentialIy, an instrumental component has been added to the 

students' repertoire of skills and thus serves to define membership in the vocational 

category. 



4.4 Description of Variables 

The dissertation assesses the relative impact of social structure and persona1 

agency on FOS choice and educational investment retums. To serve these objectives, the 

variables are divided into four groups: social structure, strategies of coping with risk, 

labour market outcomes, and educational returns- 

4.4.1 Social Structure Variables 

Table 4.4 describes the variables that are defined as social structure. As 

extensively seen in the literature in recent decades (Smith, 1997), "gender" is the variable 

Table 4.4 Variables of Social Structure 
Variable Name 1 Question 1 Recoding 
SET 
Gradage 

Visbmin 

Mothed90 

Sex of responden t. 
Derived variable representing age in completed years at 
the lime ~Jcompletion of reference year studies 
Derived variable indicating whether the responden t has 
identrped himself/herselfas a member of a visible 
minority ethnie or racial group, as defined by 
lnteràepamental Agreement in the spriig of 1992 . 
Mother 's education level relative to the graduate S level 

Fathed90 

12 months before enrolling in the program he/she 
~raduated from in 1990. 1 

Age2 

at the time of graduation in 1990. 
Father S education level relative to the graduate 's level 

P m s  

used as an indicator of individual social strucîural position. The second variable, 

"gradeage", is a "derived variable representing age in completed years at the time of 

- 
ar the t h e  of graduation in 1990. 
The main region of residence of the graduate during the region 



completion of reference year studies." Instead of highlighting age as a continuous 

variable, we want to identiw university graduates who went to university at normal age 

(24 years of age or younger) as opposed to those who attended as mature students (25 

years of age and up). Therefore, the age variable is recoded as the variable "age2" which 

contains two attributes, "24 years of age or younger" (normal), and "25 years of age or 

oldei'. The third variable, "Visbmin," represents a "derived variable indicating whether 

the respondent has identified himself/herseif as a member of a visible minority ethnic or 

racial group". Afier exploring the biologic (mixed with social) traits, this study tries to 

identify the influence of social and cultural capital which may influence the educational 

choice and labour market outcomes. Unfortunately, there is no information about parents' 

income and occupation in this data set. Instead, parents' educational attainments will be 

used as one of the main components of social and cultural capital. Hence, "Moth90" and 

"Fath90" are introduced, to indicate "mother and father's education Ievel relative to the 

graduate's level at the time of graduation in 1990." "F'rres" is the iast variable referring to 

individual social structural positions, which represents "the main region of residence of 

the graduate during the 12 months before enrolling in the program he/she graduated from 

in 1990". 

4.4.2 Agency Variables 

The second set of variabIes refers to the strategies universiw students employed 

when coping with nsk. The coping strategies are divided into two parts according to the 



t h e  sequence of antecedent or contemporary enrolment in the university program. Table 

4.5 shows the pathways where students entered universities. The f i s t  variable, "Edbefor," 

is "a recoding of the highest level of studies completed before [student] enrolled in the 

university program", and indicates if the students have post-secondary education before 

entering university. Geographic mobility is a common practice among Canadian 

university snidents, and "Mig" is the variable which indicates "the type of inter- 

Table 4.5 School to School Transition Pathway Variables 

1 ediicarion throzigh the student [oan prograrn? 

Variable 
Edbefor 

Mig 

b03 

834 

provincial migration the respondent took to follow the studies graduated from in 1990." 

prograrn, what was your major activity? 
Did you ever bomow money to finance any ofyour 

Different from region of origin, this mobility reflects the motivation of pursuing 

Question 
A recoding of the highest levez of studies complered 
before enrolled in the university program. 
Den'ved variable indicating the type ofinter-provincial 
migration to take the studies that the respondent 
graduated from in 1990. 
During rhe 12 months before you enrolled in the 

university education. Working is part of student lives in Canada at both high school and 

Recoding 
Edbefo2 
Edbefor4 
Migadd 

b03add2 

post-secondary education levels. In this regard, "B03" refers to the question of "during 

the 12 months before you enrolled in the program, what was your major activity?" While 

the question includes a variety of activities, we are mainly concemed if the activities are 

linked to employment which may affect university program selection. Therefore, the 

question is M e r  collapsed as two categones, "work" and "not work". G34 is the 



question, "Did you ever borrow money to fmance any of your education through the 

student Ioan program?" In exploring the question, we try to identie if a different way of 

financing university education wouid affect FOS choice. 

As the second part of the coping strategies, the variables referrïng to the penods 

within or after university graduation are introduced. Table 4.6 shows how university 

students take a second major, participate in a CO-op program, study part time, work full 

Table 4.6 Variables Associated with Strategies of Coping with Risks 

1 completed any orher rtniversiy, college or trade- 1 

Variable 
a08a 

a18 
a l1  
68 

829 

1 vocational degree, diploma or certificate p-ograms? Do 1 
1 not include apprenticeship prograrns. 1 

Question 
Did you have any other majorfield of stuày or 
specialisation for yottr program in I990? 
Didyort take a CO-op program? 
Did you take the program part time or full tirne? 
Before you completed this program, did you ever work 
full time? That is usrtally 30 or more hours a week. 
Since yorr cornpleted this program in 1990, have you 

time, and continue education to respond to the changing workplace. Accordingly, "A08a" 

Recoding 

AIladd 

refers to the question "Did you have any other major field of snidy or specialisation for 

your program in 1990?"; 'A1 8" asks "Dd you take a CO-op program?"; "Al 1" inquires 

"Did you take the program part time or full time?"; and "B8" asks "Before you 

completed this program, did you ever work full tirne?" Last, 429 asks "Since you 

completed this program in 1990, have you completed any other university, college or 

trade-vocational degree, diploma or certificate prograrns?" 



4.4.3 Outcome Variables 

The third set of variables is the outcomes or retunis of the university education 

investment. The outcomes are in two separate parts, labour market r e m s  and education 

outcomes. Table 4.7 demonstrates the labour market outcomes. Variable "lfstat3" is a 

"derived variable of labour force status from June to July, 1992," which indicates that the 

graduate was employed, unemployed, or not in the labour force. "Lwj6ft," a "denved 

variable which represents whether the main Iast week job had been held for six rnonths 

Table 4.7 Variables of Labour Market Outcomes 
-- - -- 

Variable 
Lfstat3 

~ Question 
Derived variable of labour force status "last week " GE, 
June-July. 1992). 
Derived variable indicaring whether the main last week 
job had been held for sir rnonths fidl t h e .  
1s this a permanent or tempora?yposition 
The total number of months the graduate was 

Recoding 

un employ 

Lwjanlpy 

1 how satisfied were you with thejob? 1 
c3 O 

full time," reveals job stability. "C22" queries "1s this a permanent or temporary 

unernployed between the end of reference year studies 
and June 1992. 
Last week job annual rate ofpay. Denved variable 

position?" which indicates job continuity. ccUnempmos'7 is a derived variable that 

income 
indicating the annual rate ofpay at the last weekjob. 
Considering all aspects of thejob you had last week, 

represents "the total number of months the graduate was unemployed between the end of 

c3Oadd 

reference year studies and June 1992." Insofar as the main concem of the study is long- 

term unemployment, the variable is recoded as the dichotomous variable "unemploy," 

which indicates if the graduate was unemployed in a longer term perspective. "Lwjanrpyy' 



is a "denved variable indicating the annual rate of pay at the last week job". The last 

variable "c30" indicates overall job satisfaction. 

4.4.4 Relevance of Education and Work 

The Iast set of variables is the relevance of education and work that includes 

educational returns and the relationships between education and work. Specifically, 

variable g10, g13 and g14 in Table 4.8 indicate the educational retum refemng to job 

Table 4.8 Variables of Educational Outcornes 
Variable 

gll 

d 2  

Question 
To what extent do you feel yottrprograrn provided you with the ski1l.s needed 
for a particular job? 
To what extent do you feel yourprograrn provided you wirh an in-depth 
knowledge of a Peld of stud'? 
To what extent do you feel yortr program provided you with an opportzrnity 

g13 

1 about career opporrunities in yoztrfield of study? 

to impro ve yourselfgenerally ? 
To whar extent do you feel yoztrprogram providedyou with improved 

g14 

g15 To what extent did your program develop your sh-ills in writing well? 

To what exrenr did yourprograrn develop your skills in thinhing 

chances of a good income? 
To whar extenr do you feel your prograrn provided you with knowledge 

related skills. The questions asked are "To what extent do you feel your program 

gr8 

provided you with the skills needed for a particular job?" (g10); "To what extent do you 

independen tly ? 
To what extenr did your program develop yo~tr  skills in rnak-ing decision? 

feel your program provided you with improved chances of a good income?" (g13); "To 

what extent do you feel your program provided you with knowledge about career 



opportunities in your field of study?" (g14). The questions gl I to g12, and gl  5 to g18 

indicate those educational returns that reflect general employment skills. The questions 

are "To what extent do you feel your program provided you with an in-depth knowledge 

of a field of study?" (gl 1); "To what extent do you feel your prograrn provided you with 

an opportunity to improve yourself generally?" (q12); "To what extent did your prograrn 

develop your skills in writing well?, in speaking well?, in thinking independently?, and in 

making decision?" (g 1 5-g18). 

Table 4.9 describes the relationships between education and employrnent status. 

Underemployment or education and job mismatch underpins all these variables. "Rellwj" 

is a derived variable that indicates "the relationship of studies completed in 1990 co the 

Table 4.9 Variables of Relevance of Education and Work 
Variable 

Rellwj 

c29 

Question 
The relationship of studies complered in 1990 to the fast week job. in 
respondent 's opinion. 
In this job, to what extenr did you use any of the skills and knowtledge 

jobql90 

last week job according to respondent's opinion". There are three attributes: (1) job 

acquiredfrorn the program ? 
The complered level of educarion needed to get the Zasr week job, compared 

g19 

directly related to FOS; (2) job somewhat related to FOS; and (3) job not at al1 related to 

with the highest level of qualrjîcation of the graduate at graduation in 
1990. 
Given your experiences since complering the program in 1990, woztld you 
have selected the same FOS or specialisation ? 

FOS. Question "c29" M e r  queries "In this job, to what extent did you use any of the 



skills and knowledge acquired fiom the program?" The variable "jobql90" refers to "the 

completed level of education needed to get the Iast week job (Le., the job held by 

graduates before interview d u ~ g  the periods of June- July, 1 992), compared wi th the 

highest level of qualification of the graduate at graduation in 1990". The last variable g19 

asks "Given your experiences since completing the prograrn in 1990, would you have 

selected the same FOS or specialisation?" 



Chapter Five 

Risk Management and Educatioaal Choice 

This chapter presents the empïrïcal analyses and results of the mode1 of FOS 

choice and its outcomes. To answer the research questions raised in Chapter Three, the 

f'rst part of this chapter tries to establish the link between FOS choice and labour market 

outcornes. Afier the linkage is established, the rest of the chapter deals with the question 

of how social sûucture and persona1 agency affect FOS choice, and how FOS choice 

affects the graduates' outcomes. n i e  relevance of education amd employment will be 

discussed in the Iast part of the chapter. 

5.1 FOS Choice and Labour Market Outcome 

The initial enquiry tries to establish a Iink between FOS and labour market 

outcomes and starts fiom the question: "Do L M 0  for the liberail graduates differ from the 

vocational graduates?" To measure LMO, six indicators are used, which include 

employment statu, job stability, job continuity, long-term unennployrnent experience, 

annual job income, and job satisfaction. 

B y using bi-variate crosstabulations', Table 5.1 demonstrates that FOS choice did 

' To correct for the dependence of Chi Square values on sarnple size, phi coefficients 
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in most cases have a significant impact on the initial LM0 of 1990 graduates. When 

examining the most frequently used indicator of LM0 --employrnent status-- we found 

that the liberal graduates have a slightly higher unemployment rate (1 0.8%) than those 

who have graduated from vocational education (9.0%), and more Iiberal graduates (7.1 %) 

than vocational graduates (5.4%) are not in the labour force. In tems of  job stability, 

liberal arts graduates are more at nsk of being employed on a short-term contract basis 

(29.1 %) than those vocationally educated graduates (21 -6%). As regards job continuity, 

however, the graduates from liberal fields are more IikeIy to have permanent positions 

(75.3%) than those from vocational fields (72.7%). As descnbed in Chapter Two, 

unemployment is a common expenence in developed countries, a situation from which 

university graduates are not excluded. For instance, two years after graduation, 28.2% of 

the 1990 university graduates in Canada have been unemployed at least once. Liberal 

education graduates are more likely to experience unemployment (almost three in ten, 

29.9%) than graduates from vocational education (one in four, 25%). Furthemore, there 

exists a significant income gap of 13% ($4,152) between the two FOS groups. The 

average annual job income is $28,82 for the graduates from liberal programs, and 

$32,973 for the graduates from vocational programs. This difference May be explained in 

part by the fact that some of the vocational categories such as medicine lead to 

employment in particularly well remunerated jobs. Overall, the 1990 graduates are very 

were calculated. 
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satisfied with their jobs: 49.2% of them are very satisfied, 41 -2% satisfied, and less 

Table 5.1 Educational Choice and Labour Market Outcomes (count columns) 

FOS Liberal 1 vocational 
Variables % 1 % Row Total 
Labour force status last week (June-July, 1992). 
Employed 82.2 
Unenzployed 10.8 
Out of the labour force 7.1 

Column Total 46757 

Did last week's job Iast 6 months of full time? 

85.4 68151 

9.0 8 184 
5.6 5259 

34837 ~'=149, d e 2 ,  p<.OO,4=.043 

Yes 70-9 

No 39.1 
Column TotaI 38306 

1s this a permanent or temporary position? 

than 10% either are dissatisfied or very dissatisfied with their jobs. However, vocational 

78.4 50496 
2 1.6 17563 
29754 ~ + 9 6 .  d e l .  pc.OO. 4 =.O85 

Pennan en r 75-3 
Temporaty 23.7 
Column Total 35858 

Consider al1 aspects of the job you had last week, how satisfied were you mth the 
job? 

73-7 47833 

27.3 16663 

28638 ~ ' = 5 5 .  d e l .  p<.OO,@ =.O29 

V e g  dissatisfied 3 -6 
Dissarisfied 8.6 
Sa risfied 45.0 
V e v  satisfied 42.8 
Column Total 38455 

1.9 1944 

4.3 4607 
35.7 27975 
58.1 33803 
29874 ~ " 1 7 7 8 ,  df=3,pc.00,$ =. 16 1 

Have you been unemployed since graduation in 1990? 
Yes 29.9 
No 70.1 

Column Total 39997 

24.9 19700 

75.1 51361 

3 IO64 ~1222. d+ 1 .p<.000 

Annual rate of pay at the last week's job (June-JuIy, 1992) 
Mean $2882 1 

Standard Deviarion $12901 
CoIurnn Total 34205 

$32973 Diffa 53 152 
S 12203 
274 19 F= 1653. pe.00 



education graduates tend to be more satisfied with their jobs than liberal education 

graduates. In brief, arnong six indicators of LMO, five of them favour vocational 

graduates. Therefore, a link between FOS choice and labour market outcornes has been 

established. 

5.2 Social Structure, Persona1 Agency, and FOS Choice 

The existing relationship between FOS choice and LM0 provides us with a 

rationale to m e r  explore the forces behind FOS choice and LMO. In this regard, social 

structure and personal agency are introduced to measure the influence. As described 

previously, social structural positions are rneasured by gender, age, ethnicity, parents' 

education, and region of origin. Persona1 agency (antecedent) is represented by the 

following four variables: ( 1) if there is a post secondary education experience before 

entering a university prograrn; (2) if the individual moves out or stays at parental home to 

pursue education; (3) if the graduate has a student loan; andior (4) if the individual has 

work experience. In addition to using these variables, we explored three questions related 

to personal agency: First, what is the relative influence of structure and agency factors on 

FOS choice? Second, do structural factors differ between those who choose to enrol in a 

liberal area as opposed to a vocational FOS? Third, do antecedent coping strategies differ 

between those who choose to enrol in a liberal education as opposed to a vocational 

FOS? To answer these three questions, a logistic regression was conducted as a 



systematic way to expIore the relationships. The detailed answers are provided by a senes 

of crosstabulations, 

5.2.1 Logistic Regression 

To assess whether the introduction of persona1 agency results in an increment of 

the model's explanatory power on FOS choice, two separate Iogistic regressions were 

conducted. The first regression contains the structure variables, which exclusively 

identify the structure impact on FOS choice. The second regession contains both 

structure and agency variables which identify the increment of the agency variables. 

Table 5.2a suggests when agency variables are added to the model, we observe a 

substantial increment in the predictability of the model. Specifically, when the model of 

the logistic regression with FOS choice includes only structure variables, x2=75.4. Once 

we add the agency variables, then x2=424.8, with the increment of the chi-square being 

349.4. The increment created by personal agency variables supports Beck's notion of 

individualisation, in which persona1 agency has more responsibility for the individual's 

destination. 



Table 5.2b Logistic Rt 

Table 5.2a Increment of Agency Variables in the Logistic Regression with FOS Choice 

Year 

Structure 1 Structure + Agency 

Independent Variable 

hcrement 

Gender 

Age 
Esibfe rninority 

Math er 's Lower educarion 
Same 

Fatlier's Lower edrrcarion 
Same 

Arlatmk 
Region 

Ontario 
Quebec 

Ed before rJzis program 
Mo ver/Szayer 
Havittg studerzt Ioarz 
Worked Before 
Constant 

ression for FOS with Social Structure and Persona1 Agency 

Structure and Agency 
B S.E. Sig Exp 

structure Only 
B S.E. Sig EXP 

Notes: 
(1) for the logistic regression model (structure only), -2 log likeiihood=6 175.8, xL75.4,  dX=l O, Pc.00, 
~ 6 9 2 6  

(2)  for the logistic regression model (structure and Agency), -2 log likelihood=5924.8, .x7-424-8, d.f.=14, 
PC.00, n=6895 

Table 5.2b presents the two logistic regressions for FOS, in which the partial 

model has only social structure variables, and the full model includes both social 



structure and persona1 agency. Overall, the full mode1 is statistically significant, in which 

x2=424.8, d.f.=14, and ptOO. The analysis appears to support the notion that personal 

agency is more influential than social-structural factors in determining whether an 

individual chooses a liberal o r  vocational university education. 

Arnong six social structural factors, o d y  ethnicity and region of ongin are 

significant; others (e-g., gender, age, and parent's education) are insignificant. The 

relative insignificance of the most structure features among university graduates who 

have chosen liberal or vocational education can be seen as a consequence of mass 

university education in Canada. It reflects that the university has been increasingly 

accomrnodating diversities of the population in terms of gender, age, and social class. 

Nevertheless, ethnicity and region of origin significantly influence the FOS choice. From 

the linkage between FOS choice and LMO, we observed that vocational education seems 

more likely to provide security of employment than liberal education (Table 5.1 ). To 

overcome racial background disadvantages, students with visible minority stanis are more 

likely to select vocational education (b=.37, pC.00 1, see also the coding scheme). Region 

appears to be a factor in FOS choice, as students from Ontario (b=--34, pc.00) and 

Quebec (b--90, pc.00) are more Iikely to select liberal education than those from other 

regions. One possible explmation is that the well-known universities with stïong liberal 

orientation are tocated in these two provinces. 

In contrast to social stmctural variables, al1 predictors of personal agency are 



sipificant in influencing students' choice of FOS. Specifically, students who have post- 

secondary education are more Iikely to select vocational education while those who have 

no such an experience prefer liberal education. This reflects the universi ty  practice in 

which many professional fields require a post-secondas. degree for the entry (e.g., 

education, law, and medicine). As descnbed earlier, liberal education tends to be abstract 

whereas vocational education tends to be specific. People who move o u t  their home 

province are more Iikely to pwsue liberal education whereas those who s t a y  in their home 

provinces are likely study in vocational education'. The FOS choice also reflects Iife 

experience, especialiy die respondents' experience in employment. As a consequence, the 

students who have work expenence before the university program would be more likely 

to choose vocational education while those students with no such experience wouid be 

more likely to select liberal education. 

In answer to the three questions raised at the begiming of this section, we 

observed that: (1) the agency factors have a stronger impact on FOS choice than structure 

predictors; (2) the structure factors differ between those who choose to e m o l  in a liberal 

area as opposed to a vocational FOS; and (3) antecedent coping strategies differ between 

It is understood that vocational graduates may be less mobile since the licensing 
requires them to remain in the province where they studied rather than to move freely 
between provinces, because each province has its own d e s .  However, the mobility 
variable developed here is antecedent to the entry of university program. Wence, the 
variable is unlikely to influence the mobility of vocational afier their gradmation. 



those who choose to enrol in a liberal education as opposed to a vocational field. 

5.2.2 Social Structural Position and Educational Choice 

As a systematic method, logistic regression gives us a clear indication on how 

social structure and persona1 agency affect the FOS choice. To elaborate the influence of 

social structural and personal agency, this section provides a series of multivariate 

crosstabulations. 

Table 5.3 demonstrates how gender, age, parents' education, ethnicity and region 

influence FOS selection3- Starting with gender, it was found that females (58.1%) are 

more likely than males (56.4%) to select liberal FOS. However, age does not appear to be 

very significant as an average age in both Iiberal and vocational fields is about 26. 

Turning to parent's education, a graduate whose mother has the same leve1 of education 

as shehe has is more likely to be registered in a liberal field. However, a graduate whose 

mother has education higher than a bachelor's degree is more likely to choose a 

vocational area of study. There is no immediate explanation about this finding, which 

needs a further investigation in the future study; however, it appears that a well-educated 

mother is more likely to guide her children in the desired direction of a university 

education. A graduate whose father has the same education as shehe has is more likely to 

be registered in a vocational field, but children of fathers whose education is either higher 

It should be noted that the variables that are not significant in the logistic regression are 
not necessarily insignificant in the following crosstabulation because of the sheer size of 



or lower are likely to choose a liberal FOS. The factors which influence parents' support 

for liberal or vocational education are not clear, at least fiom 1990 NGS. Nevertheless, 

Table 5.3 Social Structural Position and Educational Choice (count rows) 

I 

Age at graduation (1990) 

FOS Liberal 
Variables % 

Male 56.4 

Fema le 58.1 

Vocational Total n X' d.f. phi Sig 
% 

43.6 37617 

43946 
23.19 1 .O17 p<.OO 

41 -9 

Same as grads 59.5 

Gender 

Standard deviation 6.9 1 

Colurnn Total 46469 

Higher than grads 55.7 44-3 2952 I 
Father's Education 

5.96 Between groups F=10-5 1 pc.01 
34733 

Same as grads 55.9 

Mothers' Education 

Lower than grads 57.7 

Lower than grads 57.2 

42.3 555 13 

42.8 65547 

Higher than grads 57.6 

Ontario 
Qtcebec 
Wesr 

42.3 7900 

Visible minoriy 51.5 
Non-visible minonSl 58.3 

parents with lower education may not have sufficient cultural capital to guide their 

E thniciîy 
48.5 840 1 

140.0 1 .O44 pC.00 
41.7 64973 

the sample. 
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children; hence, their children's choice may be il1 informed, while well-educated parents 

may exercise their fuiancial and cultural capital to guide their children into a FOS the 

parents desire. Visible minority status influences choice as these graduates are likely to 

be in the vocational fields, while those with non-visible minority status are Iikely to opt 

for liberal education. As described in the logistic regression, region has a strong influence 

on selection of FOS, where Ontario graduates are more likely to opt for liberal education, 

and Maritime graduates prefer vocational education. 

5.2.3 Pathways of Schooling and Educational Choice 

Table 5.4 elaborates how persona1 agency plays a role in the process of selecting 

FOS. First, there is a linear reiationship between educational attainment and FOS choice. 

It was observed that higher educational attainrnent is potentially associated with a 

vocational FOS selection. Specifically, the majority (64.6%) of the high school graduates 

choose liberal FOS while college graduates are less likely (55.1%) to select liberal FOS. 

Ln contrast, students with a university education background are more likely than either 

college or high school graduates to choose vocational FOS (61 -9%). As opposed to 

having negative prestige for the high school graduates, vocational training demonstrates 

advantages for those who already have university certificates (Gellner, 1983:27). 

Geographic mobility also influences FOS choice as Table 5.4 suggests people who move 

out of their home provinces to pursue education are likely to study in liberal education 
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FOS (63.9%), but those who stayed in their home provinces are more likely to opt for 

vocational education FOS (56.7%). As well, students who have previous work experience 

are more likely to go to vocational education (55.8%) while those who have no such 

experience prefer liberal fields (57.9%). Finally, financial status shows its impact on 

educational choice. Individuals who borrowed money are more likely to choose 

Table 5.4 Pathways of Schooling and Educational Choice (count rows) 

FOS Liberal 
Variables % 

Did you move from that province/country specificaily to enrol in the program or 
for some other reason? 

Vocational 
% Row Total 

What was the highest IeveI of education you had completed before the university 
program? 
High school 64.6 

CoUege 55.1 
Univers@ 38.1 

Column Total 462 19 

35.4 100 46678 

44.9 100 18179 
61.9 1 O0 15816 

34454 ~13356,df=1. pc.00, e . 2 0 7  

Mover 63 -9 

Stayer 56.7 
Column Total 46483 

-- - 

vocational education (54.7%) whiie those who did not do so are more likely to go to 

36.1 1 O0 6837 

43 -3 1 O0 74293 
34647 ~ " 1 3 3 ,  df=f. ~C.OO. @=.MI 

12 months before enroled in this program, what was your major activity? 
Working 55.8 

Nat rvo rking 57.9 

Column Total 46759 

44.2 100 21 154 

42.1 1 O0 60423 
348 18 x2=28.6, d f = ~  . pc.00, *.O19 

Did you ever borrow money to finance any of your education through the student 
loan program? 
Yes 47.9 

No 52.1 

Column Total 467 18 

54.7 1 O0 41419 

45.3 100 40098 

34799 xk36 1. df=l , p<.ûû, +=.O67 



liberal fields (52- 1 %). 

These detailed analyses reveal that both structure and agency affect FOS choice, 

with a stronger impact of agency over structure being recorded. In light of a strong 

presence of the agency, Beck's thesis of individualisation gains support. We observed a 

structure difference between those who choose to enrd in a liberal area as opposed to a 

vocational FOS- For example, people who have visible minority status are more likely to 

select vocational fields than people with non-visible minority status. Moreover, students 

in Ontario and Quebec are more likely to pursue liberal education than are students in 

other regions. Antecedent coping strategies are statistically significant with respect to 

chosen FOS. People who choose to enrol in a vocational field are more Iikely to have 

previous post secondary education and work experience; as well, they tend to stay in their 

home provinces and have student loans. Conversely, those who registered in a liberal 

FOS are less likely to have al1 these features. 

5.3 Educational Choice and Strategies of Managing Füsks 

By exercising their persona1 agency, students continued to respond to the new 

economy and changing workplace afier choosing their FOS. These contemporaneous and 

subsequent coping strategies include taking a second major, studying part time, 

participating CO-op programs, working part (full) time, and continuing education afier 

graduation. 



5.3.1 Educational Choice and Coping Strategies 

Once FOS is chosen, field of study is then treated as an independent variable and 

contemporaneous and subsequent coping strategies are regarded as dependent variables. 

The first part of this section tries to answer the research question, "Do students who 

chose liberal or vocational FOS differ in their risk management strategies after 

enrolment?" (Question 5)- Table 5.5 reveals that the students who have liberal education 

are more likely to take a second major (1 8.8%) than those who pursued vocational 

education (16.7%). As well, students who studied in liberal fields are likely to have a less 

prosperous career future than those who studied in vocational fields (Future jobs, 1997). 

Turning to CO-op progam, we observed that overaIl, participant rates for university 

students were low. Nevertheless, people who took vocational FOS were more likely to 

participate in CO-op programs (8.7%) than students who chose liberal fields (3.2%). As a 

part of the multiple transitions fiom school to work, part time study was a cornrnon 

practice at Canadian universities. This study observed that people enroIled in liberal FOS 

(28.1%) were more likely to study part time than those who studied in vocational areas 

(1 8.9%). Besides part time study, almost one in ten students had full time work 

experience before graduation. However, students who studied in vocational fieIds had a 

slightly higher probability of working full tirne than those who studied in liberal FOS 

(69.3% versus 67.4%). As an extension of their coping strategies, some graduates 

continued to pursue education, with liberal graduates being more likely to continue their 
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education (1 8.8%) than vocational graduates (1 Z-3%)- Finally, we found that liberal 

Table 5.5 Educational Choice and Strategies of Coping with Risks (count columns) 

FOS Liberal 1 Vocational 
I 

Variables % 1 % Row Total 
Did you have any other major fieId(s) of study? 
Yes 18.8 
No 8 1.2 
Column Total 46758 

Did you take a CO-op program? 

Pan rime 28.1 1 18.9 19724 

16.7 14620 

83 -3 66975 

34837 x%~.s, df= I ~<.oo. e.067 

Yes 3 -2 

Column Total 46556 

Full tirne 71.9 81-1 61853 I 

8 -7 1539 

34717 ~~1137,df=1.p<.00.~.118 

Column Total 46758 1 34820 x2=927. df=f . pc.00. @=. 106 

Did you take the program part time? 

Before you completed this program, did you ever work full time? 
Yes 67.4 69.3 55665 I 
Column Total 46758 1 34837 xt35.5. d f = ~  , PC-m. e.02 1 

Since you compïeted this program, have you completed any other university, 

No 
Column Total 

college or trade-vocational degree, diploma or certificate programs? 

graduates did adopt different strategies to cope with risk than vocational graduates. 

Students in a liberal field were more likely to take a second major, to snidy part time, and 

to continue their education, while those in a vocational field were more likely to take co- 

op programs and work full time before graduation. 
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5.3.2 Coping Strategies and Labour Market Outcomes 

To reveal how contemporaneous and subsequent coping strategies, mediated by 

FOS choice, influence labour market outcornes, this section addresses the following 

questions: (1) What is the relative influence of structure and agency factors on LM0 for 

graduates who chose liberal or vocational FOS? (Question 6); (2) Are relationships 

between agency factors and LM0 mediated by FOS? (Question 7); and (3) Are 

relationships between structural factors and LM0 mediated by FOS? (Question 8). 

To reverse the traditional way of discussing how LM0 are infiuenced, we will 

begin with agency, then move to structure, so as to emphasise the importance of persona1 

agency in the process of managing nsk. This strategy is supported by the following 

regressions (see Table 5.6) that demonstrate the increments in the rnodel's explanatory 

- -  - - 

Incremen Structure ( Structure + Agency 1 Ioerement ( S t r u c r I < t r u c t u r e  +Agency 1 
+ 

Table 5.6 Increment of Agency Variables in FOS Choice and Outcome Regressions 

L ogistic Regression of Employnt en t Status 

Liberal Education Vocational Education 

1 1 1 1 

Logistic Regression of Job Security 

Linear Regression of Job Satisfaction 
R'=.o 19 1 ~L.025 1 .O06 1 ~=.022 1 ~'=.025 ,003 

.e=62.3 1 ~ " 2 0 5 . 5  1 143.2 1 ~ ' 4 6 . 5 ,  1 .r'=72.2, 

Logistic Regression of Job Continuiry 
25.7 

a?=3 7.0 fi-99.4 62.4 l 
Linear Regression of Job Incorne 

x2= 1 1  1 .O, 

RG.~  18 

J?= 174.6, 

RL. 123 ,005 1 ~'=.091 1 R'=. 1 18 

63.0 

.O27 



power when adding agency variables as predictors. The regressions are first separated by 

FOS, then two models, one with structure and another with both structure and agency, are 

built under each FOS. The increments will be observed through cornparhg the two 

modeis under each FOS. 

Logistic regressions with employment status in Table 5.64 show the mode1 

increments for both Iiberal and vocational groups. The first columns in each FOS choice 

contain only structure variables, the second columns include both structure and agency 

variables, and the last columns indicate the increments. For the liberal group, x2=3 1.9 

with structure variables only. Afier the agency variables are added, x2=57.4, and the 

increment of the chi-square is 25.5. For the vocational group, the structure variables 

produce x2=54.5. After the agency variables are added, x2=94.4, and the increment 

difference of the chi-square is 39.9. The logistic regression with job stability reveals 

similar increments. When the structure variable is computed alone, x2=62.3 for liberal 

graduates. Once agency variables are added, x2=205.5, the increment of the chi-square is 

143 -2. For vocational graduates with structure variables, xZ=46.5. Afier agency variables 

are present, x2=72.2, and the incrernent of chi-square is 25.7. The logistic regression for 

job continuity demonstrates the same pattern. Finally, the linear regressions with job 

4 Table 5.6 shows the regressions that support reversing the analysing order of structure 
and agency. The actually analyses of agency begin with the strategy of choosing second 
major in page 132. 



income show smaller increments by adding agency variables to the equations. For liberal 

graduates, the R'= -1 18 with structure variables, and IX2 = .123 with both structure and 

agency variables. The incrernent of the R square is .O05 For vocational graduates, the R' 

= .O9 1 with structure variables, and R'= -1 18 with both structure and agency variables. 

The increment of the R square is -027. Among five regressions, three models show 

significant increments of the mode1 explanatory powers, and two models demonstrate 

weak increments5. AI1 these increments, to a certain extent, indicate the importance of 

agency. This allows us to focus on how individuals have managed risk through either 

contemporary or subsequent coping strategies. These strategies include taking a second 

major, participating in a CO-op program, studying part tirne, or repeating post-secondary 

education. 

Second Major 

To offset risk in the labour market, one of the cornmon strategies that university 

students use is to select a second major. Table 5.6 displays hou. the strategy of taking a 

second major, mediated by FOS, influences the employment outcomes. First, people who 

studied in liberal fields with a second major have unemployment experiences similar to 

those people who selected a single major (1 0.8%). However, the second major did 

The weak increments in regressions with income and job satisfaction may be 
contrïbuted by the feature of linear regressions in which additional variables usually have 



slightiy improve the employment opportunity for Iiberally educated graduates: 83.2% of 

the liberal graduates with a second major were employed in 1992, in contrast to the 

graduates without the second major (8 1.9% employed). Graduates from vocational fields 

dispiay a different pattern. The vocational graduates who have a second major are more 

likely to experience unemployment (10.6%) than those who have one major (8.7%). This 

suggests that choosing second major is an initial sign of a Iess favourable labour market 

for vocational graduates but a slightly better employment opportunity for liberal 

graduates. 

Job stability provides another measure which illustrates how a second major 

affects LMO. Responses to the question "Was yourjob full time or part time? and did 

your job last for six consecutive rnonths?" indicated graduates from both liberal and 

vocational FOS share a sirnilar pattern. Graduates who had a second major are more 

likely to hold either part time or short t e m  contract work than those graduates who held a 

single major. The problem of job instability is more senous for the graduates from liberal 

education than for those from vocational fields. Slightly over three in ten (30.6%) of the 

liberaI graduates had part time or short term contract work, in contrast to vocational 

graduates, with only 23.3% in a similar job situation. 

To M e r  enquire about the influence of the second major on LMO, the issue of 

job continuity was explored by the question is "1s the job permanent or temporary?" A 

- - 

less power to increase R' in contrast to logistic regression (e-g., x'). 



similar pattern across FOS was repeatedly observed: that is, graduates with a second 

major are more likely to have temporary jobs than those graduates with a single major. 

Specifically, vocational graduates with the second major are more likely to have 

temporary jobs (29.7%) than the people who graduated from liberal fields (27.4%). The 

different result indicates that the vocational graduates with a second major are more 

vulnerable than liberal graduates in terms of job continuity. 

People with a second major in both FOS are more likely to experience long term 

unemployment than those who have single major, although these took a second major 

because of their uncertainty about the employrnent prospect for their first major. Despite 

the second major not always producing positive outcomes, the difference of long term 

unemployment within liberal graduates (3 1.6% vs. 29.6%, difference = 2.0%) is 

significantly srnaller than within vocational graduates (29.8% vs. 23-9%, difference = 

5.9%). 

Tuming to the average annual income, there are no significant differences among 

liberal graduates with or without second majors ($28,S 1 7 vs. S28,892, difference = S3 75). 

However, a second major is most often not fmancialiy rewarding for vocational graduates 

as the income diflerence is significant behveen those with a second major and those with 

a single major 030703 vs. $33436, difference = $2,733). Al1 previous results indicate 

there are negative LM0 related to the graduates with second major. However, the 

graduates with a second major in both FOS are more satisfied with their jobs than those 



with a single major: 44.9% (vs.42.3% with single major) of the liberal graduates with a 

Table 5.7 Second Major and Labour Market Outcomes by FOS 

Unemployed 10.8 10.8 1 10.6 8.7 

Fields Liberal 

Not in Labour Force 6.0 7.3 1 5.1 5.7 

Vocational 

Column Total 8789 37969 1 5831 29006 

Did you have any other major FOS? 

Yes 69.4 71.3 78-7 78.8 I 

Labour force status Yes No 
Employed 83.2 81-9 

x2=19.8, d e 2 ,  p-=.OO, e . 0 2 1  

Column Total 7311 30995 1 4949 23806 

Yes No 
84.3 85.6 

x2=23.0, d+2, p<.OO, w.026 

Job fuil thne 6 months? 

Colurnn Total 6992 28866 1 4805 23833 

1s the job permanent or temporary? 
Permanent 72.6 75.9 70.3 73.2 

- 

Unemployed since graduation in 1990? 
Yes 3 1.6 29.6 
No 68.4 70.4 
Column Total 7255 32742 

X'=I 2.07, di% 1, pc.00, *.or 7 

29.8 23 -9 
702 76.1 

5135 25929 
~L78.87, df= 1. pc.00, $=.O50 

Annual job income 
Mean $285 17 $28892 

Standard Devia tion $12109 $13078 

CoIumn To ta1 6473 27732 

930705 533436 
$1 1518 $12387 
4653 22767 

Benveen Groups F=l653.53 Pc.000 



second major and 61 -2% (vs. 57.4% with a single major) of the vocational graduates 

reported that they are very satisfied with their jobs. 

In brief, taking a second major as a strategy to cope with risk in die labour market 

is not a strategy that produces positive LMO. Supporting evidence is that five out of six 

LM0 indicators suggest a less favourable labour market awaits those students who select 

the second major. While an overall negative LM0 is recognised, vocational graduates 

who choose a second major are likely to receive more serious negative LM0 than the 

graduates in liberal fields. The possible reason is if second major is used as an alternative 

to the first major with less favourable LM0 prospects, then the choice of the second 

major may M e r  weaken the comection between FOS and LMO, which would be likely 

to produce a precarious LMO. 

Table 5.7 Second Major and Labour Market Outcomes by FOS 
Fields Liberal 1 Vocational 
Job satisfaction 

Co-op Program 

Very dissatisfied . 3 -5 3 -6 
Dissatisfied 9.5 8 -4 
Satisfied 42.1 45.7 
Very satisfied 44.9 42.3 
Column Total 7275 31 179 

~ L 3 4 . 6 ,  d e 3 ,  pc.00, +=-O30 

Co-op prograrns try to bridge post secondary education and future employment. 
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1.7 1.9 
5.7 4-0 

3 1.5 3 6.6 
61.2 57.4 
4959 249 16 

~L67.9, df-3, pc.00, &.O48 



What Table 5.7 reveals is that Iiberal graduates who take CO-op programs experience a 

different LM0 impact than vocational graduates. In terms of the curent employment 

status, liberal graduates who participated in a CO-op program experience a higher 

unemployment rate than those who did not participate (1 4.3% vs. 10.6%). In contrast, 

vocational graduates in CO-op programs enjoyed a Iower unemployment rate (6.2%) than 

those who did not participate in the programs (9.3%). An opposite outcome of 

panicipating CO-op programs between liberal and vocational graduates is, at least in part, 

associated with the nature of CO-op programs in different fields. The CO-op programs that 

liberal graduates took are more likely to be sponsored by public sector, whereas the 

similar CO-op programs that vocational graduates took are more likely to be sponsored by 

pnvate sector. Tuming to job stabiiity, the CO-op programs seem to have a positive 

Table 5.8 Co-op Program and Labour Market Outcornes by FOS 
Fields Liberal Vocational 

Co-op Program? 
Labour force status Yes No 
Emplqved 82.2 82.2 
Unemployed 14.3 10-6 
Nor in Labour Force 3 -4 7.2 

Column Total 1508 45047 

~'47.1, df-2, pc.00, +=-032 

Yes No 
88.2 85.1 

6 -2 9.3 
5.6 5.6 

3013 3 1686 

xL=32.9, d e 2 ,  pc.00, +.O3 1 

Job full time 6 month? 
Yes 82.6 70.5 
No 17.4 29.5 
Column Total 1227 36917 

xL84.1, d e l  pC.00, +.O47 

80.9 78.1 

19.1 21.9 
2650 26999 

X'=I 1 2. d g  1 ,  p<.OO, +.O 1 9 



Table 5.8 Co-op Program and Labour Market Outcomes by FOS 
- - - 

Fields Liberal vocational 
1s the job permanent or temporary? 

impact on job stability for both liberal and vocational graduates, with 82.6% of the liberal 

Permanent 8 1.6 75.0 
Temporary 18.4 25.0 
CoIumn Total 1204 34492 

x2=26.8, d e l ,  pC.00, +=.O27 

Unemployed since graduation in 1990? 

graduates who participated having secured permanent jobs, while 70.5% of those who did 

85.3 7 1 -4 

14.7 28.6 

2562 25976 

~ k 2 2 6 . 6 ,  df=I , pC.00, +.O89 

Yes 3 1-7 29.9 
No 683 70.1 

CoIumn Total 1242 38600 

X'=I -87, d e  1, p>.05, (b=.007 

not participate secured permanent employrnent. Similady, 80.9% of the vocational 

26.2 24.8 

73 -8 75.2 
274 1 28203 

~L2.36, del, p>.05, e.009 

graduates who participated in CO-op prograrns reported having stable jobs, while 78.1 % 

of those who did not participate had sirnilar stable employment. 

AnnuaI job incorne 

Besides job stability, CO-op programs have had a positive impact on job continuity 

Mean S30,290 528,759 
Standard Deviarion $9,570 $13,016 
Colurnn Total 1141 329 12 

53 7,483 $32,498 

$9,800 $ 12,337 

2526 24793 
Between Groups F=164 1-03 PC.000 

Job satisfaction 
Very dissatisfied .- 7 3.7 
Dissatis fied 10.4 8 -6 
Satisfied 49.0 44.9 

Very satisfied 40.4 42.8 
Column Total 125 1 3 7043 

x2=50.9' d e 3 ,  pc-00, +.O36 

O 2-0 
6.5 4.1 

41.2 35.2 

52.4 58.6 
2673 27095 

~ L 1 2 5 . 4 ,  d e 3 ,  pc.00, @=.O65 



across FOS. For instance, 8 1.6% of the liberal graduates who participated in the CO-op 

program held permanent positions in contrat to non-CO-op program graduates, where 

only 75.0% of them held permanent positions. Similariy, 85.3% of the vocational 

graduates who participated in the CO-op program worked in permanent positions while 

7 1.4% of the non-participants heId similar positions. If a Ionger penod is considered (two 

years after graduation), graduates who participated the CO-op progams in both FOS are 

more Iikely to have higher unemployrnent rate than those non-participants (3 1.7% vs. 

29.9% in liberal FOS, and 26.2% vs. 24.8% in vocational fields). The result of long-term 

higher unemployment for those CO-op program participants seems to contradict the 

previous finding of short-terrn job stability. However, the reality is that those who 

participated in CO-op may have moved from job to job to maximise their opportunities. 

The income information reinforces th is  hypothesis. The evidence is that both liberal and 

vocational graduates who participated in CO-op program make more money than those 

who did not participate. However, the job income gap is much wider in vocational fields 

(53 7,483 vs. S32,498) than in liberal fields (S30,290 vs. $28,759). Despite many positive 

LM0 in relation to the CO-op participants, their job satisfaction did not follow previously 

established trends. Job stability, job continuity, and higher income did not produce higher 

job satisfaction: 40.4% of the liberal CO-op program participants reported that they are 

very satisfied with their jobs, while 42.8% of the non-participants reported so. 

Furtherrnore, 52.4% of the vocational CO-op program participants reported that they are 



very satisfied with their jobs while 58.6% of the non-participants reported in the sarne 

category. 

In brief, borh liberal and vocational graduates, to a large extent, benefit from 

participating in CO-op programs. However, the proportion of CO-op program participants 

at the university level is considerably smaller (SA%),  and the gap of LM0 is much wider 

arnong vocational rather than liberal graduates. Thus, vocational education is a more 

suitable FOS than liberal education to integrate CO-op programs. Despite positive LMO, 

CO-op graduates are less satisfied with their jobs than those non-CO-op graduates. 

Part Time Study 

To manage risk, a significant minority of university students (24.3%) study part 

time. The majority of individuals registered as part tirne students identified employment 

as the primary reason for their part time attendance (1997, Little et. al.). Table 5.9 reveals 

that graduates who studied part tirne are less Iikely to experience unemployrnent than 

those who studied full time. For exarnple, only 9% of the liberal graduates who studied 

part time were unemployed whereas 11.5% of those who studied full time were 

unemployed. The vocational graduates repeat the same pattern, in which 7.1% of the part 

tirne students were unemployed whereas 9.5% of full time students had a similar 

expenence. Part time students not only have experienced lower unemployment, but also 

higher job stability. For instance, 75.4% of the part time liberal graduates had stable jobs, 



Table 5.9 Part Time Study and Labour Market Outcomes by FOS 

Fields Liberal 1 Vocation al 
I 

Outcornes Did you take the program part time? 

Not in Labour Force 7.7 6.8 1 3.1 6.2 

Labour force status Part time Full time 
Employed 83 -2 81-7 

Column Total 13 141 33616 1 6583 25238 

Part time Full time 
89.9 84.3 

Colurnn Total 109 13 27393 1 5864 23873 

~ L 6 7 . 4 ,  dF2, pC.00, &.O38 xL147.6, d+2, pc.0 1, $=.O68 

Column Total 101 15 25743 1 5753 22868 

Job full time 6 month? 

x'-146.3, df=l, p<.OO, @=.O62 1 x L 3  1.7, df= 1. p<.OO. +=.O33 

1s the job permanent or temporary? 

- 

Unemployed since graduation in 1990? 
Yes 25.5 31.7 1 20.2 26.0 

Perm anen r 80-9 73.1 

No 
Column Total 

77.1 71.6 

x'= 153.1. df=l, pc.00, +.O62 1 ~ k 8 8 . 0 ,  df- 1. p<.OO, *.O53 

Annual job income 
Mean %3 1,022 %27,939 
Standard Deviafion $14,266 % 12,20 1 
Column Total 9783 2442 1 

$36,56 1 532,066 

$14,254 $1 1,458 
5516 2 1885 

Benveen Groups ~=l6$l.32 Pc.000 

Job satisfaction 
Very dr'ssatisf;eed 4.4 3 -3 
Dissatisfied 9.3 8.3 
Satisfied 45 -5 44.8 
Very satisfied 40.7 43.6 
Column Total 10946 275 10 

2.4 1.8 
3.9 4.4 

3 7.4 35.3 

56.4 58.5 
5918 23938 



compared to full time students in the same category, with only 69.1% of them enjoying 

similar job status. Vocational graduates repeat the same pattern, in which 8 1.1 % of the 

part time students had the stable jobs whereas only 77.7% of the full time students had 

similar job stability. 

Turning to job continuity, it was observed that part time students in both FOS 

were more likely to hold the permanent positions than those full tirne students: 80.9% of 

liberal graduates who studied part time had permanent positions, whereas only 73.1% of 

those who studied full time had sirnilar positions. Furthemore, part time students also 

have a greater opportunity to resist unemployment ttian those who studied full time. 

Slightly over one in four (25.5%) liberal pan time students experienced unernployment 

during a two-year period after graduation, but over three in ten (3 1.7%) of the full time 

students had similar expenences. One in five part time vocational graduates (20.2%) 

experienced unemplo yment, in contrast to over one in four full timers (26.0%). 

Income is one of the most important measures of job status (Allen, 1997), and 

here, a significant gap was observed. The liberal graduates who studied part time in the 

university made $3,083 (1 992 constant dollar) more than the graduates who studied full 

time only, whereas the vocational graduates who studied part time dunng their university 

snidy made $4,495 more than the graduates who studied full hme only. Interestingly, job 

satisfaction seems inconsistent with the gains made by the graduates with part tirne sîudy 



experience, as they tend to Eess satisfied with their jobs than were those full timers. Only 

40.7% of the liberal graduates with part time study experience reported that they were 

very satisfied with their jobs, whereas 43.6% of those who had only fùll time study 

experience reported similar levels of satisfaction. Of the vocational graduates with part 

time snidy expenence, 56.4% reported they were very satisfied with their jobs, whereas 

58.5% of those who had only full time study experience reported so. 

This study shows that almost al1 the LM0 indicators are in favour of  the graduates 

witb part time study expenence. If the major reason for part time study, described earlier, 

is working, then the part time study implies an antecedent link between schooling and 

employment. Therefore, it is safe to conclude that part time study is one of the feasible 

strategies that university students adopted in responding to the changing workplace and in 

rnanaging the risks they encountered in the labour market. 

Education Upgrading and Recycling 

Two situations exist where current education is related to the previous educational 

expenence. One is defined a s  upgrading; that is, a person moves from a lower educational 

level to a higher educational level. Another is defined as recycling; that is, a person 

repeats the same level of education (e.g., twice university, or college experience). Both 

educational upgrading and recycling underpin the thesis of life long leaming (OECD, 

1996b). In this study, we have the oppomuiity to look at educational upgrading and 



recycling in two stages, university entry and two years after graduation. To address the 

situation at the stage of university entry, Table 5.10 reveals that education upgrading and 

recyciing do make a difference in relation to the LM0 of the 1990 graduates. The 

analysis displays that fxst, university education recycling results in a positive impact on 

tbe LM0 for vocational graduates (only 7.0% unemployed), but less so for liberal 

graduates (1 OS% unemployed). Second, the data regarding LM0 in relation to graduates 

from college are mixed: liberal graduates display a majority of negative L M 0  except job 

continuity and income, while vocational graduates have a few LMO, such as job stability, 

job income, which surpass graduates from high school. Third, liberal graduates without 

post secondary educational background have LM0 almost as positive as university 

graduates, and in most cases, better than college graduates. However, in the vocational 

fields, the performance of the graduates from high school, in some cases, surpasses that 

of graduates from coilege, but is worse than graduates of university. 

Antecedent educational background has no significant impact on job stability for 

Iiberal graduates although a strong influence is present for vocational graduates. For 

vocational graduates with double university certificates, 85.1 % had stable jobs, whereas 

only 77.3% of the college graduates, and 74.6% of the high school graduates had the 

same job stability. A sirnilar pattern is repeated in the area of job continuity, in which 

vocational graduates with college background had the lowest rate of permanent positions 

(65.5%), foIIowed by the graduates with high school background (72.1%), and the 



graduates recycled through university (79.2%). 

Long-term unemployment as a relatively reliable measurement of L M 0  shows 

that the university graduates have the strongest power to resist unemployment (24.5% for 

Table 5.10 Employment Outcornes by Educaüonal Attainmcnt by FOS 

Fields Liberal I Vocational 

Before enroiled in this program, the highest education 

Labour force status No PSE Coiiege University 

Employed 82.6 79.6 83.8 
Un emplo-ved 10.1 13 -2 10.5 
Not in Labour Force 7.3 7 2  5-7 
Column Total 30176 1002 1 6022 

X-8.2, df3 ,  p<.OO. e.046 

1s the job permanent or temporary? 

No PSE Coliege University 

82.9 83.9 90.5 
9.5 1 0.5 7-0 
7.6 5-6 2.5 

16501 8 158 9796 

x2=392. 1, dP4, pe.00, +==. 107 

Permanent 74.5 75.5 79.2 
Temporary 25.5 24.5 20.8 
Col- Total 23609 7474 43 09 

~"43.1, d e 2 ,  pc.00, e .035  

72.1 65.5 79.2 
27.9 34.5 20.8 
13 120 6673 8518 

x2=36 1 .O, de2,  pC.00, +. 1 13 

1 

Annual job income 

Job full time 6 month? 

Mean $27698 $27844 $3493 1 
Standard deviation $12189 $12247 SI4635 
Coiumn Total 21976 7159 4627 

Y s  70.8 70.7 72.0 
No 29.2 29.3 28.0 
Column Total 24863 7940 5034 

x2=3.3, df-2. p.05, @.O09 

Unemployed since graduation in 1990 

$30918 $32746 $36214 

$11788 $11395 S 12802 
1253 1 6442 8 126 

74.6 77.3 85.1 
25.4 22.7 14.9 

13645 6860 8902 

~ k 3 5 5 . 0 ,  de2, p<.00, +. i 1 O 

Yes 30.0 33.7 24.5 
No 70.0 66.3 75.5 
Column Total 26059 8296 5207 

x2=128.8, dfi2, pC.00, p.057 

Between Groups F=lïO 1.5, pc.000 

26.6 25.9 21.6 

73 -4 73.1 78.4 

14497 7243 9002 

X-79. 1, de2, pC.00, +.O5 1 



-- - 

liberal and 2 1.6% for vocational), while liberal graduates with college backgrounds were 

more predisposed to bouts of unemployrnent (33.7%). In terms of annual job income, 

there is a h e a r  relationship between income and educational background: higher 

educational background and higher income exist simultaneously. Furthemore, as regards 

job satisfaction, it was found that graduates from university are much happier in their 

employment situations than graduates fiom either college or high school. 

In sum, education recycling andlor upgrading, based on university background, 

has a positive impact on al1 the LM0 across FOS. However, the impact of education 

upgrading based on college background is mixed, as liberal graduates have had a majority 

of negative LMO, except job stability and annual job income, whereas the vocational 

graduates have had half the number of negative LMO. As a normal pathway, the 

education upgrading based on high school background has had mixed relative outcomes. 

In most cases, they are better than the graduates with college background, but do not 

match the graduates with university background. The concIusion is that education 

Table 5.10 Employment Outcomes by Educational Attainment by FOS 

Fields Liberal l Vocational 

Job satisfaction 
Very dissatisfied 4.4 2.6 1 .O 
Dissatisfied 9.8 7.1 5.9 

Satisfied 43 -4 51-6 40.9 

Very satisfied 42.4 38-7 52.2 
Column Total 24963 7983 5033 

x2=5 16.7, df=6, pG.00, Q. I I 7 

2.6 1.2 1.4 

5-7 3 -8 2.7 

38.2 44.9 25.0 
53 -5 50.1 70.9 

1 3 670 6872 8985 

X% 032.5, &6, pc.00, 9. I 87 



recycling based on university background is the strategy that can produce the best LMO. 

However, if the education upgrading is based on college background, it more likely to 

produce negative LMO. 

Two years after graduation, the graduates were asked to report their further 

Not in Labour Force 
Column Total 

Table 5.11 Further Education and Labour Market Outcomes by FOS 
Fields Liberal 

Column Total 6735 31555 1 3225 2650 1 

Vocational 

x2=5 1 2.0, d e 2 ,  p<.OO, (a=. 1 05 1 ~ ' = 5 5 0 . 5 ,  d E .  pc.00, $=. 126 

Job full time 6 month? 

x'= 1 3 78.4, df= 1, p<.OO, I$=. 1 90 1 x2=4453, df= 1, pc.00, I$=. 122 

1s the job permanent or temporary? 

Yes 52.2 74.9 
No 47.8 25.1 

Permanent 64 -6 77.6 1 58.0 74.5 

Further education? 

64 .O 80.2 
36.0 19.8 

Temporas> 
Column Total 

Labour force status Yes No 
Employed 77.2 83 -3 
llnemployed 17.4 9.3 

Yes No 
76-0 86.7 

18.6 7.7 

Colurnn Total 6748 33249 1 3536 27498 

x2=470.3, d e  1, pc.00, $=. 1 1 5 1 ~'=381.6. d e l ,  pC.00. e.1 15 
Unemployed since graduation in 1990? 
Yes 28.4 302  25.1 24.8 



Table 5.11 Further Education and Labour Market Outcomes by FOS 

education. Table 5.1 1 is the resuit of the analysis that descnbes how education recycling 

at this stage affects LMO. In contrast to the previous analysis, our main concem here is if 

further education has occurred and whether this influences the LMO. Hence, the meaning 

of education recycling sirnply refers to any type of further education afier graduation. 

The findings in Table 5.1 1 suggest that the graduates who pursued fùrther education are 

more likely to be unernployed. Specifically, 17.4% of the liberal graduates with further 

education are unernployed. On the other hand, only 9.3% of those who did not pursue 

M e r  education are in the same situation. Sirnilar to the liberal graduates, 18.6% of 

vocational graduates who pursued further education are unemployed; by cornparison, 

only 7.7% of those who did not complete fiuther education are in similar circumstances. 

It was also found that 47.8% of the liberal graduates with M e r  education do not have 

Fields Liberal 
l 

Annual job income 
Vocational 

Mean S27304 S29 133 
Standard Deviaiion S 13008 512861 
CoIurnn Total 5822 28367 

530992 533205 
5 12992 5 12075 
2942 24448 

Berween Groups F=I 647.4, p<.000 

Job satisfaction 
Very dksarisjied 3 -3 3 -8 
Dissarrrfied 9 .O 8 -3 
Surisfied 45.5 44.6 
Ver-). sarisfied 42 -2 43.3 
Column Total 18357 2008 1 

2.0 1.7 
3 -9 4.8 

36.7 34.5 
57.3 59.0 
16331 13515 



stable employment, whereas only 25.1 % of those without further education are in the 

same situation. In cornparison to Iiberal graduates, 36.0% of the vocational graduates 

with M e r  education do not have stable jobs, whereas only 19.8% of those without 

M e r  education are in the same situation. The job continuity indicator repeats a similar 

pattern, in which 35.4% of the liberal graduates with M e r  education held ternporary 

positions as opposed to only 22.4% of those without M e r  education. A higher 

percentage (42.0%) of vocational graduates with m e r  education held temporary 

positions whereas only 25.5% of those without further education were in similar 

employrnent circumstances. If long-term unemployment is considered, however, the 

liberal graduates with further education are less likely to be unernployed (28.4%) than 

those without further education. There is no significantly different long-term 

unempIoyment rate among the vocational graduates who have or do not have hirther 

education. Interestingly, vocational graduates who have pursued further education tend to 

have a lower income than those who have not continued M e r  education. Finally, the 

graduates who have fùrther education were less satisfied with their jobs than those who 

did not pursue fiirther education. 

Overall, education recycling at this stage tends to produce negative LMO. High 

percentages of unemployment across FOS indicate that the education recycling at this 

stage plays a role of warehouse. Yet, positive LM0 of education recycling were observed 

at the end of the process, in which the most positive LMOs were found in relation to a 



repeated university education as we described earlier in Table 5.10. 

5.3.3 Structure and Labour Market Outcomes 

Previous analyses indicate that agency plays an important role in graduates' 

LMO. This daim, however, doesn't mean social structure can be ignored. For this reason, 

social structure factors, defined as gender, age, ethnicity, parents' education, and region 

are brought into the discussion in relation to the LMO. 

Gender 

Gender is a long-standing social structural factor, which is closeIy tied with FOS 

choice and the LM0 among university snidents (WannelI & Caron, 1995). Table 5.12 

reveaIs how gender, mediated by FOS choice, influences the LMO. First, there is no 

significant difference in terms of the unemployrnent rate between sexes in either FOS 

Table 5.12 Labour Market Outcomes by Sex by FOS 

FOS Li beral Vocational 
Variable Sex 

Labour force status Male Fernale 
Emphyed 83.7 80.9 
Unemployed 10.7 10.9 
Nor in the Labour Force 5.6 8.2 

Total 21212 255 15 

~L124.2, d e 2 ,  pC.00, +O52 

Male Female 
84.4 86.2 
9.2 8 -9 
6.5 4.9 

16406 1843 1 

~ Q 2 . 6 ,  d H ,  pC.00, +-O35 



Table 5.12 Labour Market Outcornes by Sex by FOS 

FOS Liberal 1 Vocational 
I 

Job fuli time lasts 6 month? 
Yes 73 -2 68.8 
No 26.8 3 1.2 
Column Total 17722 20552 

x2=89.4, d e l ,  pc.00, +.CM8 
1 

1s the job temporary/permanent? 

79.2 77.8 
20.8 22-2 
13803 15951 

x2=8.20, d e l ,  p<.O 1, *.O1 7 

Permanent 77.4 73.5 
Temporary 22.6 26.5 
Column Total 16202 19624 

~'70.8, ci!+ 1, pc.00, +.w 
1 

Unemployed since graduation? 

Benveen Groups ~=1653.53 p i000  

Job satisfaction 

74.9 70.9 
25.1 29- 1 
13090 15548 

~'57.0, d e l ,  p<.OO,t$=.035 

Yes 30.7 29.2 
No 69.3 70.8 
Column Total 1861 1 2 1385 

X% 0.4, d e l .  pc.01, w.016 
1 

Annual job income 

Véry dissarisfied 
Dissatisfied 
Satisfied 
Very satisfied 

Column Total 

26.8 23 -2 

73 -2 76-8 
14563 14563 

~ L 5 5 . 9 ,  df= 1, pC.00, *.O44 

Mean S3040 1 5274 1 1 
Srandard Deviarion $ 13230 S 12432 
Column Total 16133 1 807 1 

choices. Nevertheless, female Iiberal graduates are more likely to be out of the labour 

force (8.2%) than male graduates (5.6%). Unlike women in liberal fields, vocational 

female graduates have a slightly higher percentage of employment (86.2%) than males in 

5332 1 O $3 1876 
$1 1905 $12358 
12882 14537 



the same category (84.4%)6. Turning to job stability, 73.2% of the male liberal graduates 

have stable jobs, whereas oniy 68.8% of female liberal graduates have similar job 

stability. Despite a narrow gap, male vocational graduates still have a higher stable job 

rate (79.2%) than the female graduates (77.8%). As a valid extension ofjob stability, job 

continuity repeats a similar story: 77.4% of the male liberal graduates have permanent 

positions, whereas only 73.5% of the female liberal graduates have similar positions. Of 

male vocational graduates, 74.9% have permanent positions while only 70.9% of female 

vocational graduates have the same job continuity. In terms of long-tem unernployment, 

men are more likely to experience unemployrnent than women. Specifically, over three in 

ten (30.7%) of male liberal graduates have had unempIoyrnent expenence, whereas less 

than three in ten (29.2%) of female liberal graduates have had the same experience. The 

gap is slightly wider than with liberal graduates, where 26.8% of the male vocational 

graduates have unemployment experience while only 23 -2% of the female vocational 

graduates have been unemployed. The income gap between the sexes among post- 

secondary graduates is still significant in Canada (Wannell & Coron, 1995). This study 

suggests that women with similar qualifications make less money than men across the 

FOS choices. Female liberal graduates, for instance, have an annual average job income 

of $27,4 1 1 ; in contrast, male liberal graduates made $3O,4O 1. In vocational fields, female 

This study is incapable to answer the question "Do males and females encounter a 
different risk environment upon entering labour force?" To address the question, 



graduates made an annual average job income $3 1,876, whereas male graduates made 

$34,2 10. In terms of job satisfaction, the female liberal graduates are less satisfied 

(39.9% very satisfied) than the male graduates in the same group (46.0% very satisfied). 

On the other hand, female vocational graduates are more satisfied (59.8% very satisfied) 

with their jobs than their male counterparts (56.1 % very satisfied). Gender inequality as 

reflected in LM0 still exists across FOS choice, and women are generally in less 

favourable positions in terms of job stability, job conrinuity, and job income. However, if 

a woman enters a vocational field, she is in a better position than a woman who selected a 

liberal field in terms of unemployrnent experience, income, and job satisfaction. 

Age 

The age variable as a structurai position is treated by recoding it as normal age 

group (24 or under) and mature student group (25 and over). The last decade has 

witnessed a surge in the numbers of mature students in Canadian post secondary 

education: "B y October 1990, about 705,000 Canadians aged 25-64,5 percent of people 

that age, were attending a recognised educational institution either full or part time. This 

was up fkom an estimated 378,000 (3 percent of people aged 25-64) in October 1980 

(Haggar-Guenette, l994:292). Table 5.13 reveals how age, mediated by FOS, affects the 

LMO. By using the f ~ s t  indicator of LMO, it was found that the liberal mature graduates 

additional information, especially qualitative interview, is needed . 
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Table 5.13 Labour Market Outcornes by Age by FOS 
Variable Liberai 1 Vocational 

Yes 
No 
Colurnn Total 

1 

Age at graduation in 1990 
Labour force status 24 or under 25 and over 
Empïoyed 83.1 80.7 
Unernployed 10.5 11.1 
Nor in the Labortr Force 6.4 8.1 
Total 2972 1 16747 

xL58.1, &2, pC.00, +=.O35 

Permanent 
Tempo rary 

Colurnn Total 

24 or under 25 and over 
83.4 88.0 
9.5 8.3 
7.1 3 -7 

20125 14608 

~"-205.5, df=-2, pC.00, *-O77 

~'9.8, d e l ,  pC.0 1 +.O1 6 

1s the job full time which lasts 6 month? 

x'= 1 62.2, df= 1, pc.0 1 +=.O74 

1s the job temporary/permanent? 

Un employed sin ce graduation? 
Yes 32.9 25.0 
No 67.1 75.0 
Column Total 254 13 14338 

x2=269.6, d e l ,  pC.00, +.O82 

26.5 22.7 
73 -5 77.3 

17749 1322 1 

~ L 5 8 . 3 ,  d+l, pC.00. $=.O43 

Annual job income 
Mean $26496 $33076 
Standard Devia non $11181 $14629 
Column Total 21992 12067 

$309 16 535666 
5 1 1229 $12837 
15450 11891 

Between Groups F=1652.8 p<.000 

Job satisfaction 
Very dissatisjîed 3 -8 3 -2 
Dissatisfied 8.8 8.1 
Satisfied 47.6 40.5 
Very satisfied 39-7 48.2 
Column Total 24792 13460 

x2=258.4, de3,  p<.OO, Q.082 

1 -9 1.9 
4.8 3.8 
36.9 34.0 
56.4 60.3 

168 19 12968 

~ L 5 3 . 4 ,  d e 3 ,  pc.00, +=.O42 



have a higher unemployment rate (1 1.1%) than the normal age (24 years of age or under) 

graduates (10.5%); however, the opposite is m e  in vocational fields. The mature 

vocational graduates have a lower unemployment rate (8.3%) than the nonnal age 

graduates (9.5%). In terms of job stabiIity, 70.5% of the normal age graduates in Iiberal 

fields have stable jobs, whereas 72.0% of the manire graduates have the sarne job 

stability. The gap is slightIy wider than Iiberal graduates, and 8 1.9% of the mature 

graduates in vocational fields have stable jobs while only 75.8% of the nonnal age 

graduates share similar positions. By using the indicator of job continuity, it is observed 

that 77.6% of the mature graduates in liberal fields have permanent positions, whereas 

only 74.3% of the normal age graduates have similar positions. By using long-term 

unemployment as an indicator, we found that the mature graduates are in a much better 

position than the normal age graduates, with only 25.0% having had extended periods of 

unemployment. Conversely, 32.9% of the normal age graduates in liberal fields have had 

long-term unemployment. The gap is smaller in the vocational fields, where 26.5% of the 

normal age graduates have unemployment experience while 22.7% of mature graduates 

have similar experience. 

When annual job income is used as an indicator of LMO, it was found that the 

income gap between the two groups is significant. The normal age graduates in liberal 

fields, for example, make $26,496, while the mature graduates eam S33,076. Repeating 

the previous pattern, the normal age graduates in vocational fields make $30,9 16, 



whereas the mature graduates earn $35,666. As well, the mature graduates of liberal 

education are more satisfied with their jobs (48.2% very satisfied) than the normal age 

graduates (39.7% very satisfied). Similar to the graduates in liberal fields, 60.3% of the 

mature graduates in vocational fields are very satisfied with their jobs, whereas oniy 

56.4% of the normal age graduates reported the same ievel of satisfaction. Overall, the 

mature graduates reported increased earnuigs and job satisfaction over their younger 

counterparts. Age as a core component of the life course demonstrates its power across 

FOC choices to enhance the majoriry of the LMO, which, at least in part, reflects the 

values of Iife experience. 

Ethnicity 

The concept of ethnicity is narrowIy used in Table 5.14 as a dichotomous variable: 

visible minority vs. non-visible minority. According to labour market status, the visible 

minonty graduates in vocational fields have a much higher unemployment rate (1 3 -3%) 

th,m the non-visible rninority graduates (8.2%). However, there is no significant 

difference in terms of unemployrnent rate arnong the liberal graduates. We found that 

ethnic background has no significant impact on job stability across FOS choices. 

Although there are no significant differences among Iiberal graduates, vocational 

graduates of visible minority are more likely to have permanent positions (76.1 %) than 



non-visible minority graduates (71 -7%). In terms of long-term unemployment rate, the 

liberal graduates of visible minorities have fewer unernplo yrnent experiences (26.0%) 

than other graduates (30.1%). Opposite to the situation of graduates fiom liberal fields, 

vocational graduates of visible minorities are more Iikely to experience unemployment 

(28.4%) than non-visible minority graduates (24.5%). 

Continuing the negative trend displayed in unemployment rates for visible 

minorities, the average annual job income for Iiberal graduates from visible minorities 

was found to be less ($27,712) than other graduates ($28,932). Nevertheless, the situation 

Labour force status Visible Non-visible 1 Visible Non-visi ble 

Table 5.14 Labour Market Outcomes by Ethnicity by FOS 

FOS Liberal Vocational 

Minority Minority 
Emp lodved 80.9 82.4 

Variable Ethnicity 

Minority Minority 
76.6 87.1 

Unemployed 11.5 10.7 1 13.3 8 -2 

Not in the Labour Force 7.6 6.9 

Total 4325 37853 
~ L 5 . 8 ,  d e 2 ,  p>0.5. +.O12 

x2=.04, d+l, p>0.5, +=-O01 1 ~ L 3 . 2 ,  df=L, p>0.5, *.O1 l 

1s the job temporary/permanent? 

10.1 4.7 

4076 271 19 
~ L 3 3  8.3, @2, pc.00, +. 104 

Permanent 76.9 75.5 

Ternporaty 23.1 24.5 

Colwnn Total 3281 29087 

x2=3.1, df=l, p>0.5, &.O10 

76.1 7 1.7 

23 -9 28.3 
2998 22753 

~L25 .6 ,  del, pC.00, +.O32 

Job full time lasts 6 month? 
Yes 7 1.4 71.2 
No 28.6 28.8 
Column Total 3383 31121 

77.0 78.4 
23 .O 2 1.6 
3 142 2359 1 



Table 5.14 Labour Market Outcornes by Ethnicity by FOS 

xL25.1, d e  1, p<.OO, e.026 1 ~G26.0, df= 1, pc.00, +.O3 1 

Annual job income 
Mean $277 12 $28932 1 $34224 $32837 

FOS Liberal 
I 

Unemployed since graduation? 

Standard Deviatiorz $12833 $12824 1 512787 $12119 

Vocational 

Yes 26.0 30-1 
No 74.0 69 -9 
Colurnn Total 3486 3264 1 

CoIumn Total 2987 30998 2909 21717 

28.4 24.5 

71.6 75.5 

350 1 24229 

Between Groups F=1525.3 p<.000 

in vocational fields is different: vocational graduates with a visible minority background 

Job satisfaction 

make more money ($34,224) than graduates from non-visible minority backgrounds 

V e q  dissatisjîed 4.3 3.6 
Dissatisfied 8.3 8.8 
Satisfied 56.2 43.8 
Very satisfied 3 1.2 43.8 
Colurnn Total 3503 3 1245 

x2=230.3, df-3, pc.00. +.O8 1 

($32,837). In terms of job satisfaction, the graduates with visible minority backgrounds 

2.5 1.6 

6.8 4.0 
46.7 34.2 
43 -9 60.2 

3 138 23 708 

x2=309.4. d e 3 ,  p<.OO.+. i 07 

are generally less satisfied with their job than other graduates. Overall, the ethnic 

background, mediated by FOS, has a mixed but more negative impact on the LMO. 

Despite a less favourable impact, the liberal graduates with visible minority status better 

survive long-term unemployment, and vocational graduates of visible minons. have more 

chance to hold permanent and better paying positions. 



Mother's Education 

Table 5.15 shows that a mother's education does not have the traditional influence 

on children's LMO. For example, liberal graduates with mothers who have education 

above university level are more Likely to be unemployed (13 -6%) than those graduates 

whose mothers have the same arnount (8.8%) or Iess education (10-9%). For vocational 

Table 5.15 Labour Market Outcornes by MothersVducation by FOS 

Fields Liberal 

Job full time 6 month? 

Vocational 

Yes 72.0 63 -7 69.2 
No 28.0 3 6.3 30.8 
Column Total 30741 5042 1268 

x'= 145 -2, d e 2 .  p<.OO, +.O63 

79.6 72.5 70.0 
20.4 27.5 30.0 

241 10 3414 IO85 

~ L 1 3 7 . 2 ,  d e 2 ,  p<.OO, +=.O69 

Mother's Education 
Labour force status Lower Same Higher 

Employed 82.4 83.8 77.1 
Unemployed 10-9 8.8 13.6 
Not in Labortr Force 6.7 7.3 9.3 
Column Total 37465 5996 1645 

x2=57.8, dP4, p<.OO, 9.036 

1s the job temporary/permanent? 

Lower Same Higher 

86.1 82.3 83.9 
8.5 10.4 10.5 
5.5 7.3 5.7 

28082 4084 1307 

~"47.0, df-4, pC.00, e . 0 3 7  

Permanent 76.5 69.2 73 -8 
Temporary 23 -5 30.8 26.2 
Column Total 28840 4674 1186 

~'=118.0, de2 ,  p<.OO, e.058 

74.6 66.3 59.1 
25.4 33.7 40.9 

23287 3209 1036 

~ L 2 0 5 . 9 ,  d e 2 ,  pc.00, @=.os6 

Unemployed since graduation? 
Yes 29.7 30.4 28.8 
No 70.3 69.6 7 1.2 
Column Total 321 12 5188 1346 

xL1.7, df=2, p>.O5, +.O07 

25.0 25.5 25.3 
75.0 74.5 74.6 
25 123 3 605 1140 

~ 1 . 6 ,  W, p.05, (~=.ooI 



Table 5.15 Labour Market Outcornes by Mothers' Education by FOS 

Fields LiberaI 1 Vocational 

graduates, the mother's educational attainment (lower, same, and higher) forms a positive 

relationship with the children's uneîaployment rate (8.5%, 10.4%, and 1 OS%, 

respectively), which appears to contradict the anticipated influence of family cultural 

capital. When using job stability and job continuity as measurements, it was observed 

that there is an reversed relationship between mothers ' education and children's LMO, 

that is, children of mothers with higher educational attainment tend to have lower job 

stability and continuity. Turning to the long-term unemployment status, no significant 

influence was uncovered in relation to mothers' education; nevertheless, mothers' 

education levels had positive impacts on liberal graduates' annual job income. Graduates 

whose mothers have higher education e m  $29,473, \ f i le  the graduates with mothers 

who have lower education make $28,744. Opposite to the pattern seen in liberal 

1 

Annual job income 
Mean $28744 $29 145 $29473 
Standard Deviation $12833 $13815 $11744 
Column Total (cases) 27588 4508 1178 

$33 176 $3 1700 %3 1992 
$12231 $13029 $10461 
22482 31 10 910 

Between Groups F=1579.0, p<.000 

Job satisfaction 
Very dissatis-ed 3 -6 3 -3 -9 
Dissatisfied 8.8 8.1 8.1 
Satisfied 44.2 49.2 49.6 
Very satisfied 43.4 39.3 41.4 

Column Total 30880 5053 1267 

x2=76.7, de6, p<.OO, +.MS 

1.8 1 .O 3 -8 
4.3 5.9 3.1 
35.3 38. I 34.9 

58.6 55.0 58.3 
2423 7 3399 1093 

x2=7 1 -2, de6,  p<.OO. &.O50 



FOS, vocational graduates whose mothers have higher education tend to eam less 

($3 1,992) than those graduates of mothers with lower education ($33,176). With regard 

to job satisfaction, it was observed that the mothers' education seems to have no clear 

effect on children's job satisfaction level. 

Overall, a mother's education level has a limited impact on a graduate's LMO. 

However, if we want to address the influence, then effects are mixed, with some ruming 

counter to our expectations, especially arnong graduates in vocational education fields. 

Father's Education 

Literature has traditionally focused on the father's rather than the mother's 

educational influence (Blau & Duncan, 1967). From a histoncal perspective, a father's 

education would show the more powerfil influence on a child's LMO, simply because in 

the past, men have had more education than women. Table 5-16 suggests that a father's 

educational attainment has a strong impact on children's LMO, although not in the 

rnanner one would expect. For example, when using the employment status as an 

indicator, it was found that 83.4% of the liberal graduates with fathers who have lower 

education levels were employed, but only 78.8% of those whose fathers have higher 

education levels were employed. Similar to the liberal graduates, 86.5% of vocational 

graduates whose fathers have lower education levels were employed, but only 79.8% of 

those of fathea with higher education were employed. As regards job stability, a linear 



relationship between father's education and child's job stability was observed: 72.8% of 

liberal graduates whose fathers have Iower education levels were working at stable jobs. 

On the other hand, only 64.0% of those graduates of fathers with higher education have 

cornparatively stable jobs. The gap is sIightly narrower than the liberal fields, as 79.7% of 

vocational graduates whose fathers have Iower education work at stable jobs, whereas 

73.2% of graduates whose fathers have higher education levels have similar positions. 

The pattern described in job stability is repeated in job continuity. The effect of 

long-term unemployment in light of the father7s education is mixed. Liberal graduates of 

more educated fathers have the lowest rate (28.3%) while graduates with the sarne 

education as their fathers have highest rate (32.6%). Graduates with fathers who have 

lower education stand in the middle (29.4%). Opposite to the liberal graduates, 

Table 5.16 Labour Market Outcomes by Father's Education by FOS 

Fields Liberal 1 Vocational 
Father's Education 

Labour force status Lower Same Higher 

EnipZoyed 83 -4 80.4 78.8 
Un emphyed 9 -5 13.2 13.1 
Not in Labour Force 7.1 G.4 8.1 
CoIumn Total 30499 1 0082 6030 

~'159.3, dm, p<.OO, $=.O58 

Lower Same Higher 

86.5 85.7 79.8 
8.2 9.9 10.7 

5.3 4.4 9-5 
2 1258 8834 3660 

x2=206.4, d f 4 ,  pC.00, e . 0 7 7  

Job full time 6 rnonth? 
Yes 72.8 66.3 63.0 

No 27.3 33.7 36.0 
CoIurnn Total 26319 6890 3551 

x2=1 97.2, d g 2 ,  pc.00, &.O73 

79.7 73 -9 73.2 

20.3 26.1 26.8 
20 178 5477 2843 

x2=127.0, df-2, pe.00, e.067 



Table 5.16 Labour Market Outcornes by Father's Edueation by FOS 

Fields Liberal 

Unemployed since graduation? 

Vocational 

Yes 29.4 32.6 28.3 
No 70.6 67.4 71.7 
Column Total 27386 7 147 3787 

~L32.8, dF2, pC.00, +=.O29 

Annual job income 

vocational graduates whose fathers have higher education levels experience the highest 

25.5 22.9 26.5 
74.5 77.1 73 -5 
21084 5715 2970 

~L19.8, d e 2 ,  p<.OO, +.O26 

Mean $28857 S29267 $272 13 
Standard Deviation $12839 S 1350 1 $12039 
Column Total (cases) 23721 6007 5023 

Job satisfaction 

unemployment rate (26.5%), whereas the graduates with the same education as their 

fathers have the lowest rate (22.9%), and graduates of fathers with less education are in 

the middle (25.5%). Using annual average job income as an indicator, liberal graduates 

with the sarne education as their fathers tend to make the most ($29,267), whereas 

1s the job temporary/permanent? 

$33068 $32850 532479 
$12322 SI2397 SI 1686 
18869 5033 25 13 

Very dissatisfied 3 -4 4.0 3.1 
Dissatisfied 8 -4 8-9 9.6 
Satisfied 44.4 44.6 48.7 
Very satisfied 43.8 42.5 38.6 
Column Total 26444 6900 3564 

x2=46. 1, d e 6 ,  pc.00, &.O35 

graduates whose fathers have higher education eam the least ($27,2 13), and graduates 
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Permanent 76.9 73 -4 67.6 
Ternporary 23.1 26.6 32.4 
Colurnn Total 24764 6321 334 1 

x"-153.3, df-2, pC.00, $=,O67 

Between Groups F=1622.18 pC.000 

1-7 2.1 2.1 

4.2 5.6 3.1 
36.1 35.7 36.1 

58.0 56.6 58.7 

20266 5510 2830 

x2=39.7, de6, pc.00. &.O37 

74.9 68.3 66.1 
25.1 3 1.7 33 -9 
19506 5187 2708 

~ L 1 5 5 . 7 ,  d e - ,  pC.00, +.O75 



whose fathers have lower education are in the middle ($28,857). 

SimiIar to the Iiberal fields, there exists an inverse linear relationship between a 

father's education and a graduate's LMO, in which the higher the father's education is, 

the less the money the graduates eam. Finally, liberal graduates whose fathers have lower 

education levels tend to be most satisfied (43.8% very satisfied), and graduates whose 

fathers have higher education levels are least satisfied (38.6%). The effect of the father's 

education on the LM0 of vocational graduates is mixed, in which the graduates with 

fathers who have higher education tend to be most satisfied (58.7% very satisfied), and 

graduates with the sarne education as their fathers are least satisfied (56.6% very 

satisfied). In sum, the father's education in a more consistent way demonstrates that the 

family of origin shows weaker impact on a graduate's inirial LMO. This is tme especially 

in cornparison to the situation decades ago (Blau & Duncan, 1967), or at the stage of life 

course when people make a transition fiom high school to post secondary education 

(Anisef, et al., 1982). However, additional care must be taken in light of these initial 

LMO, although it does appear that those graduates with social capital (e-g., higher 

father's education) are more likely to continue their education'. 

' It was found that 19.3% of the graduates with higher father's education, 16.9% with the 
same, and 15.8% witti lower father's education have continued their education beyond 
bachelor degree two year after graduation (NGS, 1992). 



Region of origin, identified as an immediate structural factor, continues to play an 

important role in shaping the general life course of youth and their specific LMO. Table 

5.17 demonstrates how the region of origin plays a role in affecting the LM0 of the 1990 

graduates. By using the current unernployment rate as an indicator of the LMO, it was 

found that liberal graduates in Western provinces have the lowest rate (7.9%), whereas 

the graduates in Atlantic provinces have the highest rate (15.4%). The graduates in 

Quebec and Ontario have moderate unemployment rates (12.4% and 10.5% respectively). 

With regard to vocational graduates, it was observed that graduates in the Western 

provinces have the Iowest unemployment rate (7.6%), whereas vocational graduates in 

Quebec have the highest unemployment rate (1 1.0%). In terrns of job stability, Ontario 

graduates have the highest rate of job stability (74.9% in liberal and 80.9% in vocational 

fields). Liberal graduates in Western provinces have the lowest rate of job stability 

(65.3%), and the vocational graduates in Atlantic provinces have the lowest rate of job 

stability (70.9%). Measured by job continuity, the graduates in Ontario Ied the country in 

both FOS, in which 78-2% of the Iiberal and 78.3% of the vocational graduates hold 

permanent positions. Liberal graduates in Atlantic provinces have the Iowest rate of 

permanent positions, while the vocational graduates in Quebec have the lowest rate of 

permanent positions. Tuming to long-term unemployment, graduates in Ontano have the 

lowest unemployment rate in both FOS, where 26.1 % of the liberal and 24.7% of the 



vocational graduates have unemployment experience. In contrast, graduates in the 

Atlantic provinces have the highest unemployrnent rate for both liberal (35.4%) and 

Table 5.17 Labour Market Outcornes by Region by FOS 
Fields Liberai 1 Vocational 
FOS Region of Ongin 
E Status Atlantic Ontario Quebec West 1 Atlantic Ontario Quebec West 

Unemployed 15.4 10.5 12.4 7.9 1 8.2 9 .O 11.0 7.6 

Nof in Labour 6.4 6.7 7.4 7.6 
Force 

Column Total 3918 20736 11196 1090 1 

Column Total 3052 17116 8914 9217 1 3046 1 1263 7 163 8217 

5.6 5 -6 5.4 5.8 

3580 13126 8562 9493 

~ L 2 2 3 .  1, dg6,  p<-00, e .069  ~ ~ 8 . 4 ,  d g 6 ,  pC.00, +.O44 

x L ~  10.6, df-3, pc.00, +.O90 

Column Total 2955 16188 8304 8405 1 3037 10663 69 13 7960 

Job full time 6 months? 

x2=1 48.9, d e 3 ,  pc.00, +.O7 1 

Permanent 70.9 78.2 73.7 72.8 

Temporan 29.1 2 1.8 26.3 27.2 

Yes 65.7 74.9 70.8 65.3 

No 34.3 25.1 292  34.7 

1s the job temporary/permanent? 
64.9 78.3 63.1 76.4 

35.1 21.7 36.9 23.6 

70.9 80.9 77.3 78.9 

29.1 19.1 22.7 21.1 

~L146.3,  d&3, pc.00, e .064  xk637.6, de3 .  pC.00, cp=. 149 

Yes 35.4 26.1 33.8 3 1 -3 

No 64.6 73.9 66.2 68.6 

CoIurnn TotaI 2794 14985 8 146 8273 1 2788 10132 675 1 7690 

Unemployed since graduation? 
27.5 24.7 25.5 23.6 

72.5 75.3 74.5 76 -4 

~L244.7, d e 3 ,  pC.00, $=.O78 

Between Groupr F=I 649.25 pK.000 

~ L 2 0 . 2 ,  d+3, pC.00, e .026 

Annual Job Incorne 



Table 5.17 Labour Market Outcomes by Region by FOS 
Fields Liberal 1 Vocational 

vocational (27.5%) graduates. Again, Ontario graduates led the country in terms of 

Job satisfaction 

annual average job income for both liberal ($29,945) and vocational ($34,65 1) graduates. 

Very dissnfisyîed 3 -9 3.9 2.1 4.5 
Dissatisfied 7 -7 9.4 6.7 9 -3 
Satisfied 40.7 42.8 50.7 44.8 
Very satisfied 47.6 43.9 40.5 41.5 
Column TotaI 3058 17161 9013 9215 

~L272.4,  de9, pC.00, +=.O84 

Graduates in Atlantic provinces were the poorest paid for both liberal ($26,365) and 

2.6 2.7 1 . 1  1.2 

4.6 4.3 3 -2 5.3 
34.8 29.6 44.7 36.4 
58.0 63.4 51.0 57.0 
3071 1 1306 7176 8255 

~ L 5 2 9 . 4 ,  de9 ,  pc.00, (F. 133 

vocational ($29,669) FOS. Despite many negative LMO, Liberal graduates in the Atlantic 

provinces, for instance, were the happiest (47.6% very satisfied), while those in Quebec 

were the Ieast happy (40.5% very satisfied). Vocational graduates in Ontario were most 

satisfied with their jobs (63.4% very satisfied) whereas those in Quebec are least satisfied 

(5 1 .O% very satisfied). 

In brief, the region of origin plays a significant role in affecting LMO. Graduates 

in Ontario are Iikely to lead the country on most LM0 indicators, whereas the graduates 

in Atlantic provinces and Quebec show a few indicators of L M 0  below their 

counterparts. 



Summary 

Briefly, the main emphasis of this section has been on the determinants (e-g., 

social structure and personal agency), mediated by FOS choice, of LMO. It was found 

that that both social structure and persona1 agency have shown an influence on the LMO. 

However, the increments of the regressions suggest that adding agency variables to the 

models, in most cases, greatly increases their explanatory power. With the mode1 

increments, therefore, it can be concluded that agency variables have played a more 

important role than structural factors in determining the LMO. The relative influence of 

structure and agency factors on L M 0  for graduates who chose liberal or vocationaI FOS 

is different. The pattern is that social structure tends to have stronger impact on liberal 

rather than vocational graduates (46). Furthemore, it was observed that relationships 

between agency factors and LM0 are mediated by FOS (Q7). Liberal graduates are more 

likely to take a second major, study part time, and continue education, while vocational 

graduates are more likely to participate in CO-op prograrns. Despite general negative 

LMO, vocational graduates would have been in a more disadvantaged position than 

liberal graduates if they had selected a second major and continued their education. 

However, liberal graduates would have been in a less favourable situation than vocational 

graduates if they had entered a CO-op program. With regard to structural factors (QQ, it 

was observed that their influence is, in general, weaker than agentic factors. However, 

region of ongîn and ethnic background still exert influence in the LM0 of the 1990 

1 72 



university graduates. Universities in Ontario play a leading role to promote liberal 

education with positive LMO, while visible minonty background shows some advantage 

in vocational rather than liberal education. 

5.4 Relevance of Education and Work 

Besides the structure and agency forces, the relevance of education and work also 

strongly influences the LM0 (Aniscf et. al. 1997). Like previous sections, FOS will be 

used to mediate the relationships. In this regard, underernployment, education and job 

linkage, educational outcornes, and ernployment skills will be discussed. 

5.4.1 Underemployment 

Underemployment is operationally defined here as an ernployrnent status if one of 

the following factors is present: (1) if a person's job is not reIated to what she/he has 

studied; (2) if the job does not use the skills acqiiired from the university program; and 

(3) if a person is over-qualified for the job according to her/his educational attainrnent. 

As one of the consequences of mass higher education, underemployment is likely to 

increase with an improved educational level in Canadian population. Table 5.1 8 contains 

the three measures of underemployment: the linkage benveen ernployrnent and study, 

ski11 utilisation, and job qualifications. First of all, liberal graduates are more likely to end 

up with the jobs that are not related to their programs of study. Specifically, almost one in 
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four of the Iiberal graduates (23.4%) reported that thek jobs were not related to their 

studies in the university In contrast, less than one in ten of the vocational graduates 

(9.0%) reported that they were in a sirnilar situation. Furthemore, it was found that only 

less than half of the liberal graduates have jobs directly related to their studies (44.1 %), 

whereas over seven in ten ('il .3%) of vocational graduates reported that they have a 

similarly direct relationship. The discrepancy of job-education linkage refl ects that liberal 

education aims to produce generdists, while vocational education trains specialists. 

Tuming to the question, "To what extent did you use any of the skills and 

knowledge acquired from the program?" close to three in ten (28.1 %) of the liberal 

graduates reported that they did not use any of the skills and knowledge acquired from 

Table 5.18 Relevance between FOS and Work (count columns) 

Parttv related 32.6 1 19.6 18329 

FOS Liberal 
Variables % 

Direct@ related 44.1 7 1.3 38149 I 

Vocational 
% Row Total 

CoIumn Total 38298 29827 x2=5294. d e 2 ,  pC.00, e .279  I 
In this job, to what extent did you use any of the skills and knowiedge acquired from 

Was Iast week's job related to your study? 
Nor relaled 23 -4 

Very linle 15.7 10.3 91 17 I 

9.0 11647 

the program ? 

To some extent 37.2 34.1 24504 I 

Not at al1 12.4 6 .O 6572 

Column Total 38487 29893 ~ ' = 2 0 6 7 ,  df-3, pc.00, +. 174 



Table 5.18 Relevance between FOS and Work (count columns) 

Education and Job quaC~@ation 

their university programs at all, or very little. In cornparison, fewer than two in ten 

Overqualified 36.4 

Qualified 57.4 

Under-qualified 6.2 
Column Total 30189 

(1 6.3%) of vocational graduates descnbed themselves in this way. 

18-0 15838 
77.0 38040 
5.0 57089 

26900 ~'=2593, d e 2 ,  pc.00, e . 2 1 3  

Using job qualifications as an indicator of underemployment, it was observed that 

36.4% of the liberal graduates thought that they were overqualified for their jobs. Only 

Given your mperiences since compieting the program in 1990, would you have 
selected the same FOS or specialisation? 

18.0% of vocational graduates reported that they were overqualified. 

Yes 70.3 

No 29.7 

Column Total 44449 

The three measures of underemployment indicate that the graduates from Iiberal 

81-7 5846 1 

18.3 19299 

333 1 1 ~ " 1 3  10, d e l ,  pc.00, e . 1 3 0  

education are more likely to be underemployed than those graduates from vocational 

fields. To understand how the graduates evaluate their university FOS, a hypothetical 

question was raised: "Given your experiences since completing the program in 1990, 

would you have selected the same FOS or specialisation?" The answer to the question 

reflects their overall feeling about their FOS choice. First of all, the majonty of the 

graduates loved the areas of study they selected whether in liberal or vocational fields. 

Specifically, 70.3% of the liberal graduates would repeat what they have studied, and 



8 1.7% of the vocational graduates reported that they would choose the same FOS again. 

However, it was also found that almost three in ten of the Iiberal graduates (29.7%), and 

fewer than two in ten (1 8.3%) of vocational graduates would not select the same FOS. 

Briefly, if FOS choices are evaluated purely from a perspective of initial job-education 

linkage, we conclude that vocational graduates are much better prepared than liberal 

graduates: "Whether we like it or not, education has been and wili continue to be 

influenced by occupational requirements and career concems" (Heinz, 1999: 9). 

5.4.2 Job-Education Linkage and Labour Market Outcornes 

To continue the previous inquiry, this section tries to identify to what extent the 

job-education linkages affect the LMO'. In other words, it anempts to explore how job 

stability, job continuity, long-term unemployment, income, and job satisfaction are 

influenced by the degree of jokducation comection. Table 5.1 9 reveals there exists a 

linear relationship between job-education linkage and job stability across FOS. Of the 

liberal graduates whose jobs were directly related to their studies, 77.7% reported that 

their jobs were stable. In contrast, only 58.2% of those whose jobs were not related to 

their studies made a same claim. Similarly, 83.3% of the vocational graduates whose jobs 

were directly related to their studies reported that they had stable jobs. Only 47.8% of 

* Table 5.19,4.20 and 4.21 only involve the respondents who had the job during this 
survey conducted. Therefore, it is not appropriate to show the employment status in the 
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those whose jobs were not related to what they studied made the same statement. Tuming 

to job continuity, it was observed there is no significant difference among liberal 

graduates if their jobs were directly or partly related to their majors. However, if the jobs 

were not related to their majors, they were more likely to end up with temporary work 

(38.2%). For vocational graduates, FOS and job continuity were linked. Specifically, over 

three in four (75.1%) vocational graduates whose jobs were directly related to their 

studies had permanent jobs, whereas only 54.2% of graduates whose jobs were not 

related to their studies had permanent employment stanis. When looking at long-term 

unemployment rate, it was observed that 23.5% of the liberal graduates whose jobs were 

directly related to their majors had unemployment experience, whereas 30.3% of those 

whose jobs were not related to their studies had the same experience. The unemployment 

gap is wider among vocational graduates, ranging from less than two in ten (1 9.0%) for 

vocational graduates whose jobs were directly related to their studies to 35.0% for those 

Table 5.19 Educational Relevance and Labour Market Outcomes by FOS 

tables. 
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Fields Liberal 
Job reIated to your study? 

Voca tional 

Directly Partly No t 
related related related 

Directly Partly Not 
related related related 

Job fuiI time 6 month? 
Yes 77.7 70.9 58.2 

No 22.3 29.1 41.8 

Column Total 16733 123 75 8954 

x2=1 07 1 -0, dF2, p<.OO,+. 168 

83.3 74.8 47.8 

16.7 25 -2 52.2 
21 159 58 13 2673 
x2=l 824.3, e - 2 ,  pC.00, e.248 



Table 5.19 Educational Relevance and Labour Market Outcomes Jby FOS 

Liberal 1 ~ocatiomal 

whose jobs were not related to their studies. Annual job income continues to show a 

- -- 

1s the job permanent or temporary? 

linear relationship with job-education linkage. Thus, the more graduates who had jobs 

Permanent 79 -3 79.8 61.8 
Temp orary 20.7 20.2 38-2 
Columo Total 16870 10417 8364 

~'=1072.7, de2 ,  ~ ( 0 0 ,  p. 1 73 

related to their education, the higher the income level they were likely to enjoy. Turning 

75.1 71.9 54 .S 
24.9 28-1 45.8 

21277 4775 25 15 

x2=493.2, de2,  pe.00, +. 13 1 

to job satisfaction, it was observed that the graduates whose jobs were not related to their 

education were least happy: 20.5% of the liberal and 28.2% of the vocational graduates 

Unemployed since graduation in 1990 

whose jobs were not related to what they studied reported that they were very satisfied 

Yes 23.5 24-2 30.3 
No 76.5 75.8 69.7 
Colum TotaI 14876 10885 797 1 

xk136.7, d W ,  pc.00, e.064 

19.0 2 1.7 35.0 
8 1.0 78.3 65.0 

19476 53 17 2397 

x2=333.1, dF7,  pC.00, + . I l  f 

Annual job income 
Mean $3 130 1 $30205 $2209 1 
Standard deviation 511470 513182 $12928 
Column Total 15404 10759 7880 

$33948 533924 92 1792 
$10404 $15554 5 12427 

19838 5290 2223 
Between Groups Fz1629.3 p<.OO 

Job satisfaction 
Very dissatisfied .4 2.0 11.9 
Dissatisfied 3- 1 7-9 20.2 
Satisfied 44.4 43 -7 47.5 
Very satisfied 52.0 46.4 20.5 
Column Total 16865 1247 1 8923 

~ '4673 .8 ,  de6 ,  pc.00, e.385 

-3 2.1 13.6 
2.3 6 -4 16.3 
33.7 40.3 41.9 
63 -7 5 1.2 28 -2 

21268 5853 2683 

~ " 0 4  1.1, d e 6 ,  pC.O0,1$=.368 



with their jobs. Conversely, 52.0% of liberal and 63.7% of vocational graduates whose 

jobs were directly related to their studies reported that they were very satisfied with their 

work. In brief, graduates whose jobs were related to their FOS are more likely to produce 

positive LM0 than those graduates whose jobs were not related to their studies- If the 

job-education linkage is broken, negative LM0 are more severe for vocational than for 

Iiberal graduates. 

Does skills utilisation matter? Table 5.20 demonstrates that knowledge and skills 

utilisation on the job relates to positive LMO. It was observed that 76.2% of Iiberal 

graduates who extensively used their skills and knowledge on the job had stable 

employment. In cornparison, 54.6% of those graduates who did not use their skills and 

knowledge in their jobs had stable employrnent. More pronounced is this relationship for 

vocational graduates, with 82.6% who use their skills and knowledge holding stable jobs, 

and only 46.2% of those who did not use the skills with the same job stability. A Iinear 

relationship exists among liberal graduates with regard to the skills being used in their 

jobs and their actual job continuity. For instance, 8 1.6% of the liberal graduates who 

extensively used skills and knowledge in their jobs were in permanent positions, as 

opposed to 56.6% of those graduates who did not use their skills and knowledge working 

in permanent jobs. Slightly different from the graduates in liberal fields, vocational 

graduates with moderate use of their skills and knowledge in their work had the highest 

rate of job continuity (76-9%). In contrast, only 50.9% of those who did not at al1 use the 



Table 5.20 Job Utilising Slàlls and Labour Market Outcomes by FOS 
Fields Liberal 1 Vocational 

I 

Use skills and knowledge acquired from the program? 
To a great To some Very Sot at To a great To some Very S o t  at al1 

extent extent little al1 ex tent extent little 

Job fidi time 6 month? 

Column Total 13 188 14233 6039 4791 1 14728 10171 3030 1782 

Yes 76.2 75 .O 62.6 54.6 
No 23.8 25.0 37.4 45-4 

82.6 8 1.2 68.5 46.2 
17-4 18.8 3 1.5 53.8 

Column Total 12 137 13466 5774 4465 1 14066 9887 2986 1697 

Is the job temporary/permanent? 
Permanent 81.6 78.5 69.1 56.6 

Temporq  18.4 21.5 30.9 43.4 

Annual job income 

73.2 76.9 69.1 50.9 
26.8 23.1 30.9 49.1 

Unemployed since graduation? 

Standard 912150 $12456 $13208 I $12111 SI0861 S12667 $11839 
Deviation 

Yes 23 -5 23.7 29.9 30.1 
No 76.5 76.3 70.1 69 -9 
ColumnTotal 11940 12551 5112 4297 

Column 11790 12842 5366 9289 2854 1363 

4196 l 13913 To ta1 

19.1 19.8 25.7 34.6 
80.9 80.2 74.3 65.4 
13719 9135 2788 1609 

Between G ~ O U ~ ~ F = I  653.3 p<-O00 

Job satisfaction 
Very dissatisfied -9 1.2 3.3 18.5 1 -4 -4 2.5 2 1.3 

CoIumn Total 13347 14306 6036 4763 1 14841 10183 3071 1775 

Dissatisficd 2.3 7.0 14.3 24.0 
Satisfied 39.0 49.2 53.5 38.2 
Very satisfied 57.8 42.6 28.8 19.2 

1.4 4.2 12.6 15.4 

28.6 42.6 45 -7 38.8 
69.6 52.8 39.2 24.5 



skills and knowledge in their work had permanent job. The long-tem unemployment rate 

indicated that if a graduate extensively used the skills and knowledge in her/his work, it 

greatl y reduced the risk of long-term unemployment. For example, 23 -5% of the liberal 

graduates who extensively used FOS acquired skills in their work have unemployment 

experience, but 30.1% of those who did not use their skills expenenced unemployment. 

The unemployment rate gap arnong vocational graduates is wider, and it was observed 

that 19.1 % of the vocational graduates who extensively used their skills at work had 

unemployrnent expenence, whereas 34.6% of those who did not use the skills in their 

work had the sarne experience. 

Annual job income also indicates the relationship between an individual's skills 

utilisation and perceived job competency (as measured in income). It was found that 

liberal graduates who extensively used their skills made $3 1,839, while those who did not 

use their skills at ali only eamed $20,376. It was also observed that the income gap 

between skill users and non-users in vocational FOS is much wider than that of graduates 

in liberal fields. Vocational graduates who extensively used their skills at work made an 

income average of 934,546, while those non-skills users earned $19,564 (43.0% less than 

skills usen). In addition, it was found that 57.8% of the liberal ski11 users were very 

satisfied with their jobs, but only 19.2% of the non-users reported that they were very 

satisfied with their jobs. Similady, 69.6% of vocational ski11 users were very satisfied 

with their jobs, whereas 24.5% of non- users had the same job satisfaction level. In brief, 



if university graduates can use the skills and knowledge acquired from their educational 

prograrns, they wilI be more likely to receive positive LMO. To compare liberal and 

vocational graduates, it should be noted that if their skills and knowledge are not used at 

work, the negative consequences are more severe for vocational than IiberaI graduates. 

Job qualifications comprise a type of self-assessrnent of the job situation. Table 

5.21 shows that the graduates who well qualified for their jobs are more likely to gain job 

stability than those who were either over-qualified or under-qualified- For exarnple, 

79.6% of the liberal graduates who were qualified gained job stability, while only 66.4% 

over-qualified and 6 1 -6% of under-qualified graduates had the same job stability. 

Similarly, 83 -7% of qualified vocational gaduates had stable jobs, whereas a mere 68.1 % 

over-qualified and 70.3% under-qualified graduates had similar job stability. It was 

observed that, overall, graduates whose qualifications matched the job occupy the best 

niches in the labour market. However, liberal graduates will be better off if they are 

overqualified, and vocational graduates will be in more positive positions if they are 

under-qualified, instead of over-qualified. With respect to job continuity, it was found 

that qualified liberal graduates have the highest rate of job continuity (8 1.1%), while 

there is no significant difference among over (7 1.8%) and under (7 1 -0%) qualified. For 

vocational graduates, those who are over-qualified have the lowest rate of job continuity 

(67.7%), and the qualified have the highest rate (74.8%). From a long-tenn 

unernployment perspective, over-qualified graduates were not only underemployed but 



Table 5.21 Job Qualification and Labour Market Outcornes by FOS 

Fields Liberal 1 Vocational 
1 

Qualified for the job? 
Over Qualified Under 

qualified qualifieci 

Job fidl time 6 month? 

Annual job income 

Over QuaMed Under 
quaïifkd quaiified 

Yes 66-4 79.6 61.6 

No 33.6 20.4 38.4 
CoIumn Total 10972 17191 1855 

~'=753.1, d*2, pc.00, +. I 58 

1s the job permanent or temporary? 

68-1 83.7 70.3 
3 1.9 16.3 29.7 

48 15 206 13 1307 
~ k 6 8 5 . 4 ,  dF-2, pc.00, +- 160 

Permanent 71.8 Sl.1 71.0 

Temporary 28.2 18.9 29.0 
Column Total 10990 17324 1874 

~ L 3 7 0 . 7 ,  d e î ,  pc.00. +=. 1 1 1 

Job satisfaction 
Very dissatisfied 6.8 -7 O 

Dissatisfied 13.3 4.3 4.5 
Satisfied 48.4 44.4 39.5 

Very satisfied 3 1.5 50-6 56.0 
Column Total 10985 173 19 1874 

~L2337 .7 ,  d e 6 ,  pc.00, +.278 

67.7 74.8 73.3 
32.3 25.2 25.7 
4848 20715 1337 

x2= 103.1, de2 .  pC.00, +=.O62 

Mean 525299 $3 1662 S30785 
Standard deviation 512918 S 10554 $13089 
CoIumn Total 9970 15892 1669 

also unemployed. For liberal graduates, 27.8% of those who were over-qualified had 
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528879 S33898 533907 

5 13603 5 10 163 S11699 
4370 19399 1234 

Unemployed since graduation in 1990 

Between Groups F=134 1 .O, p<.000 

Yes 27.8 23 .O 17.7 
No 72.2 77.0 82.3 
Column Total 9824 15322 1460 

x2=1 10.9, df=2, pc.00, +.O65 

26.9 19.6 19.4 
73.1 80.4 80.6 
4487 18855 1250 

x"-1 18.8. dfX,  pC.00, t+.o?a 



unemployment experience, in contrast with 17.7% of those who were under-qualified- 

Similarly, 26.9% of the vocationai graduates who were over-qualified had unemployment 

experience, but only 19.4% of those who were under-qualified had the same 

unemployrnent experience. Annuai job income, for liberal graduates identified as 

qualified, was the highest ($3 1,662) among the three groups. Those identified as over- 

qualified eamed the lowest income ($25,299), and the under-qualified sat in the middle 

($30,785). In contrast to liberal graduates, under-qualified vocational graduates earned 

the highest ($33,907); qualified graduates stand in the middle ($33,898), and over- 

qualified graduates made the least ($28,879). A measure of job satisfaction demonstrates 

a linear relationship across FOS, in which under-qualified were most satisfied, and over- 

qualified were least satisfied with their jobs. In brief, over qualification is associated with 

negative LM0 for both liberal and vocational graduates. NevertheIess, over-qualification 

is most disadvantageous for vocational graduates, while under-qualification confers LM0 

advantages to vocational rather than liberal graduates. 

The question "Given your experiences since completing the prograrn in 1990, 

would you have selected the same FOS or speciaIisation?" asks graduates to evaluate 

their FOS selection. Focusing on how their answer is related to their LMO, Table 5.22 

reveals that overall, university graduates like what they have studied in the university. 

The evidence is that 70.3% of the liberal and 8 1.7% of the vocational graduates would 



Table 5.22 Selecting Same FOS and Labour Market Outcornes by FOS 

I 
- - 

Fields Liberal Vocational 

Selecting the same FOS? - 

Labour force status Yes No 
Employed 82.3 81.1 
UnempIoyed 10.5 12.1 
Not in Labour Force 7.2 6 -7 
Column Total 3 1360 13 1 8 0  

x2=28.4. d E ,  p<.OO, @=.O25 

Ternporary 
Column Total 

Yes No 
86-7 81.5 
7.8 11.9 
5 -5 6.6 

2720 1 61 10 

p=128.6, d e 2 ,  p<.OO, e . 0 6 2  

I 

1s the job permanent or temporary? 

x2=74.8, dl% 1, pC.00. 7 1 x2=288.0, d e l ,  pc.00, p.102  

Unernployed since graduation in 

Permanent 77.0 72.6 

Job full time 6 rnonth? 

75-1 63.1 

Yes 72.1 69.3 
No 27.9 30.7 
Column Total 2573 1 10611 

x"-29. 1, d e  1, pC.00, +.O28 

1990? 

81-3 66.1 
18-7 33.9 

23643 4936 

x2=559.0, dW, pC.00, +. 140 

Yes 27.3 35.2 
No 72.7 64.8 
Column Total 26897 11 167 

x2=269.0, df= 1. pc.00, e.OEG4 

22.9 31.4 
77.1 68.6 

24433 5273 

~ k 1 7 0 . 2 ,  d e l ,  pC.00, +.O76 

Annual job income 
Mean $29867 $36800* 
Standard Deviation $13 126 $12088 
Column Total 23002 9505 

$34093 $27849 
$11964 $12022 
2 1760 4572 

Between Groaip F=1495.5, pC.00 



repeat their FOS or specialisation if they were given another chance to decide. However, 

Table 5.22 Selecting Same FOS and Labour Market Outcomes by FOS 

almost tbree in ten liberal graduates (29.7%) did not want to repeat their FOS; in contrast, 

Fields Liberal 

fewer than two in ten (18.3%) of the vocational graduates did not want to do so. This was 

Vocational 

observed whether the graduates desire to repeat their FOS is related to their LMO- In 

terrns of unernployment, 10.5% of the Iiberal repeaters were unempIoyed, whereas 12.1 % 

Job satisfaction 

of the non-repeaters had similar unemployment experience. As well, 7.5% of the 

Very dissatisfied 3 .O 5 -2 

Dissatisfied 5.9 15.0 
Satisfied 42.5 50.4 
Very satisfied 48.6 29.4 

CoIumn Total 25790 10684 

xL1580.6, de3 ,  pc.00, e . 2 0 8  

vocational repeaters were unemployed while 1 1.9% of the non-repeaters expenenced 

1 .O 6-0 
3 .O 9 -9 

3 1.5 51.1 
64.5 33.0 
23 724 4975 

~L2158.4, df-3, pc.00, e.274  

unemployment. By looking at job stability, it was found that repeaters wouId be more 

likely to have stable jobs than non-repeaters. Specifically, 72.1 % of the liberal repeaters 

had hl1 time and stable jobs, while 69.3% of those non-repeaters had similar jobs. Of 

vocational repeaters, 83.1 % had full time and stable jobs, while 66.1% of non-repeaters 

had similar jobs. Job continuity resuIts indicate 77.0% of the liberal repeaters had 

permanent jobs, whereas 72.6% of non-repeaters had sirnilar job stability. The gap is 

wider for vocational graduates: 75.1 % of the vocational repeaters gained job continuity, 



while only 63.1 % of those non-repeaters had a similar rate of job contuiuity. With regard 

to long-term unemployment rates, 35.2% of the liberal non-repeaters had unernployment 

expenence, whereas 27.3% of the repeaters had the same experience. For vocational non- 

repeaters, 3 1.4% had unemployment experience, while only 22.9% of the repeaters had 

the sarne experience- Annual average job incorne and job satisfaction seem to repeat the 

stories previously described. Despite the variety of reasons graduates change or repeat 

their FOS, we found that almost al1 indicators demonstrate that those who wanted to 

change their FOS or specialisation were also more Iikely to record a negative LMO. 

5.4.3 Educational Choice and EducationaI Outcornes 

The boundary of educational renirns is definitely broader than LMO. To explore 

additional educational retunis, discussion is extended beyond the marketplace ro 

educational outcornes. Table 5.23 and Table 5.24 identify two types of educational 

returns: "job specific skills" and "general employrnent skills." Job specific skills refer to 

skills that are directly related to certain jobs, including skills needed for a particular job, 

in-depth knowledge of a FOS, skills that irnprove chances of a good income, and 

knowledge about career opportunities in their FOS. SpecificaIly, 24.3% of the liberal 

graduates reported that, to a great extent, the programs provided them with the skills 

required for a particular job while 34.3% of the vocational graduates reported the same 

results (10.0% difference). It was found there is no significant difference in tems of in- 
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depth knowledge provided by both liberal and vocational programs. However, 5 1.5% of 

the vocational graduates responded that, to a great extent, their program provided them 

with improved chances of good incorne, differing fiom the responses h m  35.6% of the 

liberal graduates. Turning to career oppominities, only 19.0% of the liberal graduates 

reported that, to a great extent, their program did so, whiIe 29.9% of the vocational 

graduates reported the similar story. By using job specific skills as an indicator of 

educational retums, it can be concluded that vocational graduates tend to have more 

Table 5.23 Educational Evaluation and FOS (count columns) 

To some extent 
Not very much 
Not at a11 
Column Total 

FOS Liberal 
Variables YO 

I 

To what extent do you feel your program provided you with the skiiis needed for a particular job? 

1 

To what extent do you feel your program provided you with an in-depth knowledge of a 
fietd of study? 

Vocational 
?%O Row Total 

To a great extent 24.3 34.3 23247 

Column Total 46663 1 34776 ~'=2593.0. ~c.00. &. 178 

To a great extent 35.2 
To some extent 54 -5 

Not very much 9.1 

Not at al1 1 -2 

Column Total 467 13 

38.0 29677 

53.1 43910 
8.0 7013 
.9 863 

34780 x2=93.0, pC.00, $=.O34 
To what extent do you feel your program provided you with an opportunity to improve 
yourself generally? 
To a great extent 54.0 

To some extent 40.9 

Not very much 4.0 
Not at a11 1.1 

47.0 41532 

46.3 35192 

5.7 3854 
1 .O 86 1 



Table 5.23 Educational Evaluation and FOS (count columns) 

positive LM0 than liberal graduates. However, when the question refers to general in- 

depth knowledge, the gap between graduates from the two FOS narrows. 

To what extent do you feel your program provided you with improved chances of a good 
income? 

5.4.4 Employment Skills 

To a great extenr 35.6 
To some extent 44.8 
Not very much 13 -8 

Not at al1 5.8 

Colurnn Total 46688 

in contrast to job specific skills, employment skills or general skills often relate to 

literacy, which is one of the core components of liberal education. In this section, literacy 

education in universities, including writing, speaking, thinking, and decision-making, will 

be discussed. Table 5.24 reveals 54.0% of the liberal graduates and only 47.0% of 

vocational graduates reported that the program, to a great extent, provided opportunities 

to improve themselves generally. When asked, "To what extent did your program 

develop your skills in wrïting well?" 39.0% of graduates in liberal FOS reported that their 

program, to a great extent, helped develop their skills in writing well, a figure almost 

5 1.5 3452 1 

36-1 3 3328 
8.8 9502 

3.6 3957 

34720 xL2177.0, p<.OO, @. 164 

To what extent do you feel your program provided you with knowledge about career 
opportunities in your field of study? 
To a great extent 19.0 
To some extent 38-0 

Not very much 29-7 
Not at al1 13.3 
Column Total 46686 

29-9 19275 

42.2 32387 

20.5 20988 
7.4 8795 

34759 x2=2388.6, pC.00, t$=. 1 7 i 



20% higher than for vocational graduates in the same category (19.9%)). In texms of 

leaming skills in effective speaking, 33.7% of the liberal graduates answered that the 

program, to a great extent, developed their skilis in speaking, this being almost 10% 

higher than the vocational graduates in the same category (23.8%). Liberal graduates 

(53.9%) were also more likely than vocationaI graduates (46.8%) to report that the 

university program, to a great extent, developed their independent thinking skills. 

Vocational (40.8%) and liberal (40.6%) graduates shared sirnilar views of their decision- 

making skills. 

Table 5.24 Educational Evaluation and FOS (count columns) 

1 

To what extent did your program develop your skills in writing well? 

FOS Liberal 
Variables YO 

Vocational 
YO Row Total 

To some extent 
Not very much 
Not at dl 
Column Total 

- - - - - 
To a great extent 39.0 19.9 25 106 

To what extent did your program develop your skills in speaking well? 
To a great extent 33.7 

To some extent 42.8 

Not very much 16.0 
Not at al1 7.6 
Column Total 46696 

I 

To what extent did your program develop your skiUs in thinking independently? 

23.8 24008 

32.5 34753 

2 1.8 15031 

11.9 7674 

34770 ~'1416, d e 3 ,  pc.00, e .132  

To a great extent 53.9 
To some extent 37.5 
Not very much 5.7 

Nor at al1 3 .O 
Column Total 467 12 

46.8 41449 

40.3 31511 

8 -3 5524 

4.6 2998 

34770 x2=587.7, d e 3 ,  p<.OO, +.O85 



Table 5.24 Educational Evaluation and FOS (count columns) 

To what extent did your program develop your ski& in making decision? 
To a great extent 40.6 1 40.8 33 156 
To sorne extent 46.5 
Not very much 8.7 

Not at al1 4.2 

Column Total 46713 

When comparing Table 5.23 to Table 5.24, it can be surmised that vocational 

graduates are better equipped with job specific skills and that liberal graduates are well 

educated in tems of employrnent skills (general skills). Such diflerences suggest that life 

skills and skills for the world of work are somewhat separated in Canadian university 

education, 

5.5 Summary 

In summary, it was first found that there exists a strong link between FOS choice 

and LMO. By using six indicators of LM0 (e.g., unemployment rate, job stability, job 

continuity, long term unemployment, income, and job satisfaction), it was observed that 

five out six indicators are in favour of vocational graduates. Only one indicator revealed 

that liberal graduates had a slightly better chance to secure permanent work. The skewed 

link between FOS choice and L M 0  suggests that the initial labour market favours 



vocational graduates. 

Given a strong link between FOS choice and LMO, data analysis suggests that the 

agency factors have a stronger impact on FOS choice than structure predictors. This 

observation is different fiom fmdings either based in early life course stages or for 

previous generations, for which social structure often played a significant role (Anisef et 

al., 1980). Based on these fmdings, Beck's theory of individualisation is given strong 

support in the areas of chosen FOS. In this comection, an individual does take more 

responsibility when choosing her/his career pathways to employment destinations. 

However, pointing out that structural influences are in the process of weakening should 

not be seen as a rejection of their presence as their impact often is quite powerful. By 

combining agency and structure, it can be concluded that structured individualisation is a 

major force in shaping life course destinations. It was found that structure factors differ 

between those who choose to enrol in liberal, as opposed to vocational FOS. At the same 

time, antecedent coping strategies differ between those who choose to enrol in liberal as 

opposed to vocational fields of study. 

The analysis reported in this chapter suppoas the notion that liberal graduates 

chose different strategies in coping with risk than vocational graduates. The evidence is 

rhat students in liberal fields are more likely to choose a second major, to study part time, 

to continue their studies. In cornparison, graduates in vocational fields are more likely to 

take CO-op programs and work full time before graduation. Finally, vocational graduates 



tend to possess stronger job specific skilis than liberaI graduates; however, in terms of 

employrnent skills, liberal graduates are better prepared than vocational graduates. 



Chapter Six 

Discussion and Conclusion 

In this final chapter, the major findings of the dissertation wiIl be summarised, 

implications of the shidy on university education policy will be discussed, and needs for 

further research will also be considered. 

6.1 Condusion 

The thesis asks, how do university students manage risks in relation to their fields 

of study? To answer the question, we start  fiom a theory of 'stmctured individualism', 

then explore liberal and vocational programs in regard to university education. The 

theory of 'stnictured individualism,' which is derived from the theory of risk society 

(Beck, 1992), forms the framework of this study. The horizontal axis represents social 

structure and persona1 agency, and the vertical axis stands for Iabour market outcomes 

(e-g., unemployment, job stability, job continuity, long-tem unemployrnent, job income, 

and job satisfaction), and education returns (e-g., general employment skills and job 

specitic skills). The whole framework is then mediated by fields of study, in which liberal 

or vocational education are discussed with regard to university educational policy. 



6.1.1 From Fields of Study to Labour Market Outcome 

To summarïse the fmdings, we begin with the links between FOS choice and 

LMO. When using six indicators of LM0 (unemployment rate, job continuity, job 

stability, long terni unemployment, income, and job satisfaction), we found that some of 

the LM0 (such as unernployment) favour vocational graduates, while others (e.g., job 

continuity) are in favour of liberal graduates. Hence, a link between FOS choice and 

labour market outcomes is established. Based on this valid linkage, social structure and 

persona1 agency are introduced to predict FOS choice as well as labour market outcomes. 

6.1.2 Structure, Agency and the Choice of Fields of Study 

The meaning of a linkage between FOS choice and L M 0  suggests that a firther 

assessrnent of these cornplex relationships is needed. To answer the question of how 

social structure and personal agency affect FOS choice, a logistic regression was 

conducted as the first step toward uncovering how students manage nsks. Among six 

social structural factors of gender, age, ethnicity, parent's education, and region, we 

found that only ethnicity and region of origin were significant. Specifcally, students with 

visible minonty background prefer vocational education, insofar as it is more likely to 

provide instant security of employment in the marketplace which assists them to 

overcome racial background disadvantages (Anisef, Axelrod, & Lin: 1 999). Furthemore, 



region of ongin appears to be a significant factor in influencing FOS choice, where 

students from Ontario and Quebec are more likely to select liberal education than those 

fi-om the Maritimes and the West. One possible explanation is that older and most 

established universities with strong liberal orientation are located in these two most 

populous provinces. 

Compared to social structural predictors, al1 variables of persona1 agency are 

significant in influencing students' FOS choice. For instance, students who have post- 

secondary education appear more likely to select vocational education while those 

without post-secondary experience are more likely to choose liberal education. This 

reflects the university practice in which many professional fields require a post-secondary 

degree for the entry (e-g., education, law, and medicine). In relation to geographical 

mobility when pursuing education, students who move away fiom their home provinces 

are more likely to pursue liberal education whereas those who stay in their home 

provinces are more likely to study in vocational education. Moreover, FOS choice also 

reflects life experience, especially the experience in the world of employrnent. We found 

that students who have work experience before the university program are more iikely to 

choose vocational education while those who have no such an experience are more likely 

to enter liberal education. 

To surnmarîse the previous discussion, we found that, first, the agency factors 

show a stronger impact on FOS choice than structure predictors. Second, the structure 



factors differ between those students who choose to enrol in a liberal area as opposed to 

those who register in a vocational FOS. Third, the antecedent coping strategies differ 

between those who enrol in a liberal education as opposed to those who study in a 

vocational field. 

Based on the directions given by the logistic regressions, we further elaborated 

the influence of social structural and personal agency via a series of rnultivariate 

crosstabulations. Consistent with the logistic regressions, it was found that both structure 

apd agency affect the FOS choice where a stronger impact of agency over structure is 

observed. Ln light of the strong presence of agency, Beck's thesis of individualisation is 

gaining support. We again observed a structure difference between those who choose a 

liberal as opposed to a vocational FOS. For example, people who have visible minonty 

status are more likely to select vocationaI fields than people who have no such status. 

Moreover, students in Ontario and Quebec are more likely to pursue liberal education 

than people in other regions. Antecedent coping strategies are statistically significant in 

respect to chosen FOS. People who choose to emol in a vocational field are more likely 

to have previous post secondary education and work experience; as well, they tend to stay 

in their home provinces and have student loans. Conversely, those who registered in 

liberal FOS are Iess likely to have al1 these characteristics. 



6.1.3 Structure, Agency and Labour Market Outcomes 

As a continuation of the previous section focusing on educational choice, this 

section moves fiom educational choice to educational retums. First, we found that liberal 

graduates use different strategies to cope with risk than vocational graduates. For 

example, the students in liberal fields are more likely to take a second major, to study part 

tirne, and to continue their education, while those in vocational fields are more likely to 

take CO-op programs and work full time before graduation. 

The relative importance of agency allows us to focus on how individuals have 

managed nsk through either contemporary or subsequent coping strategies, and how 

these strategies will affect the labour market outcomes. For instance, taking a second 

major to cope with risk in the labour market is not a strategy that produces positive labour 

market outcomes. The supporting evide~ce is that five out of six LM0 indicators suggest 

that a less favourable labour market awaits those shidents who select the second major. 

While an overall negative LM0 is recognised, the vocational graduates who take a 

second major are Iikely to receive more negative L M 0  than the graduates in liberal 

fields. It is possible that if a second major is used as an alternative to the first major with 

less favourable LM0 prospect, then the choice of the second major may firther weaken 

the connection between FOS and LMO, thus producing precarious LMO. 

Both liberal and vocational graduates, to a large extent, benefit fiom participating 

in CO-op programs. However, the proportion of CO-op program participants at the 



university level is considerably smaller (5.4%) in the whole NGS survey. The gap of 

labour market outcornes is much wider among vocational rather than liberal graduates. 

Thus, vocational education is more suitable than liberal education to integrate CO-op 

programs. In spite of positive LMO, CO-op graduates are generally less satisfied with their 

jobs than those non-CO-op graduates because of higher expectations. 

With regard to part tirne study, we found that almost al1 the LM0 indicators are in 

favour of the graduates with part time study experience. If the major reason for part time 

study is working, then the part time study implies an antecedent link between schooling 

and future employment. Therefore, it is relatively safe to conclude that part time study is 

one of the feasible strategies that university students use to respond to the changing 

workplace and to manage risk in the labour market. 

There are two stages of education recycling in this study. In the first stage of 

university entry, the education recycling occurs in the foxms of pathways from university 

to university or from college to university. In the second stage afier graduation, education 

recycling refers to graduates continuing their education. 

The analysis displays that first, university to university recycling has a significant 

and positive impact on the LM0 for vocational graduates, but less so for liberal 

graduates. Second, LM0 in relation to educational recycling from college to university 

are mixed: liberal graduates expenence a majority of negative L M 0  except with respect 

to job continuity and income, while vocational graduates have LM0 such as job stability 



and job income that surpass the students who enter university directly frorn high school. 

Third, liberal graduates without post secondary educational background have LM0 

almost as positive as graduates with university education, and in most cases, better than 

those with college background. However, in vocational fields, the performance of the 

graduates with high school background in some cases is better than the graduates with 

coilege background, but less positive than the people with university background. 

In brief, educational recycling based on university background has a positive 

impact on al1 the LM0 across FOS. However, the impact of education upgrading based 

on college background is mixed: Liberal graduates have had a majonty of negative LM0 

except job stability and annual job income, and half of the LM0 for vocational graduates 

are negative. As a normal pathway, educational upgrading based on hi& school 

background has mixed relative outcornes. In most cases, respondents have better results 

than the graduates with college background, but cannot match the graduates with 

university background. It seems that education recycling based on university background 

is the strategy that produces the best LMO. However, if the upgrading is based on college 

background, it is more Iikely to produce negative LMO. 

Education recycling at the stage immediately afier graduation tends to produce 

negative LMO. High percentages of unemployment across FOS indicate that the 

education recycling at this stage plays a role of warehouse. Yet, positive LM0 of 

education recycling were observed at the end of the process, in which the most positive 



LM0 were found in relation to education recycIing from university to university as we 

described in the previous discussion. 

From a perspective of structured individualisation, structure qualifies agency in 

predicting LMO. This is the reason that social structure factors, defined as sex, age, 

ethnicity, parents' education, and region are brought into the discussion in relation to the 

LMO. By way of clarification, we found that gender inequality in terms of LM0 still 

exists across FOS choice. Women are generally in a less favourable position in terms of 

job stability, job continuity, and job incorne. However, if a wornan steps into a 

traditionally male dominated area, such as a vocational field, she is in a more 

advantageous position than a woman who stays in a liberal field in terms of 

unemployment experience, income, and job satisfaction. With respect to age, mature 

graduates did better than their younger counterparts. Age as a core component of the life 

course demonstrates its power across FOS choices to enhance the majonty of the LMO. 

Ethnic minority background, rnediated by FOS, has a mixed to negative impact on the 

LMO. Despite a less favourable impact, liberal graduates with visible minority status 

better sunrive long-terni unemployment, and visible minority vocational graduates have 

more chance to hold permanent better paying positions. f arents' educational level 

appears to have a mixed impact on child's LMO. The mother's education level, for 

instance, has a limited impact on a graduate's LMO. If there is an influence, the mother's 

educational level sometirnes mns against positive LMO, especially in the areas of 



vocational education, Father's education, in a more consistent way, demonstrates that the 

fmily of origin shows a weaker impact on graduates' LMO, especially when comparing 

the situation decades ago (Blau & Duncan, 1967) or at the stage of life course when 

people make a transition fiom high school to post secondary education (Anisef, et al., 

1982). Region of ongin still plays a significant role in affecting the LMO. Graduates in 

Ontario are more likely to lead the country in most LM0 indicators, whereas the 

graduates in Atlantic f rovinces and Quebec show a few drawbacks in theit LMO. 

h conclusion, we found that that both social structure and personal agency have 

shown their influence on the LMO. However, the increments of the explained variances 

or chi squares of regressions suggest that adding agency variables to the models, in most 

cases, has greatly increased the explanatory power of the rnodels. With the mode1 

increments, therefore, it can be concluded that agency variables have played more 

important roles than structural factors in determining the LMO. The relative influence of 

structure and agency factors on LM0 for graduates who choose liberal or vocational FOS 

is different. The pattern is that social structure tends to have stronger impact on liberal 

rather than vocational graduates. Furthemore, it was observed that the functions of 

agency in relation to LM0 are differentiated by FOS choice. Liberal graduates are more 

likely to take a second major, study part time, and continue education, while vocational 

graduates are more likely to participate in CO-op programs. Despite general negative 

LMO, vocational graduates are in a more disadvantaged position than liberal graduates if 



they complete a second major or continue their education after graduation. However, 

liberal graduates are in a less favourable situation than vocational graduates if they 

complete a CO-op program. With regard to structural factors, it was observed that their 

influence is in general weaker than agentic factors. However, region of ongin and ethnic 

background still play a significant part in foming the LM0 of the 1990 university 

graduates, as universities in Ontano play a leading role to promote liberal education 

which results in positive LM0 for liberal graduates. Graduates with visible minorïty 

background demonstrate sorne advantages in vocational rather than Iiberal education. 

6.1.4 The Choice of Fields of Study and Educational Return 

This study also explores a broader concept of educational returns by looking at 

how underemployment, job specific skills, and general employment skills are related to 

liberal and vocational education. 

Three rneasures of underemployrnent (mismatches between education and work, 

job and skills, as well as qualification and employment) are used in the study. What we 

found is that, overall, graduates from liberal education are more likely to be 

underemployed than those who are graduates in vocational fields. Specifically, graduates 

with jobs related to their FOS are more likely to produce positive L M 0 3  than those 

graduates whose jobs are not related to their studies. If the job-education link is broken, 

the negative LMO's are more severe for vocational than for liberal graduates. University 
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graduates who can use the skills and knowledge acquired h m  their educational 

programs will be more likely to receive positive LMO. To compare liberal with 

vocational graduates, it should be noted that if skills and howledge are not used at work, 

negative consequences are more severe for vocational than liberal graduates. Over- 

qualification represents a danger of negative LM0 for both liberal and vocational 

graduates. Nevertheless, over-qualification shows a greater disadvantage for vocational 

over liberal graduates, and under-qualification demonstrates an advantage in vocational 

rather than liberal fields. Graduates who qualified for the job occupy the best niches in 

the labour market. However, liberal graduates will be better off if they were over- 

qualified, and vocational graduates wilI be in more positive positions if they were under- 

qualified. 

To evaluate an overall university experience, a majority of the 1990 university 

graduates across liberal and vocational boundaries insisted that they love what they have 

studied. Findmgs suggest that over seventy percent of the liberal graduates would repeat 

what îhey have studied, and over eighîy percent of the vocational graduates reported they 

would choose the same FOS again. Despite the variety of reasons people have for 

changing or repeating their FOS, almost al1 indicators demonstrate that those who want to 

change their FOS or specialities are more likely to echo their negative LMO. Moreover, 

we found that almost three in ten of the liberal graduates would not repeat what they had 

studied, but fewer than two in ten of the vocational graduates would not select the same 



FOS. If FOS choices are evaiuated solely from a perspective of initial job-education 

linkage, we have to admit that vocational graduates are much better prepared than liberal 

graduates for the labour market. As Heinz (1999) points out, education has been and will 

continue to be influenced by labour markets. 

Turning to "job specific skills", we found that vocational graduates tend to be 

positioned better, and liberal graduates tend to be less prepared. However, when the 

question refers to general employment skills and knowledge, the gap across two FOS 

nanows. In contrast to job specific skills, employment skills (or general skills) ofien link 

to literacy, which is one of the core components of liberal education. When comparing 

job specific skills with general employrnent skills, it can be surmised that vocational 

graduates are better equipped with job specific skills whereas liberal graduates are better 

educated in ternis of employment skills (general skins). 

Overall, our data analysis suggests that agency factors have a stronger impact on 

FOS choice than structure predictors. This observation is different from early stage of the 

life course or previous generations, in which social structure ofien played a significant 

role (Anisef et. al., 1980). Based on these fmdings, Beck's theory of individualisation is 

gaining support in the areas of chosen FOS. In this connection, an individual does take 

more responsibility for hermis destinations, especially at the university stage. However, 

stating that the structure influence is weakening does not deny its presence, even a strong 

presence in some cases. When agency and structure are combined, it is apparent that a 



structured individualisation is the force that shapes life course. Moreover, the structure 

factors differ between those who choose to enrol in a liberai as opposed to a vocational 

FOS, as liberal graduates show more structural influence than vocational graduates- In 

terms of personal agency, antecedent coping strategies cliffer between those who choose 

to enrol in a liberal education as opposed to a vocational field. Liberal students tend to be 

more likel y to Ieave home than vocationd students to pursue their education. Research 

also found that liberal graduates take different strategies to cope with nsk from 

vocational graduates. Despite the initial labour market outcomes in favour of vocational 

graduates, the evidence suggests that students in liberal fields are more likely to take a 

second major, to study part time, and to continue their education. In cornparison, 

vocational graduates are more likely to take CO-op programs, and work full time before 

graduation. Finally, vocational graduates are better prepared in job specific skills, and 

liberal graduates are more prepared in general employment skills. 

6.2 Implications 

The controversy about liberal or vocational education is at the heart of the debate 

over university policy in advanced societies. By systematically discovering the different 

strengths and weakness in relation to chosen liberal or vocational education, the findings 

convey serious implications on university policy. To face the challenges of a changing 



workplace and risk society, the idea of an embedded liberal education emerges from the 

study. 

6.3 Embedded Liberal Education in a Risk Society 

Consistent with the findings in the Canadian census, we found that university 

graduates are generally better positioned in the labour market when compared to high 

school and coIlege graduates (Anisef, Axelrod, and Lin, 1999). However, we have also 

observed that the existing university cumcula, to a large extent, separate Iife skills fiom 

skills needed in the world of work. As a consequence of this separation, the LM0 for 

liberal graduates are less promising than those for vocational graduates. Inversely, 

educational outcornes for vocational graduates are less positive than for liberal graduates. 

The strengths and weaknesses of both liberal and vocational education invite us to appeal 

for an ernbedded liberal education to better prepare Canadian university graduates for the 

2 In century while facing a risk society. To clanfy the idea of embedded liberal education, 

we shall first define the concept, then explain why liberal education is embedded, and 

how the idea is supported. 



What is an embedded liberal education? 

Debates over the differentiai outcomes afforded by a University education focus 

on the tension between cultural and instrumental values, or the tension between liberal 

and vocational education. To clarify the concepts used in the debates, we define liberal 

education as a pedagogy which provides a broad, balanced, and human-centred 

education. Hence, the main function of liberal education is to advance and disseminate 

knowledge, which is consistent with the role that universities have traditionally played. 

Vocational education, on the other hand, aims to provide specific skills for certain 

professions, and ski11 training occupies a central place in providing such an education. 

Assuming that liberal education and vocational education are compatible, this dissertation 

argues that an embedded liberal education, which reconciles liberal and vocational 

education, will more effectively prepare Canadian university graduates for the new 

century. Within this thesis, we further daim that an ernbedded liberal education is a 

systematic way of dealing with the hazards and insecurities introduced by mass university 

education. Thus, an embedded liberal education differs fiom conservative perspectives, 

which emphasise that university education must serve the labour markets by teaching 

students employment related skills to accommodate the growing demand for skilled 

labour forces. Simultaneously, an embedded liberal education is different fiom 

progressive perspectives because it stresses the importance of teaching students social 

values, such as citizenship and love of leaniing. It abandons the ideal of a linear 



developrnent of university education in a single liberal direction, and instead recognises a 

non-linear cuitivation that reconciles liberal and vocational education. 

Why is the liberal education embedded? 

Figure 6.1 illustrates the logic that shows how liberal education is embedded. The 

fint proposition is that the victory of modernisation has resulted in its boomerang effects. 

Figure 6.1 
Embedded Liberal Education in a Risk Society 

These effects have helped create the nsk society, which has been characterised as a 

reflexive modernisation. The profound impact of risks on a democratic society means that 

the side effects of any socio-economic developrnent have to be seriously considered. The 



second proposition is that democratic society is based on the idea of egalitarianism, 

which plays an important role in stabilising the society. However, egalitarianism is a 

mechanism of social stability, instead of social development, and yields a role for 

markets to play in stimulating growth. In this sense, a balance between stability and 

development is the key to be a healthy society. Therefore, the third proposition is that, in 

order to satisfy both functions - stability and development - different segments of 

society must foUow different principles. Political liberalism is the guiding principle of 

states, while economic liberalism is the principle adopted by markets. Education, 

especially mass education, is embedded in states, markets, and societies. Unlike the 

market, education, especially public education, depends on tax revenue. Unlike the state, 

education has no political or economic power to manoeuvre, but it does have a strong 

culiural influence. Embedded in and monitored by these social, political and economic 

powers, the autonomy of the university in teaching and research is virtually limited. 

Therefore, its policy has been, and will continue to be influenced by the society. 

The rapid development of university education is one of the several forms of 

modernisation underway in late-twentieth century society (Scott, 1995: preface). Afier 

World War II, and especially since the 1 9601s, university has increasingly become an 

institution of mass education. The development of mass university education has 

challenged traditional liberal education, which has been historically the education for 

elite (Mayer, l96O:l44-5). At the same time, most of the hazards and insecurities of 



univenity education, such as underemployment, are closely related to mass higher 

education. Embedded liberal education is meant to allow universities to deal efficiently 

with complex often conflicting demands from evey corner of the society. In this respect, 

liberal education still has a place in universities, in that it nurtures the kinds of skills that 

give graduates the flexibility to adapt to changes. Therefore, by providing an embedded 

liberal education, universities can adequately meet the challenges of preparing their 

graduates for the new century. 

The social reality and govemment policy implications suggest that students' FOS 

choice has a significant impact on their lives upon graduation. Most imponantly, the 

selection of fields of study produces different employment outcornes as well as different 

patterns of transition fkom schooling to employment. Therefore, choosing one's field of 

study is a process of risk-taking in which latent consequences may not be anticipated. 

This process raises questions for both individuals and universities. The question that 

individuals should ask is, "What strategies should students adopt in order to reduce their 

risks encountered in labour markets?" The question to be raised by universities is, 

"Should universities provide a liberal or vocational education in order to enhance 

students' abilities to cope with these nsks?" These two questions are, in essence, a single 

query: "What types of university education do we need to face the challenges (risks and 

opportunities) in an information age (OECD, 1996b)?" Of course, education receivers 

and providers will answer this question from different angles: for individual students, it is 



a question of making better choices; for universities, it is a question of providing a better 

education. One of the cornmon goals for these two interests is to make Canadian 

university graduates more cornpetitive in a global economy through the efforts of 

individuals and universities. We reject both liberal and vocational education in its present 

formats, arguing that an embedded Iiberal education, which reconciles liberal and 

vocational education, will serve this elusive, but reachable target. 

Individual choice of field of study depends, to a large extent, on the fields 

provided by universities. Therefore, the question of persona1 choice shifts attention to 

university educational policy. Despite the limitations associated with this task, the 

dissertation has shown the stratified labour market expenences of university graduates in 

different fields of study- These results inform decision-makers as to what directions 

Canadian universities should take as they evolve into the 21'' century, and raises what is 

currently a very topical issue about university policy: "Should university provide a Iiberal 

or vocational education?" The answer is "yes" to an embedded Iiberal education as an 

alternative to both liberal and vocational education in their current formats. 

How is an embedded liberal education supported? 

An embedded liberal education is partially supported by this study. Built on this 

empirical study, we further argue that embedded liberal education is the demand of 

histoncal development of liberal education itself. Embedded liberal education is the 



demand of mass university education. Embedded liberal education is the demand of 

university mission. And embedded liberal education is the demand of risk society. 

To argue that the concept of embedded liberal education is supported by the 

results of this study we found that current vocational graduates upon entry to the labour 

market are well prepared for specific jobs but lack general employment skills. These 

shortcomings decrease the flexibility of vocational graduates in a changing workplace. 

On the other hand, Iiberal graduates possess adequate general employrnent skills, but 

these generally are not turned to advantage in the labour market. Poor returns to an 

investment in liberal education may discourage people fiom enrolling in this area- To 

achieve the goal of societal and individual well being, an einbedded liberal education will 

capitalise on the strengths of both approaches. 

The pattern of support for specific aspects of both vocational and liberal 

approaches found in this study are consistent with the histoncal debate surroundhg their 

relative value to graduates. There are those who insist that liberal education is not 

compatible with vocational education. Bloom (1987), for example, insists that one must 

opt for one form or the other. Other -- equally enthusiastic -- proponents of liberal 

education argue that liberal and vocational education are compatible. Liberal education 

then has historïcalIy been divided into two camps. One is based on modem liberalism, 

which emphasises individualism as the driving force behind education. Another is built 

on nationalism, which stresses the interests of a nation. The former originates fiom the 



Enlightenment Movement, while the latter derives from the Renaissance and the 

Romantic Movements. The Enlightenment championed the tradition of sciences, 

emphasising their applications, while the Romantics believed in the humanities, which 

include pure sciences. Because the meaning of liberation in education can be interpreted 

in many difTerent ways, what should be liberated from what, and who should liberate 

whom have been debated since the time of Ancient Greece. 

'The question of who has the authority to use the name of 'Iiberal education' is not, 

important for the purposes of this dissertation. Instead, the argument offered in this study 

is that there is no pure form of liberal education in a liberal democratic societyl. Liberal 

education is always embedded in societies, in States, and in markets, which form complex 

relationships of interaction. As York University's new president Dr. Loma Marsden 

commented in her inaugural address, universities are unique in that "they offer people the 

kind of experience they cannot get anywhere else. It is important to remember the 

mission of universities because this is the only place where people are really allowed to 

think broadly and deeply, and in a wide way, about old and new problems" (Kieiman and 

Todd, 1997: 12). This uniqueness is one of the reasons why the university needs to 

continue providing liberai education. However, iiberal education must be embedded in its 

social surroundings, which are critical to its survival. This is one of the meanings of "an 

embedded liberal education." Therefore, the argument is that for Iiberal education to 

l The antithesis is that there is no pure form of vocational education either. 
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remain viable, it has to take the fom of an embedded liberai education. The concept of an 

embedded liberal education reconciles the views of liberal and vocational education, and 

rejects the claim that liberal and vocational education are incompatible. 

It is also argued that an embedded liberal education is the demand of mass 

university education. The decades since World War II have witnessed the rapid 

expansion of university education in Canada, dernonstrated by the large proportion of 

high school graduates and mature students enrolled in universities. University education 

in Canada has become mass education since the end of the 1960's. Although its Pace of 

growth has decreased since the 1980's Canadian university education is stiIl unexpectedly 

expanding despite the decline in the number of the 18 to 24 year olds in the general 

population (Nobert & McDowell, 1994). One of the consequences of this mass university 

education is that many university graduates, who once comprised a very privileged group 

in terms of employrnent, are facing unemployrnent and underemployment. Who should 

be blarned for these problems? Many social mechanisms, such as the labour market and 

goveniment, could share responsibilities. However, universities are most likely to be 

criticised for their failure to adequately equip their graduates with employable skills. To 

Save university education from these crises, conservatives ofien use "back to ..." as the key 

words to criticise the failure of education (Schrang, 1995). They want to retum to the 

basics, which emphasise a ngid classic cumculum, or back to the ideals of Ancient 

Greece, which promote education of the sou1 instead of the body, or back to the Great 



Books, which require basic literacy skills. By doing so, they believe that the "real" liberai 

education cm be preserved and universities will be saved fiom crisis. 

Radicals oppose the views of conservatives, and are fiequently dissatisfied with 

the reforms launched by the progressives (e-g., John Dewey's philosophy of education). 

They argue that education reform should move more deeply and broadly in the direction 

of eliminating inequality. They contend that the progressives have failed to fülly address 

the question of inequality of education, because they are lirnited by their capitalist 

ideology (Bowles & Gintis, 1976). Furthemore, radicals ofien ask not only to address but 

also to fully realise equality, in terms of gender, race, social class, and region in 

schooling. These perspectives have a strong affiliation with the Marxist tradition (Hum, 

199358-60). Within a capitalist society, this view is largely unrealistic, because it is not 

compatible with capitalist market pnnciples. Those who stand on the middle ground 

between conservatives and radicals advocate moderate refonn, but lack a systematic 

perspective to address the problems facing university education (Stasz et al., 1995). 

The dilemmas of the traditional ways of thinking lead to the argument that a 

Iiberal education is not only embedded in states, markets, and societies, but also faces a 

nsk society. In such a society, the traditional thinking and practice of liberal education 

have been seriously challenged by the increasing and conflicting demands of societies, 

states and markets. In order to digest these conflicting demands, universities need to 

provide an embedded liberal education, which can integrate liberalism and nationalism, 



liberal and vocational education, theory and practice, science and arts, to prepare 

Canadian university graduates for the 2 ln century. 

Embedded IiberaI education is also the demand of university mission. 

According to Evers and O'Hara (1 996), the mission of Canadian universities consists of 

three major components: knowledge development, skills leaniing and value 

enhancement. Along with the values of Iove of learning, citizenship, respect for diversity, 

ethical issues and environmental awareness, Evers and O'Hara classify liberal education 

as a part of value enhancement (p.53). However, their classification of liberal education 

does not match the mission statements of some of the universities. For example, the 

universities of Guelph and Manitoba define liberal education as "a broad, general 

education, designed to provide a shared educational foundation for srudents in a variety 

of degree programs" (Evers and O'Hara, l966:53). The University of New Brunswick 

states that liberal education "serves society by providing broadIy educated graduates" 

(Evers and O'Hara, 199653). Obviously, these university mission statements define 

liberal education much more broadly than Evers and O'Hara. Therefore, it is argued that 

liberal education as pedagogy is at the apex of the universities' mission, around which al1 

of its other missions rotate. Based on existing university mission statements, liberal 

education may be defined as a pedagogy (or a phiIosophy of education) which provides a 

broad, balanced, and human-centred education. Embedded in societies, states, and 



markets, this education should inchde knowledge development, skills l e h g  and 

values enhancement- This is what 1 cal1 embedded liberal education. 

Like other educational institutions, universities, in a broad sense, fiilfil two major 

fiinctions: integrating society, and promoting individual and social development. The first 

function is in line with nationalism, and the second function is associated with liberalism. 

An embedded liberal education intends to serve these highest missions of university. 

In sum, an embedded liberal education is the demand of risk society. The core 

concept of Beck's theory is "risk," which is a systematic way of dealing with the hazards 

and insecurities induced and introduced by modernization itself (Beck l99î:Sl). In the 

area of university education, an embedded Iiberal education is a systematic way to deal 

with risks. 

6.4 Future Needed Research 

As described in Chapter Three, the National Graduate Survey contains rich 

iaformation about post-secondary graduates in Canada. However, this dissertation has 

ody  explored the most recent NGS (1990) available to the public, and the focus is 

university undergraduate programs only. For fùture studies, several important dimensions 

should be taken into consideration. First, within the university education setting, a fûrther 

study may extend to university graduates beyond bachelor level in which graduate 



programs should be included. The simple reason is that mass university education may 

soon expand to master's level, which needs earlier assessrnent in terms of school-to-work 

transition pattern and labour market outcome in relation to liberal and vocational 

education. Second, from a life course perspective, a firther study should extend the study 

periods fiom 1982 to 1997. Due to the limitations of time and resources, this dissertation 

ody focuses on the initial emplopent outcome after two years graduation. Researchers 

found that liberal graduates would eventually catch up with vocational graduates in terms 

of labour market outcomes in a longer period (Allen, 1997; Anisef, h e l r o d  & Lin, 1999; 

and Paju, 1997; Taillon & Paju, 1999). Therefore, it is necessary to investigate how 

liberal and vocational graduates deal with risks in the labour market through longitudinal 

surveys. Finally, Canadian literature reveals that university graduates are better prepared 

for the changing labour market and workplace than college and trade-vocational 

graduates (Faju, 1997; Taillon & Paju, 1999). In order to compare their LMO, the 

variable "educational level" which includes made-vocational, college, and university 

graduates should be utilised to explore the differences among post-secondary institutions. 



Appendix 1 

Coding Scheme of Logistic Regressions 

Table 1. Definition of Variables for the Logistic Regression of FOS 

Dependent Variable Encoding 
Liberai education=O, Vocational Education=l 

- - - -  1 v a l u e  Freq Parameter Coding 
Male 1 1 3244 1 

Gender ser 

Age age2 
24 under 
25 over 

I 

Lower 1 1 5820 1 O 

Y s  
Visible minoriry visbmin 

No 

Mofher's education 
mofhed90 Same 

Higher 

1 735 1 

2 6060 O 

Fatlier 's education 
fathed90 

Lower 

Higher 

Atlantic 
Ontario 

Region regioti 
Quebec 

Post-secondas, Ed before NO 
rhis program edbefo4 Ya 

Mover 
Mover/Stayer miga dd 

Stayer 

Worked Before fhis Not worked 
program bO3add2 Worked 



Table 2. Definition of Variables for the Logistic Regression of Employment Status 
Liberal Education 

Dependent Variable Encoding 
Employed=O, Not employed=l 

Independent Variable 
Male 

Gender sex 
Female 

24 under 
Age age2 

25 over 

Value Frequency Parameter Coding 
1 151 1 1 
2 1802 O 

1 2133 1 

2 1180 O 
Yes 

Visible minority visbmin 
No 

1 293 1 
2 3020 O 

Lower 
Mother's education Same 
mothed90 

Higher 

Lo wer 

1 2796 1 O 
2 415 O 1 

3 1 02 O O 

1 2430 1 O 
Farher 's education 
fathed90 

Same 

Higher 

A [Ianric 

2 569 O 1 
3 3 14 O O 

1 895 1 O O 

Wesr 

Posr-secondary Ed before 
rhisprogram edbefo4 Yes 

4 1063 O O O 

1 225 1 1 

2 1 062 O 
Mover 

Mo verfitayer migadd 
Srayer 

1 377 1 
2 2936 O 

Yes 
Having student loan 834 

No 

I 1829 1 
2 1484 0 

Worked Before this Worked 
program b03add2 Nor worked 

Selecied more chan one YPS 
major a08a No 

1 834 1 
2 2479 O 

1 627 1 

2 2686 O 
Yes 

Co-op program a 1 8 
No 

1 129 1 
2 3 184 O 

Parr rime 
Pan tirne szudy a 1 1 add 

Full rime 

Complere other PSE Yes 
program g29 No 

1 874 1 

2 2439 O 

Worked full rime during Yes 
rhis program b08 No 

1 2369 1 
2 944 O 



Table 3. Definition of Variables for the Logistic Regression of Employment Status 
Vocational Education 

Dependent Variable Encoding 
Not employed=l Employed=O, 

Independent Variable 

Gender s a  
Male 

Female 

24 under 
Age age2 

25 over 

Yes 
Visible minor& visbmin 

No 

Muriter's educorion 
morhed90 

Lower 

Higher 

Lower 
Father 's education 
fath ed9O 

Same 

HÏgher 

Wesr 

Post-secoridary Ed before NO 
this program edbefo4 Yes 

Mover 
MoverASrayer migadd 

Stayer 

Yes 
Having studenr loan g34 

IV0 

Worked Before r i r i s  Worked 
program b03add2 Nor ivorked 

Selected more rhan one Yes 
major a08a No 

Yes 
No 

Part rime 
Parf tirne sludy al 1 add 

FuII cime 

Worked full rime durrirg Yes 
this program b08 No 

Complete other PSE Yes 
program g29 No 

. - 

Value Frequency Parameter Coding 
1 1726 1 

2 1835 O 

1 2176 1 



Table 4 Definition of Variables for the Logîstic Regression of Job Satisfaction 
Liberal Education 

Dependent Variable Encoding 
Not satisfied=O, Satisfred= 1 

Mother 's education Same 
mothed90 

Higher 1 : 

Independent Variable 
Male 

Gender ser 
Fernale 

24 under 
Age age2 

25 over 

Yes 
Vkible minoriry visbmin 

No 

Lo wer 
Farher's educdon 
fathed90 

Same 

Higher 

Value Frequency Parameter Coding 
1 1274 1 
2 1 444 O 

I 1762 1 

2 956 O 

1 23 1 1 
2 2487 O 

Post-secondary Ed before NO 
this program edbefo4 Yes 

Mover 
MoverBrayer migadd 

Stayer 

Worked Before rhis Worked 1 1 699 1 

1 29 7 1 
2 242 1 0 

Yes 
Having szudent Ioan g34 

No 

1 1489 1 

2 1229 0 

program b03add2 Nor worked 

Seleeîed more than one Yes 
major a08a No 

2 2019 0 

1 525 1 
2 21 93 O 

Yes 
Co-op program a 1 8 

No 
1 112 1 

2 2606 O 

Part rime 
Part rime study a 1 1 add 

Full iime 

Worked During rhis Yes 
program b08 No 

Complete orlier PSE Yes 
program g29 No 

1 724 1 
2 1994 O 

1 1967 1 

2 75 1 O 

1 474 1 

2 2244 O 



Table 5 Definition of Variables for the Logistic Regression of Job Satisfaction 
Vocational Education 

Dependent Variable Encoding 
Not satisfied=O, Satisfîed=l 

Independent Variable 
Male 

Gender s a  
Female 

24 under 
Age age2 

25 over 

Lower 
Mother 's educarion Same 
mothed90 

Value Frequency Parameter Coding 
1 1 442 1 
2 1601 O 

1 1817 1 
2 1226 O 

Yes 
Visible minority visbmin 

NO 

1 338 1 
2 2705 O 

Fatlr er 's education 
fatlted90 

Higher 

Lower 

3 1 08 O O 

1 2188 1 O 

Region region 

Higher 

A rianric 

3 283 O O 

1 69 1 1 O O 

Wesr 

Post-secorrdary Ed before No 
titis program edbefo4 Yes 

4 879 O O O 
I 1 542 1 

2 1501 0 
Mover 

MoverLSrayer migadd 
Sray er 

1 

Worked Before ihis Worked 1 1 770 1 

1 279 1 

2 2764 O 
Yes 

Having student loan g34 
No 

1 1812 1 

2 123 1 O 

program b03add2 Nor workd  

Selecled more rhan one Y ~ s  
major a08a No 

2 2273 O 

1 505 1 

2 2538 O 
Yes 

Co-op prograrn a 1 8 
No 

1 284 1 

2 2759 O 

Pari rime 
Pan rime sludy a 1 1 add 

Full rime 
1 627 1 

2 241 6 O 

Worked During rhis Yes 
program b08 No 

Complete other PSE Yes 
program g29 No 

1 2163 1 

2 880 O 

1 353 1 

2 2690 O 
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