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Abstract 

Substantial	inequities	exist	in	the	secondary	school	completion	rates	between	

Indigenous	and	non-Indigenous	students	internationally,	and	in	Australia.	This	thesis	

aims	to	understand	the	interplay	between	key	sociodemographic	factors,	including	

academic	self-concept,	socioeconomic	status	and	Indigenous	status,	in	predicting	

secondary	school	completion.	While	academic	self-concept	has	been	demonstrated	to	

predict	academic	achievement,	less	evidence	exists	for	academic	self-concept	in	

predicting	school	completion.	Little	research	uses	an	intersectional	approach	to	

explore	how	sociodemographic	contexts	moderate	this	relation,	particularly	in	

Indigenous	and	low	socioeconomic	groups.	This	thesis	addresses	this	lack	of	research	

using	a	systematic	review	(Study	1)	and	analyses	of	two	large-scale	representative	and	

longitudinal	datasets	(Studies	2	&	3).	Study	1	identified	significant	moderation	effects	

between	academic	self-concept	and	a	variety	of	educational	outcomes.	Moderation	

effects	between	academic	self-concept,	Indigenous	status	and	socioeconomic	status	on	

school	non-completion	were	pursued	in	Study	2,	through	multilinear	regression	

analysis	(n	=	9378).	Study	2	found	the	link	between	socioeconomic	status	and	school	

non-completion	to	be	significantly	moderated	by	Indigenous	status,	controlling	for	

academic	achievement.	Increased	socioeconomic	status	for	Indigenous	students	was	

not	correlated	with	reduced	school	non-completion.	Study	3	replicated	the	significant	

interaction	effect	of	Indigenous	status	and	socioeconomic	status	on	school	non-

completion	(n	=	8759).	Sampling	occurred	after	increases	to	the	compulsory	school	

leaving	age	across	Australia.	Findings	infer	this	policy	reform	improved	school	

completion	for	Indigenous,	low	socioeconomic	and	low	academic	self-concept	

students.	This	thesis	improves	knowledge	of	educational	inequity	relating	to	school	

completion	for	Indigenous	students	and	will	assist	in	addressing	that	inequity.		
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Chapter 1: 
Introduction 

“Life	chances	and	opportunities	remain	circumscribed	by	gender,	ethnicity,	social	
origin,	institutional	structures,	and	the	social	and	economic	resources	inherent	in	

the	connections	young	people	have	to	their	families	and	wider	social	context.”	

(Schoon	&	Eccles,	2014,	p.	6)		

Study	hard,	believe	in	yourself,	finish	school,	get	a	good	job,	and	live	a	happy	and	

prosperous	life.	Platitudes	such	as	this	reflect	a	deeply	held	belief	that	graduating	from	

secondary	school	is	en	route	to	the	so-called	“good	life”	(Dietrich	et	al.,	2012;	Guenther,	

2021;	Lamb	&	Markussen,	2011;	Piketty,	2014).	In	1989,	the	United	Nations’	Convention	

on	the	Rights	of	the	Child	upheld	the	equal	opportunity	of	all	children	to	available	and	

accessible	secondary	education,	as	a	right	to	which	all	young	people	are	entitled	

(United	Nations,	1989).	Our	social	pursuit	of	obtaining	a	secondary	school	

qualification	is	understandable,	given	the	benefits	afforded	to	those	who	complete	

secondary	school	successfully.	With	a	secondary	qualification	or	equivalent,	a	young	

person	in	Western	society	is	afforded	many	desirable	opportunities,	including	social	

mobility,	and	financial	and	social	attainment	through	enhanced	workforce	possibilities	

(Dietrich	et	al.,	2012;	Lamb	&	Markussen,	2011).	However,	obtaining	a	secondary	

qualification	remains	elusive	for	some.		

Young	people	who	leave	school	before	successful	completion	frequently	come	from	

specific	social	and	ethnic	backgrounds	(Jackson,	2013;	Lamb	&	Markussen,	2011).	

Internationally	school	graduation	rates	for	Indigenous	adolescents	are	much	lower	

than	those	of	their	non-Indigenous	peers	(Adelman	et	al.,	2018).	Indigenous	

adolescents	are	more	likely	than	non-Indigenous	adolescents	to	have	a	low	
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socioeconomic	background,	while	adolescents	from	low	socioeconomic	backgrounds	

have	lower	school	graduation	rates	than	those	from	high	socioeconomic	backgrounds	

(Devenish	et	al.,	2017).	But	perhaps,	these	educational	gaps	are	not	the	failure	of	

Indigenous	young	people	to	secure	a	secondary	qualification,	but	rather	a	failure	of	

education	systems	and	their	corresponding	policy	frameworks	to	make	secondary	

qualifications	available	and	equally	accessible	to	the	full	diversity	of	young	people.		

Research	over	recent	decades	indicates	that	a	young	person’s	successful	completion	of	

secondary	school	depends	on	a	complex	interplay	of	factors	(Archambault	et	al.,	2017;	

Freeman	&	Simonsen,	2015;	Lamb,	2011;	Rumberger,	2012;	Rumberger	&	Rotermund,	

2012;	Samuel	&	Burger,	2020;	Zaff	et	al.,	2017)	including	at	the	psychological,	

sociodemographic,	and	policy	levels.	School	completion	and	dropout	research	has	

focused	heavily	on	the	role	of	malleable	individual-level	psychological	factors	on	

successful	school	completion,	such	as	intrinsic	motivation	(Abar	et	al.,	2012;	Dæhlen,	

2017;	Tenenbaum	et	al.,	2007),	student	engagement	(Abbot-Chapman	et	al.,	2014;	

Archambault	et	al,	2009;	Fall	&	Roberts,	2012;	Stearns	et	al.,	2007;	Wang	&	Eccles,	2012;	

Wang	&	Fredricks,	2014;	Xing	&	Gordon,	2021),	locus	of	control	(Borman	&	Overman,	

2004;	Fall	&	Roberts,	2012)	and	youth	expectations	for	academic	attainment	(Eccles	&	

Wigfield,	2002;	Marcenaro-Gutierrez	&	Lopez-Agudo,	2017;	Ou	&	Reynolds,	2008;	

Schoon	&	Ng-Knight,	2017;	Stein	&	Hussong,	2007).		

Closely	related	to	expectations	for	academic	attainment,	academic	self-concept	is	

broadly	defined	as	a	person’s	academic	self-perceptions	developed	through	their	

experience	and	understanding	of	their	environment	(Marsh	&	Craven,	2006).	

Academic	self-concept	has	been	identified	as	predicting	a	variety	of	educational	

outcomes	(Marsh	&	O’Mara,	2008;	Wu	et	al.,	2021)	and	is	a	key	variable	in	this	thesis.	

In	contrast	to	the	emphasis	placed	on	such	individual-level	factors	in	school	

completion	and	dropout	research,	the	social	and	demographic	contexts	in	which	young	

people	live	and	learn	are	often	markedly	less	emphasised	(Ciarrochi	et	al.,	2016;	

Freeman	&	Simonsen,	2015;	Rumberger	&	Rotermund,	2012).	It	is	of	value	that	the	role	

of	socioeconomic	status	on	school	completion	has	garnered	some	recognition,	in	terms	

of	social	justice	and	educational	equity.	However,	as	I	will	assert	in	this	thesis,	

embracing	a	more	encompassing	approach	toward	successful	school	completion	is	
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warranted,	most	notably	for	those	young	people	of	diverse	backgrounds.	Accordingly,	

using	three	interrelated	studies,	I	will	explore	the	interplay	between	academic	self-

concept,	sociodemographic,	and	policy	factors	on	secondary	school	completion	rates.	

More	specifically,	I	will	articulate	the	role	of	sociodemographic	factors	(as	moderators)	

on	the	impact	of	academic	self-concept	on	successful	school	completion	in	current	

literature	(Study	1).	I	will	also	explore	–	and	demonstrate	–	how	Indigenous	status	

influences	(or	moderates)	the	relation	between	socioeconomic	status	and	school	

completion	(Study	2).	At	the	policy	level,	I	will	explore	–	and	demonstrate	–	the	

difference	before	and	after	of	national	policy	changes	on	school	completion	rates	for	

Indigenous	young	people,	including	policy	alignment	with	Australian	targets	for	

‘closing	the	gap’	between	Indigenous	and	non-Indigenous	secondary	school	

completion	rates	(Study	3).	The	latter	empirical	analyses	are	based	on	data	from	the	

Longitudinal	Survey	of	Australian	Youth	(LSAY).	(See	Chapter	3	for	an	overview	of	the	

three	studies).		

My	approach	is	derived	from	social	theories	which	maintain	that	stubborn	gaps	in	

educational	outcomes	between	different	groups	of	people	are	due	to	the	replication	of	

power	imbalances	across	social	classes	by	educational	systems.		An	important	theory	

considered	in	this	thesis	is	the	Sen-Bourdieu	framework	(Hart,	2013;	Molla	&	Pham,	

2019;	Pham,	2019),	a	theory	derived	from	Bourdieu´s	theory	of	capital	(Bourdieu,	2006)	

and	Sen´s	capability	approach	in	regard	to	human	development	and	social	justice	(Sen,	

2000).	This	theory	provides	the	theoretical	underpinning	to	understand	the	factors	

contributing	to	gaps	in	educational	outcomes	for	diverse	populations	and	is	discussed	

in	more	detail	in	Chapter	2.	

The	findings	of	this	thesis	will	enhance	our	understanding	of	the	complex	interplay	

and	influence	of	specific	sociodemographic	factors	in	a	young	person’s	successful	

school	completion.	A	holistic	understanding	is	vital	to	effectively	address	the	current	

pervasive	problem	of	secondary	school	non-completion	and	reduce	the	concentration	

of	educational	inequity	for	Indigenous	and	low	socioeconomic	background	student	

populations.	I	analyse	the	impact	of	key	psychological-,	sociodemographic-,	and	

policy-level	influences	on	the	relation	between	socioeconomic	status	and	high	school	

completion.	More	specifically,	I	test	the	interplay	and	influence	of	academic	self-
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concept	(psychological-level),	Indigenous	status	and	socioeconomic	status	

(sociodemographic-level),	and	increases	in	compulsory	school	leaving	age	(policy-

level)	on	school	completion.	

This	thesis	has	eight	chapters	and	details	of	each	chapter	are	outlined	below.		

Chapter	1	provides	an	introduction	and	overview	of	the	thesis,	indicating	how	the	

research	is	positioned	regarding	understandings	of	secondary	school	completion	and	

educational	inequity.	

Chapter	2	synthesises	the	literature	examining	the	links	between	predictors	of	

successful	school	completion	and	dropout,	focusing	on	academic	self-concept	and	

sociodemographic	factors	such	as	socioeconomic	status	and	Indigenous	status.	In	

doing	so,	I	demonstrate	that	research	on	the	interactions	between	prominent	variables	

in	successful	school	completion	is	lacking	in	regard	to	the	influence	of	

sociodemographic	variables.	The	basis	for	the	present	investigation	and	its	role	in	

extending	recent	advances	in	knowledge	regarding	school	completion	and	educational	

equity	is	articulated.		

Chapter	3	provides	the	overarching	objective	and	research	questions,	guiding	the	three	

studies	of	this	thesis.	The	specific	aims	of	each	study,	their	research	questions,	

hypotheses	and	rationales,	are	highlighted.	

Chapter	4	demonstrates	the	methodology	employed	across	the	three	studies	including	

the	study	design,	measures	used,	and	dataset	details	where	relevant.	

Chapter	5	outlines	the	results	of	Study	1,	the	systematic	review.	It	identifies	moderators	

and	mediators	of	the	relation	between	academic	self-concept	and	successful	school	

completion	related	variables.	The	results	of	Study	1	informed	the	direction	of	Studies	2	

and	3.		

Chapter	6	outlines	the	results	of	Studies	2	and	3.	Study	2	is	a	quantitative	analysis	using	

a	large	and	representative	Australian	dataset	to	test	the	interaction	effects	of	

socioeconomic	status,	Indigenous	status,	and	academic	self-concept	on	secondary	

school	completion.	Study	3	involves	a	similar	analysis	on	a	second	large	and	

representative	Australian	dataset	collected	after	increases	to	the	compulsory	school	
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leaving	age	were	implemented	across	Australia.	By	comparing	the	findings	of	the	two	

analyses,	the	impact	of	the	policy	intervention	on	school	completion	rates	and	

contribution	to	the	Australian	Government	policy	objective	to	‘close	the	gap’	in	school	

completion	for	Indigenous	young	people	can	be	observed.		

Chapter	7	provides	a	discussion	of	the	findings	from	the	three	studies,	including	the	

implications	of	the	findings,	for	further	research	and	for	policy	makers,	toward	greater	

educational	equity	in	high	school	completion	for	diverse	groups	of	young	people.	

Chapter	8,	the	final	chapter	of	the	thesis,	provides	an	overview	of	the	research	findings	

and	highlights	conclusions	drawn	from	the	three	studies	in	regard	to	the	research	

aims.	

This	thesis	contributes	valuable	knowledge	to	the	limited	understanding	of	how	

certain	contextual	factors	influence	whether	a	young	person	completes	secondary	

school,	focusing	on	the	interplay	between	the	factors	of	Indigenous	status,	

socioeconomic	status,	and	academic	self-concept.	By	examining	policy	level	factors,	

the	thesis	also	provides	an	assessment	of	the	effectiveness	of	a	large-scale	policy	

implementation	across	Australia	for	diverse	student	groups.	This	knowledge	is	vital	to	

upholding	the	right	of	all	young	people	(particularly	those	in	Australia)	to	available	

and	accessible	secondary	education.	
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Chapter 2: 
Literature Review  

“Quality	education	is	a	fundamental	human	right	of	every	child	and	access	should	
not	depend	on	where	you	were	born	or	the	colour	of	your	skin.”	

—Senator	Nova	Peris	(2021),	Medal	of	the	Order	of	Australia			

Secondary	school	graduation	is	increasingly	important	in	determining	how	wealth,	

health	and	happiness	are	distributed	across	society	(Lamb	&	Markussen,	2011).	

Although	secondary	school	graduation	may	provide	pathways	to	employment	and	

social	mobility,	not	graduating	from	secondary	school	is	associated	with	a	wide	array	of	

negative	consequences.	The	social	patterns	of	school	dropout	across	countries	

indicates	that	for	many	young	people	the	benefits	associated	with	successful	school	

completion	are	not	easy	to	access	(Lamb	&	Markussen,	2011).	Of	particular	concern	are	

the	large	inequities	that	exist	in	school	completion	for	Indigenous	young	people	

(Jackson,	2013;	Lamb	&	Markussen,	2011).	Indigenous	adolescents	have	consistently	

poorer	educational	outcomes	than	non-Indigenous	adolescents	internationally	

(Adelman	et	al.,	2018;	Garrett	et	al.,	2014;	Johnston-Goodstar	&	VeLure	Roholt,	2017;	

Lees,	2016;	Manojan,	2018;	Singar	&	Zainuddin,	2017;	United	Nations	Department	of	

Economic	and	Social	Affairs	(UNDESA),	2020)	and	experience	significantly	lower	rates	

of	school	completion	than	their	non-Indigenous	peers	(UNDESA,	2020).	However,	the	

mechanisms	by	wch	these	educational	inequities	occur	are	not	well	understood.		

Given	that	academic	self-concept	has	been	shown	to	be	an	important	predictor	of	both	

academic	performance	(Marsh	&	Craven,	2006;	Marsh	&	O´Mara,	2008)	and	student	

engagement	(Bakadorova	&	Raufelder,	2017;	Raufelder	et	al.,	2015),	exploring	this	

prominent	psychological	construct	for	Indigenous	populations	would	seem	like	a	good	
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place	to	start	when	seeking	to	address	inequities.	Little	evidence	exists,	however,	for	

academic	self-concept	as	a	predictor	of	school	completion,	particularly	for	diverse	

populations.	Does	positive	academic	self-concept	predict	school	completion	for	

Indigenous	and	non-Indigenous	people	alike?	To	answer	this	question	satisfactorily	

requires	looking	beyond	Indigenous	status,	as	a	failure	to	do	so	can	result	in	a	deficit	

discourse	about	Indigenous	people	(Fogarty	et	al.,	2018;	Walter	&	Anderson,	2016;	

Walter	&	Suina,	2019).	Deficit	discourse	refers	to	narratives	that	represent	people	or	

groups	in	terms	of	a	perceived	deficiency	and	attribute	the	responsibility	for	problems	

with	the	affected	individuals	or	communities	while	overlooking	their	larger	

socioeconomic	contexts	(Fogarty	et	al.,	2018).	Given	that	young	Indigenous	people	are	

more	often	than	not	impacted	by	low	socioeconomic	status	(Biddle,	2014b),	it	is	

important	to	explore	what	role	this	key	variable	may	play	in	the	relation	between	

academic	self-concept	and	ensuing	educational	outcomes.	Central	questions	to	

emerge,	therefore,	are:		

• ‘Does	positive	academic	self-concept	predict	school	completion	to	the	same	extent	

for	those	from	low	as	well	as	high	socioeconomic	backgrounds?’	and		

• ‘What	is	the	impact	of	socioeconomic	status	on	Indigenous	youth	compared	to	

non-Indigenous	youth	when	it	comes	to	finishing	secondary	school?’		

With	these	questions	in	mind,	this	chapter	explores	the	literature	to	examine	links	

between	predictors	of	successful	school	completion,	focusing	on	academic	self-concept	

and	sociodemographic	factors	such	as	socioeconomic	status	and	Indigenous	status.	

This	chapter	contends	that	conceptualisations	of	secondary	school	completion	and	

non-completion	have	been	oriented	around	Western	epistemologies	based	on	

individual	characteristics	(such	as	academic	achievement,	academic	self-concept,	

student	engagement)	that	downplay	contextual	factors.	An	overview	of	the	theoretical	

basis	upon	which	these	contentions	are	made	is	also	provided.	Failure	to	identify	the	

influence	of	key	contextual	variables	results	in	an	overemphasis	on	academic	self-

concept.	An	overemphasis	on	individual	characteristics,	such	as	academic	self-concept,	

effectively	blames	young	people	for	their	poor	educational	outcomes	with	little	

consideration	for	how	the	broader	educational	system	may	have	failed	them.		
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This	chapter	reviews	the	current	literature	and	establishes	the	basis	for	the	present	

investigation.	In	the	first	section,	the	importance	of	successful	school	completion	for	

young	people	is	outlined.	Indigenous	education	is	then	highlighted	as	an	international	

concern,	particularly	in	terms	of	low	school	completion	rates.	The	next	section	

highlights	research	on	the	enablers	and	barriers	for	school	completion,	focusing	on	

academic	self-concept,	socioeconomic	status	and	other	sociodemographic	predictors	

under	the	framework	of	Boudon´s	(1974)	Primary	and	Secondary	Mechanism	

Distinction,	and	quantitative	‘intersectionality’	(Else-Quest	&	Hyde,	2016a;	2016b).	The	

enablers	and	barriers	section	also	addresses	the	concept	of	Indigenous	‘disadvantage’	

and	social	theories	explaining	the	mechanism	underpinning	differences	in	educational	

outcomes	between	Indigenous	and	non-Indigenous	adolescents.	Finally,	policy-level	

influences	are	addressed;	specifically,	research	findings	pertaining	to	how	increases	to	

the	compulsory	school	leaving	age	have	impacted	school	completion.	All	of	this	points	

to	a	series	of	questions	that	remain	unanswered	within	the	current	literature,	which	

this	research	seeks	to	address	(see	Chapter	3	for	more	details).		

2.1 School completion on the path to life accomplishments 

An	adolescent’s	successful	completion	of	secondary	school	is	a	determinant	of	their	

subsequent	life	accomplishments	(Dietrich	et	al.,	2012).	Secondary	school	graduation	is	

commonly	seen	as	the	minimum	level	of	education	needed	for	young	people	to	

successfully	participate	in	work	and	further	study	(Lamb	&	Markussen,	2011).	While	

secondary	school	graduation	is	seen	as	opening	pathways	to	employment,	higher	

education	and	training,	and	social	mobility,	failure	to	complete	can	have	grave	

consequences	(Lamb	&	Huo,	2017;	Lamb	&	Markussen,	2011).	In	this	research,	the	focus	

is	predominantly	on	non-completion	of	secondary	school	(i.e.,	when	a	young	person	

does	not	finish	final	year	of	secondary	school).	Reference	is	also	made	to	school	

dropout,	which	is	slightly	different	but	closely	related.	A	dropout	is	a	person	who	no	

longer	attends	school	and	does	not	go	on	to	gain	upper	secondary	school	qualification	

(Lamb	&	Markussen,	2011).		

Increasingly,	young	people	are	graduating	from	secondary	school	and	staying	in	

education	longer	to	secure	employment	(Piketty,	2014).	Although	more	young	people	
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are	graduating	than	ever	before,	those	without	a	secondary	education	are	being	left	

further	behind	(Goldin	&	Katz,	2010).	Across	member	countries	of	the	Organization	for	

Economic	Cooperation	and	Development	(OECD),	secondary	school	graduation	

increased	by	six	percentage	points	on	average	from	2005	to	2017.	However,	15%	of	25-	

to	35-year-olds	did	not	successfully	complete	upper	secondary	education	in	2018	

(OECD,	2019).	The	negative	consequences	of	dropping	out	are	worsening	as	employers	

are	demanding	a	more	highly	educated	workforce	(Lamb	et	al.,	2015;	Rumberger,	2011).		

Not	obtaining	a	secondary	qualification	is	likely	to	negatively	influence	a	young	

person´s	future	educational	attainment	and	career	prospects	(Rumberger,	2011).	Failure	

to	complete	secondary	school,	and	increasingly	failure	to	complete	higher	education,	

have	disadvantages	that	have	grown	over	time	(Bowen	et	al.,	2009).	In	comparison	to	

secondary	school	graduates,	early	leavers	have	a	higher	rate	of	unemployment	and	

reduced	incomes	(Rumberger,	2011).	With	greater	social	service	dependency	and	lower	

tax	contributions	than	their	graduated	peers	(Lansford	et	al.,	2016),	the	financial	cost	

to	society	of	those	who	drop	out	is	enormous.	For	example,	it’s	estimated	that	the	

almost	38,000	young	Australians	who	dropped	out	in	2014	and	will	never	finish	

secondary	school	will	cost	taxpayers	over	$315	million	per	year	(Lamb	&	Huo,	2017).	For	

Indigenous	Australians	specifically,	the	potential	benefits	from	resolving	access	issues	

to	employment	and	educational	opportunities	are	substantial.	The	gains	from	

addressing	these	issues	will	benefit	government	budgets	through	increased	revenues	

and	reduced	expenditure	(Deloitte	Access	Economics,	2014).	As	an	example,	if	

Indigenous	Australian	circumstances	were	to	match	that	of	the	Australian	average,	

then	by	2031,	Australian	governments	would	receive	a	net	gain	of	$11.9	billion	due	to	

increased	revenues	from	a	larger	tax	base	and	reduced	expenditure	from	lower	health	

and	social	security	costs.	

In	addition,	there	is	a	strong	association	between	dropout	and	negative	health	

outcomes	(Muennig,	2007),	with	early	leavers	exhibiting	higher	rates	of	depression	

(Rumberger,	2011),	illicit	substance	use	(Lansford	et	al.,	2016)	and	ultimately	earlier	

mortality	(Molla	et	al.,	2004)	than	their	graduating	peers.	Early	leavers	also	exhibit	

more	criminal	behaviour	and	spend	more	time	incarcerated	(Lansford	et	al.,	2016;	

Rumberger,	2011).		
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Given	these	dire	consequences	of	not	completing	secondary	school,	it	is	highly	

concerning	that	obtaining	a	secondary	school	qualification	remains	elusive	for	so	

many.	Inequality	of	education	is	persistent	across	all	nations	(Lamb,	2011).	In	all	

countries,	the	social	patterns	of	dropout	suggest	the	advantages	and	opportunities	

associated	with	successful	completion	for	‘non-traditional’	users,	such	as	Indigenous	

youth	and	youth	from	low	socioeconomic	background,	are	difficult	to	access	(Lamb	&	

Markussen,	2011).	In	comparing	research	from	OECD	countries,	Lamb	(2011)	asserts	

that	similarities	exist	in	the	profile	characteristics	of	those	who	complete	school	and	in	

those	who	do	not.	Features	of	family	background	(e.g.,	socioeconomic	status),	

demographic	factors	(e.g.,	ethnicity)	and	individual	attributes	(e.g.,	self-concept)	were	

identified	as	important	factors.	While	greater	numbers	are	graduating	than	ever	

before,	it	is	of	particular	concern	that	substantial	inequalities	in	educational	

attainment	exist	for	Indigenous	youth	(Jackson,	2013),	who	are	also	commonly	

impacted	by	low	socioeconomic	backgrounds	among	other	disadvantageous	contextual	

factors.	

2.2 Indigenous school non-completion is an international concern 

Reducing	educational	inequity	for	Indigenous	young	people	is	increasingly	an	

international	issue.	Substantial	differences	in	the	educational	outcomes	of	Indigenous	

youth	exist	in	comparison	with	their	non-Indigenous	peers	(Calver,	2015;	Chain	et	al.,	

2017).	The	world	over,	Indigenous	adolescents	experience	vastly	lower	rates	of	school	

completion	than	their	non-Indigenous	peers	(UNDESA,	2020)	and	have	consistently	

poorer	educational	outcomes	than	non-Indigenous	adolescents	within	their	own	

country	(Adelman	et	al.,	2018;	Garrett	et	al.,	2014;	Johnston-Goodstar	&	VeLure	Roholt,	

2017;	Lees,	2016;	Manojan,	2018;	Singar	&	Zainuddin,	2017;	UNDESA,	2020,	United	

Nations,	2017).	In	the	United	States,	the	difference	in	academic	achievement	outcomes	

for	Native	American	students	compared	with	other	American	students	has	widened	as	

academic	achievement	has	increased	in	the	general	student	population.	Fischer	and	

Stoddard	(2013)	report	a	gap	in	raw	achievement	(actual	grades)	of	about	60	to	70%	of	

a	standard	deviation	in	both	math	and	reading	for	Native	American	students,	and	that	

the	gap	widens	with	age,	based	on	an	analysis	of	the	National	Assessment	for	

Educational	Progress,	a	large	nationally	representative	math	and	reading	example	that	
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samples	students	in	4th,	8th	and	12th	grade	across	the	United	States.	Statistics	from	

Canada	indicate	a	similar	trend.	For	example,	Calver	(2015)	reports	gaps	in	raw	

achievement	similar	to	that	of	the	US,	which	are	translated	into	gaps	in	secondary	

school	completion.	Canadian	Indigenous	secondary	school	completion	rates	are	about	

72%	compared	to	88%	for	non-Indigenous	students.	Calver	asserted	this	gap	translated	

into	lower	participation	rates	for	Canadian	Indigenous	students	at	university.	

Researchers	from	Australia	and	New	Zealand	have	reported	similar	results.	Song	et	al.	

(2014),	in	investigating	their	own	respective	Indigenous	student	populations	in	their	

analysis	of	the	PISA	results	from	Australia	and	New	Zealand,	found	significant	

achievement	gaps	also	existed.		

The	UN	Indigenous	Peoples	(UNDESA,	2020)	have	identified	enduring	educational	

gaps	for	Indigenous	people	as	a	major	international	concern.	Indigenous	groups	share	

similar	barriers	to	educational	access	with	many	ethnic	minority	groups,	particularly	in	

multi-nation	states,	across	many	countries	of	the	world	(Kymlicka,	2009).	For	this	

reason,	research	on	inequity	in	educational	outcomes	for	Indigenous	young	people	is	

an	international	necessity.	While	this	research	is	oriented	toward	Australia,	it	is	likely	

to	be	of	relevance	to	issues	of	Indigenous	educational	inequity,	and	in	addition,	ethnic	

minority	inequity,	internationally.		

Disparities	in	high	school	completion	and	other	educational	outcomes	are	particularly	

prevalent	for	the	Indigenous	Australian	population	(Craven	et	al.,	2016;	Parker	et	al.,	

2015;	Song	et	al.,	2014).	Historic	trends	in	Year	12	completion	for	both	Indigenous	and	

non-Indigenous	Australians	demonstrate	a	long	running	upward	trend	in	Year	12	

retention	from	Year	10	to	Year	12	according	to	the	Australian	Bureau	of	Statistics	(2013).	

This	upward	trend	has	been	more	pronounced	for	Indigenous	students	(see	Figure	2.1).		
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Figure 2.1: Apparent Retention Rates (%) from Year 10 to Year 12 in Australia by Indigenous status, 1998-2012 
(Australian Bureau of Statistics, 2013 cat. 4221.0) 

In	Australia,	the	national	bipartisan	policy,	‘Closing	the	Gap	in	Indigenous	

Disadvantage’,	developed	in	2008,	is	the	current	policy	approach	for	addressing	

inequalities	in	Indigenous	education,	health	and	wellbeing	outcomes.	Five	of	the	eight	

policy	targets	focus	on	educational	attendance,	participation,	achievement	and	

attainment	(Australian	Government,	2020).	A	key	target	was	to	halve	the	gap	for	

Indigenous	Australians	in	Year	12	attainment	or	equivalent	by	2020.	Closing	the	

secondary	school	completion	gap	is	a	goal	of	the	Australian	government	due	to	the	

relation	between	school	completion	and	access	to	full-time,	secure	and	high-skilled	

occupations	(Australian	Government,	2020;	Lamb,	2011).	In	2008,	only	45%	of	

Indigenous	youth	graduated	from	secondary	school	compared	to	85%	of	non-

Indigenous	students,	indicating	a	40	percentage-point	gap.	The	latest	‘Closing	the	Gap’	

report	has	shown	an	improvement	in	rates	of	secondary	school	completion	for	

Indigenous	students	to	66%	for	2018-2019,	with	the	gap	diminishing	to	25	percentage-

points	(Australian	Government,	2020).	Notably,	this	statistic	is	based	on	lag	indicators	

(that	is,	the	proportion	of	20-	to	24-year-olds	who	have	completed	secondary	school)	

not	on	lead	indicators	(benchmarks	for	completion)	that	could	be	better	estimated	via	
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longitudinal	data	which	follows	students	through	secondary	school.	Using	longitudinal	

data	would	also	allow	research	to	examine	mechanisms	that	may	assist	in	explaining	

this	gap.	

While	Australian	Indigenous	people	have	rich	and	enduring	cultures	and	traditions,	

the	strengths	of	Indigenous	adolescents	are	evidently	not	being	oriented	toward	school	

participation.	In	what	manner	has	Australia´s	education	system	not	worked	with	

Indigenous	Australians	to	capitalise	on	their	strengths	and	talents	to	promote	better	

school	engagement	and	completion?	Internationally,	Indigenous	young	people	have	

higher	rates	of	dropout	than	non-Indigenous	adolescents	(Adelman	et	al.,	2018;	Garrett	

et	al.,	2014;	Johnston-Goodstar	&	VeLure	Robolt,	2017;	Lees,	2016;	Manojan,	2018;	Singar	

&	Zainuddin,	2017;	UNDESA,	2020).	A	“significant	and	sizeable	Indigenous	effect”	in	

predicting	the	entry	of	young	people	to	university	has	been	demonstrated	by	Parker	

and	colleagues	(2021,	p.	394),	and	it	is	attributed	to	non-academic	achievement	related	

mechanisms,	such	as	Indigenous	social	capital	(Walter,	2015),	as	outlined	in	more	

detail	later	in	this	chapter.	In	part,	this	‘Indigenous	effect’	is	a	result	of	family,	school	

and	community	environments	of	Indigenous	adolescents	differing	from	that	of	the	

majority	adolescent	populations	(Guenther	&	Osborne,	2018).	Indigenous	youth,	

particularly	those	from	rural	and	remote	locations,	commonly	have	different	

worldviews	to	their	non-Indigenous	peers.	Guenther	and	Osborne	(2018,	p.	58)	assert	

that	Indigenous	“ways	of	being	(ontologies),	valuing	(axiologies),	believing	

(cosmologies)	and	knowing	(epistemologies)	are	starkly	different	from	the	

philosophical	assumptions	embedded	in	school	systems”.	Walter	and	Suina	(2019)	

articulate	this	differing	world	perspective	as	the	‘Indigenous	lifeworld’,	the	dual	

intersubjectivities	of	first	world	dispossessed	Indigenous	peoples.		

With	respect	to	the	research	aims	and	informed	by	Boudon´s	(1974)	Primary	and	

Secondary	mechanism	distinction	(outlined	in	more	detail	later	in	this	chapter),	I	

consider	the	size	of	the	school	completion	gaps	for	Indigenous	students	compared	to	

their	non-Indigenous	peers	with	similar	levels	of	academic	ability.	This	thesis	

questions	whether	Indigenous	young	people	are	disadvantaged	in	terms	of	secondary	

school	completion	for	equally	achieving	adolescents,	and	whether	this	varies	with	

socioeconomic	status.	The	role	of	academic	self-concept	is	also	explored.	A	
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quantitative	intersectional	approach	proposed	by	Else-Quest	and	Hyde	(2016a,	2016b)	

is	used,	where	the	interaction	between	different	forms	of	minority	or	marginalised	

status	are	considered.	This	approach	also	helps	safeguard	against	deficit	conclusions.	

2.3 Enablers and barriers of school completion, but for whom? 

Current	research	has	indicated	that	a	young	person´s	successful	completion	of	

secondary	school	depends	on	a	complex	interplay	of	factors	which	enable	or	hinder	

school	completion	(Archambault	et	al.,	2017;	Gubbels	et	al.	2019;	Lamb,	2011;	

Rumberger,	2012;	Rumberger	&	Rotermund,	2012;	Samuel	&	Burger,	2020;	Zaff	et	al.,	

2017).	Individual-level	factors	such	as	student	cognitive	and	behavioural	factors,	self-

beliefs	and	expectations	are	embedded	within	the	broader	contexts	of	a	young	

person´s	home,	schooling	and	community	environments,	which	sit	within	the	broader	

educational	policy	and	institutional	arrangements	of	the	prevailing	society	in	which	

young	people	live	(Bronfenbrenner,	1979;	Lamb,	2011).		

Over	the	last	decade,	more	than	a	thousand	studies	have	investigated	what	precipitates	

adolescents	to	successfully	complete	high	school	or	leave	school	early.	Many	research	

methods	have	been	employed,	including	statistical	modelling	approaches	applied	to	

large	datasets	designed	to	identify	the	contribution	of	specific	factors.	Individual-level	

cognitive	or	achievement	related	factors	have	been	the	main	focus	of	such	research.	

Concern	about	inequalities	in	educational	outcomes	has	focused	on	inequalities	in	

academic	performance	in	many	countries	(Jackson,	2013).	More	recently,	individual-

level	non-cognitive	or	non-achievement	related	factors	have	gained	increased	interest.	

One	such	factor	that	has	been	demonstrated	to	be	important	in	determining	

educational	outcomes	is	academic	self-concept.		

2.3.1 Academic self-concept 

Self-concept	is	about	how	a	person	assesses	themself	in	terms	of	their	behaviour,	

abilities	and	characteristics.	Academic	self-concept	refers	to	how	well	an	individual	

perceives	they	can	learn,	and	includes	their	feelings	of	confidence,	ability,	and	

competence	(Hau	&	Marsh,	2015;	Van	Zanden	et	al.,	2015).	A	student´s	academic	self-

concept	can	vary	across	academic	disciplines	(Marsh	et	al.,	1988)	and	is	influenced	by	
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past	academic	performance	(Marsh	&	Craven,	2006).	Students	with	high	academic	self-

concept	are	those	who	feel	they	can	do	well	in	their	schoolwork.		

Similar	and	overlapping	constructs	exist	in	relation	to	academic	self-concept	and	are	

relevant	to	this	research.	For	example,	academic	self-efficacy	is	a	person´s	beliefs	about	

their	ability	to	perform	a	behaviour	successfully,	within	the	context	of	academic	

learning	(Bandura	et	al.,	2001).	Academic	self-esteem	is	the	sum	of	an	individual´s	

thoughts	and	feelings	about	themselves	academically	(Fleming	&	Watts,	1980;	

Rentzsch	et	al.,	2015).	In	addition,	expectancy	beliefs	are	how	confident	an	individual	is	

about	succeeding	at	a	task	in	the	future	(Wigfield,	1994)	and	are	of	interest	as	they	

relate	to	a	young	person´s	expectations	of	graduating	secondary	school	or	leaving	

school	early.	A	component	of	academic	self-concept	is	social	comparison	(Parker	et	al.,	

2019b).	Social	comparison	theory	asserts	that	in	making	a	subjective	evaluation	of	their	

own	capabilities,	students	compare	themselves	to	others,	and	that	this	becomes	the	

basis	for	their	individual	academic	self-concept.	As	such,	the	abilities	of	surrounding	

students	become	a	benchmark,	or	frame-of-reference,	by	which	students	form	their	

academic	self-concepts.	As	a	result,	it	is	possible	that	students	with	the	same	academic	

abilities	could	have	different	academic	self-concepts	depending	on	their	frames-of-

references	(Möller	&	Marsh,	2013).	The	internal	/	external	frame-of-reference	model	

(Marsh,	1986)	indicates	that	academic	self-concept	is	shaped	by	internal	comparisons;	

for	example,	where	a	student	compares	their	performance	in	mathematics	to	their	

performance	in	English,	or	by	external	(or	social)	comparisons	with	others.	The	role	of	

social	comparisons	or	external	standards	and	contingencies	in	shaping	self-beliefs	

aligns	with	Deci	and	Ryan´s	(1995)	construct	of	contingent	self-esteem.		

An	important	aspect	of	positive	academic	self-concept	is	the	impact	of	those	beliefs	on	

young	people´s	actions.	A	young	person´s	positive	academic	self-concept	is	a	predictor	

of	their	academic	performance	(Davies	&	Brember,	1999;	Hansford	&	Hattie,	1982;	

Marsh	&	Craven,	2006;	Marsh	&	O´Mara,	2008;	Marsh	&	Yeung,	1997)	and	has	been	

shown	to	partially	explain,	or	mediate,	the	relation	between	a	student´s	academic	

achievement	and	their	educational	outcomes	(Marsh	&	Craven,	2006;	Marsh	&	O'Mara,	

2008;	Seaton	et	al.,	2014).	Positive	academic	self-concept	also	predicts	a	student´s	

positive	behavioural	and	emotional	engagement	at	school	(Bakadorova	&	Raufelder,	
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2017;	Raufelder	et	al.,	2015),	a	precursor	to	successful	school	completion	(Fredricks	et	

al.,	2004),	whereas	a	student´s	disengagement	may	induce	school	dropout	(Fall	&	

Roberts,	2012;	Finn,	1989;	Henry	et	al.,	2012).	The	relation	between	positive	academic	

self-concept	and	the	following	educational	outcomes	have	been	demonstrated:	

coursework	selection	(Marsh	&	Craven,	2006;	Marsh	&	Yeung,	1997),	future	academic	

choices	(Marsh	&	Yeung,	1997),	university	entry	(Parker	et	al.,	2012),	and	educational	

attainment	levels	(Guay	et	al.,	2004).	Positive	academic	self-concept	encourages	

students	to	have	positive	academic	perspectives	and	behaviours,	such	as	persistence	at	

academic	tasks,	making	positive	academic	choices,	having	educational	aspirations	and	

achieving	academically	(Craven	&	Marsh,	2008).		

Given	the	role	of	academic	self-concept	in	promoting	positive	educational	outcomes,	it	

seems	feasible	that	students	likely	to	drop	out	would	benefit	from	targeted	efforts	to	

increase	their	academic	self-concept,	to	improve	their	academic	perspectives	and	

behaviours	and	encourage	successful	school	completion.	But	would	increasing	

academic	self-concept	of	Indigenous	adolescents	enhance	their	likelihood	of	school	

completion	to	the	same	extent	as	for	non-Indigenous	adolescents?	While	some	have	

demonstrated	that	differences	in	academic	self-concept	between	Australia´s	

Indigenous	and	non-Indigenous	students	have	more	similarities	than	differences	(e.g.,	

McInerney,	2003;	McInerney	&	King,	2013),	Yeung	and	colleagues	(2013)	indicated	that	

non-Indigenous	Australian	students	scored	higher	in	a	variety	of	domain-specific	

academic	self-concept	measures	than	Indigenous	Australian	students.	Bodkin-

Andrews,	Denson	and	Bansel	(2013)	highlighted	the	tendency	for	academic	self-

concept	related	factors	to	have	weaker	associations	with	educational	outcomes	for	

Indigenous	adolescents	compared	to	their	non-Indigenous	peers.	They	assert	that	

research	up	until	that	point	had	generally	not	been	able	to	identify	the	cultural	factors	

stemming	from	Indigenous	epistemologies	that	may	enhance	the	relations	between	

academic	self-concept	and	subsequent	educational	outcomes.	Parker	and	colleagues	

(2021,	p.	394)	ameliorate	this	failure	to	some	degree	in	identifying	a	“significant	and	

sizable	Indigenous	effect”	in	predicting	university	entry	in	young	people.	This	indicates	

academic	self-concept	may	vary	in	its	influence	on	school	completion	for	Indigenous	

compared	to	non-Indigenous	adolescents.		
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As	highlighted	previously,	Indigenous	adolescents	are	highly	impacted	by	low	

socioeconomic	status	(Biddle,	2014b).	Given	the	negative	impact	that	low	

socioeconomic	status	has	on	many	educational	outcomes,	we	might	also	question	

whether	the	relation	between	academic	self-concept	and	school	completion	applies	to	

the	same	degree	across	young	people	from	varying	socioeconomic	backgrounds.	A	

number	of	studies	indicate	the	potential	of	socioeconomic	status	as	a	moderator	of	the	

relation	between	academic	self-concept	and	school	completion	related	outcomes.	

Parker	and	colleagues	(2018)	demonstrated	the	instance	of	students	from	lower	social	

class	backgrounds	with	higher	academic	self-concept	than	their	more	advantaged	and	

ability-tracked	peers;	however,	despite	this	these	students	did	not	benefit	from	gains	in	

educational	attainment,	potentially	due	to	social	contextual	factors	(Marsh	et	al.,	2018;	

Parker	et	al.,	2021).		

The	likelihood	that	socioeconomic	status	moderates	the	effect	of	positive	academic	

self-concept	on	school	completion	is	further	reinforced	by	numerous	other	studies.	

Anders	(2017)	demonstrated	that	socioeconomic	status	is	significantly	associated	with	

changes	in	student	expectations	(a	self-concept	related	variable)	of	university	

attendance,	a	factor	related	to	successful	school	completion.	Other	factors	associated	

with	dropping	out	of	school,	such	as	truancy,	skipping	school,	student	alcohol	and	

drug	use	(Pham,	2019;	Thomson	et	al.,	2017;	Willms,	2003),	and	student	internalising	

and	externalising	behaviours	(Hetlevik	et	al.,	2018)	have	been	shown	to	be	influenced	

by	self-concept	and	to	be	more	prevalent	in	low,	rather	than	high,	socioeconomic	

environments	(Esch	et	al.,	2014;	Melkevik	et	al.,	2016;	PISA,	2015;	Thomson	et	al.,	2017;	

Pham,	2019).	As	an	example,	self-concept	has	been	shown	to	moderate	the	association	

between	socioeconomic	status	and	adolescent	externalising	behaviours	(including	

antisocial	behaviour	and	delinquency),	such	that	at	high	levels	of	self-concept,	

socioeconomic	status	and	externalising	behaviours	were	no	longer	associated,	but	at	

low	levels	of	self-concept,	low	socioeconomic	status	was	associated	with	increased	

levels	of	externalising	behaviours	(Machell	et	al.,	2016).	In	another	example,	Li	and	

colleagues	(2007)	identified	adolescent	self-concept	as	a	moderator	for	internalising	

behaviours	(such	as	depression	and	anxiety)	in	African	American	youth,	such	that	at	

high	levels	of	self-concept,	socioeconomic	status	and	internalising	behaviours	were	not	
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associated	with	each	other,	but	at	low	levels	of	self-concept,	low	socioeconomic	status	

related	to	increased	internalising	behaviours.	Given	self-concept	influences	the	effect	

of	adolescent	internalising	and	externalising	behaviours	on	school	dropout,	and	that	

these	behaviours	are	more	prevalent	in	low	rather	than	high	socioeconomic	contexts,	it	

seems	feasible	that	self-concept	may	also	alter	the	impact	of	socioeconomic	status	on	

high	school	dropout.		

While	schools	may	respond	to	student	diversity	with	varying	degrees	of	success,	it	is	

not	surprising	that	schools	are	not	always	adept	at	responding	to	the	needs	of	minority	

groups.		Is	it	possible	that	children	from	backgrounds	not	traditionally	aligned	with	

mainstream	education	systems	are	not	only	less	likely	to	have	positive	academic	self-

concepts,	but	also	less	likely	to	complete	secondary	school	even	with	positive	academic	

self-concepts?		Based	on	the	studies	cited	above,	the	potential	for	positive	academic	

self-concept	to	translate	into	socially	desirable	outcomes,	such	as	school	completion,	

seems	likely	to	vary	with	the	social	and	cultural	contexts	in	which	young	people	live	

and	learn,	and	whether	these	contexts	facilitate	school	completion.	Young	people	have	

the	potential	to	thrive	given	certain	competencies,	self-perceptions	and	social	contexts	

(Ciarrochi	et	al.,	2016;	Kashdan	&	Ciarrochi,	2013).		However,	when	sociodemographic	

contexts	and	educational	outcomes	are	misaligned,	the	potential	benefits	of	positive	

self-concept	on	educational	outcomes	may	not	be	fully	realised.	To	meet	the	challenge	

of	encouraging	more	young	people	to	stay	at	school	until	successful	school	completion,	

the	needs	of	a	diverse	student	population	must	be	better	addressed	(Lamb	&	

Markussen,	2011).	To	do	this,	an	enhanced	understanding	of	the	interplay	between	

important	factors	(including	Indigenous	status,	academic	self-concept	and	

socioeconomic	status)	is	necessary.	

2.3.2 Western concepts of school completion and dropout 

The	social	construction	of	the	‘problem’	of	secondary	school	dropout	only	emerged	

when	secondary	education	became	a	common	expectation	next	to	primary	education	

within	Western	societies	(Dorn,	1993).	The	economic	opportunities	for	full-time	work	

afforded	to	adolescents	in	industrialised	economies	declined	substantially	between	the	

mid-nineteenth	and	mid-twentieth	centuries.	By	the	1950s	full-time	employment	of	

teenagers	had	become	rare	and	secondary	school	graduation	the	norm.	Backed	by	
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alarm	over	juvenile	delinquency,	preventing	dropout	became	a	social	imperative	with	

racial	minorities	and	poor	youth	commonly	targeted.	Secondary	schools	gradually	

broadened	their	clientele	to	become	institutions	for	the	masses	rather	than	just	for	the	

elite.	As	secondary	schools	became	increasingly	comprehensive,	the	expectation	of	

universal	secondary	education	was	born	(Dorn,	1993)	and	with	it,	the	inherent	problem	

of	dropping	out.	Under	this	expectation,	early	leavers	and	their	characteristics	(e.g.,	

their	cognitive	abilities,	academic	achievement,	academic	self-concept,	student	

engagement)	have	been	seen	as	a	problem.	Young	people,	and	by	extension	their	

families,	were	seen	as	deserving	most	of	the	blame	for	the	systemic	failures	of	schools	

and	labour	markets	(Dorn,	1993).	

With	the	dropout	problem	socially	constructed	within	Western	society,	it	is	not	

surprising	that	school	completion	and	dropout	research	to	date	has	mainly	centred	

epistemologically	within	Western	frameworks	(Finn,	1989;	Tinto,	1987,	1994;	Wehlage	

et	al.,	1989;	Newmann,	1992;	Vallerand	et	al.,	1997).	While	leading	theorists	of	school	

dropout	acknowledge	that	early	withdrawal	from	school	is	a	complex	occurrence	

resulting	from	a	variety	of	factors,	models	of	dropout	have	focused	predominantly	on	

the	role	of	an	individual’s	characteristics	in	precipitating	their	early	departure	from	

secondary	school.	Models	tend	to	highlight	the	role	of	various	individual-level	factors,	

including	cognitive	factors	(e.g.,	academic	achievement	and	effort	toward	academic	

outcomes),	non-cognitive	factors	(i.e.,	academic	self-concept,	student	expectations	of	

completion	and	identification	with	school)	and	behavioural	factors	(i.e.,	school	

attendance).	Social	factors	are	also	highlighted,	such	as	how	well	the	individual	

engages	with	teachers	and	peers.	In	addition,	models	sometimes	discuss	some	of	the	

sociodemographic	factors	that	could	hasten	school	dropout.	However,	these	

circumstances	are	often	mentioned	peripherally,	rather	than	as	a	central	component	of	

dropout	models,	and	models	vary	in	the	importance	placed	on	different	factors	in	

dropping	out	and	in	the	process	leading	up	to	a	student	dropping	out.	The	following	

sections	briefly	review	five	prominent	theories	of	dropout,	focusing	on	the	role	given	

to	sociodemographic	risks,	beyond	that	of	an	individual’s	characteristics.		
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2.3.2.1 Finn’s developmental theory of high school dropout 

Finn´s	(1989)	“participation-identification”	model	is	the	seminal	theory	that	

conceptualises	school	completion	as	an	ongoing	process	of	student	engagement	or	

participation	leading	to	school	success	and	school	completion.	School	dropout,	

conversely,	is	viewed	as	an	ongoing	process	of	student	disengagement	and	non-

participation	at	school,	leading	to	poor	school	performance	and	then	emotional	

withdrawal	and	subsequent	dropout.	A	second	proposed	mechanism	leading	to	school	

dropout	under	Finn´s	theory	is	the	‘frustration-self-esteem’	model.	Under	this	model	

early	failure	at	school	leads	to	development	of	a	negative	academic	self-concept	which	

propels	student	frustration	and	rebellion	leading	to	a	cycle	of	further	failure	and	

dropout	or	expulsion	from	school,	and	includes	academic	achievement,	student	

behaviours	and	student	self-perceptions.	The	models	differ	in	the	specific	factors	

emphasised	as	important,	but	both	focus	on	individual-level	psychological	or	

behavioural	factors.	

2.3.2.2 Tinto’s sociological theory of college dropout 

Tinto´s	model	(1987,	1994)	of	college	dropout	is	widely	cited	in	research	relating	to	

secondary	school	students.	The	model	focuses	on	adolescent	adjustment	based	on	

student	cognitive	abilities	and	factors	such	as	student	expectation	of	completion,	but	

also	includes	family	background	and	the	school´s	influence	on	how	well	a	student	

integrates	socially	and	academically	into	the	school	environment.	The	model	also	

touches	external	events	that	can	lead	to	school	dropout,	such	as	new	occupational	

opportunities,	work	pressures	or	family	problems.	Tinto´s	model	indicates	potential	

interactions	between	factors,	with	positive	experiences	considered	able	to	mitigate	the	

negative	impact	of	experiences.	For	example,	students	with	poor	academic	

performance	may	not	dropout	as	they	are	socially	well	integrated	at	school	through	

involvement	in	extra-curricular	programs.	Critics,	however,	point	to	lack	of	emphasis	

on	structural	constraints	extending	beyond	student	influence	such	as	insufficient	

financial	resources	or	cultural	capital,	which	may	limit	student	academic	and	social	

integration,	thus	affecting	their	school	completion	(see	Metz,	2004).		
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2.3.2.3 Wehlage’s theory of high school dropout prevention via school-based reform 

Wehlage	and	colleagues´	(1989)	model	draws	on	Tinto´s	model	and	on	findings	from	a	

mixed	method	study	conducted	in	schools	considered	successful	in	preventing	

dropout.	Wehlage´s	model	explains	a	student’s	social	bonding	and	educational	

engagement	toward	their	continuance	at	school	and	impediments	to	these	factors.	It	

also	focuses	on	the	contribution	of	school-level	factors	associated	with	student	

retention,	such	as	pedagogical	approaches	and	school	climate,	over	which	

policymakers	have	some	control.	Although	the	predominant	focus	of	Wehlage´s	theory	

is	the	impact	of	school-level	factors	on	decisions	to	drop	out	or	complete	school,	the	

theory	also	raises	student	heterogeneity.	For	example,	Wehlage	describes	cases	that	do	

not	adhere	to	the	dropout	stereotype,	taking	into	account	factors	such	as	student	

victimisation,	social	isolation	associated	with	residential	relocation,	family	difficulties	

such	as	parent	separation,	illness	or	death,	physical	or	mental	health	problems	or	

childbirth.	To	a	degree,	sociodemographic	factors	are	encompassed	within	this	model;	

however,	Wehlage´s	discussion	of	these	factors	does	not	explicitly	address	ethnic	and	

cultural	factors.	Wehlage’s	theory	gives	much	less	attention	to	the	role	of	

sociodemographic	factors	than	the	role	of	school-level	dynamics	in	affecting	dropout.		

2.3.2.4 Motivation 

Motivation	in	the	context	of	dropout	theory	is	seen	as	being	related	to	but	distinct	

from	engagement	(outlined	below).	Newmann	(1992)	asserts	that	academic	motivation	

refers	to	a	desire	to	succeed	academically	and	emphasises	that	a	student	may	be	

motivated	to	perform	well	generally	without	being	specifically	engaged	in	the	school	

tasks.	An	additional	motivational	model	is	the	application	of	self-determination	theory	

to	secondary	school	dropout	by	Vallerand	and	colleagues	(1997).	Under	this	model,	low	

levels	of	autonomy-supportive	behaviours	from	parents	and	teachers	are	considered	to	

undermine	students’	perceptions	of	their	own	competence	and	autonomy.	These	low	

competence	and	autonomy	self-beliefs	reduce	student	autonomous	motivation,	which	

then	leads	to	the	intention	to	dropout,	and	is	subsequently	acted	upon.		

2.3.2.5 Student engagement 

The	role	of	student	engagement	has	become	more	prominent	in	school	dropout	

theories	and	research.	Secondary	school	dropout	is	often	defined	as	a	process	of	
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disengagement	from	school	that	culminates	in	the	final	act	of	departure	from	school	

(Finn,	1989;	Rumberger,	2011).	In	an	extensive	literature	review	Fredricks,	Blumenfeld,	

and	Paris	(2004)	identified	three	dimensions	of	engagement:	behavioural	engagement	

(for	example,	doing	homework	and	participating	in	extracurricular	activities),	

emotional	engagement	(e.g.,	whether	students	are	happy	or	bored),	and	cognitive	

engagement	(e.g.,	expending	effort	on	academic	tasks).	Social	engagement,	how	well	

one	interacts	with	teachers	and	peers,	has	more	recently	been	considered	a	

fundamental	dimension	of	engagement	(Finn	&	Zimmer,	2012).	Recent	consideration	of	

the	student	disengagement	process	and	early	departure	from	school	suggests	the	

process	begins	early	and	involves	a	student’s	disengagement	from	school	over	a	long	

period.	This	process	has	been	described	as	requiring	a	life-course	perspective	by	some	

(see	Christenson	&	Thulow,	2004)	moving	the	focus	away	from	the	decision	to	drop	

out.	Instead,	emphasis	is	placed	on	the	gradual	withdrawal	from	school	that	most	early	

school	leavers	tend	to	exhibit	long	before	they	finally	decide	to	drop	out.	A	life-course	

perspective	of	school	dropout	with	emphasis	on	the	origins	and	development	of	

disengagement	from	school	aligns	with	the	importance	of	sociodemographic	factors	as	

contended	by	this	thesis.	However,	depicting	school	dropout	as	the	logical	end	of	a	

much	longer	process	of	academic	failure	and	disengagement	from	school	may	

unintentionally	play	down	alternative	routes	to	leaving	school	early	and	overlook	

identification	of	other	important	factors.	The	situation	is	complex	as	young	people	

who	leave	secondary	school	early	are	part	of	a	highly	heterogeneous	population	that	

requires	specific	intervention	approaches	(Bloom,	2010).	Evidence	indicates	that	up	to	

40%	of	those	that	dropout	do	not	demonstrate	signs	of	disengagement	from	school,	

nor	academic	or	behavioural	difficulties	in	the	years	prior	to	their	early	departure	from	

school	(Bowers	&	Sprott,	2012;	Janosz	et	al.,	2000;	Janosz	et	al.,	2008).	In	a	similar	

manner,	others	have	observed	that	students	from	low	socioeconomic	backgrounds	

with	strong	academic	profiles	rapidly	decline	after	the	transition	to	secondary	school	

and	become	high	risk	for	dropping	out	(Roderick	et	al.,	2014).	Understanding	the	

mechanisms	underpinning	the	early	departure	of	students	who	do	not	follow	clearly	

identified	pathways	out	of	secondary	school	is	essential	to	develop	appropriate	ways	to	

address	the	issue	(Feinstein	&	Peck,	2008).		
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2.3.2.6 Life-course theory approaches 

Models	of	school	dropout	predominantly	focus	on	early	school	leaving	as	a	process	

influenced	mainly	by	individual	factors,	including	adolescent	academic	self-concept	

and	attitudes	relating	to	school,	behaviours	and	academic	achievement.	The	

prominence	and	prevalence	of	these	models,	including	the	shift	in	research	focus	

toward	student	engagement	as	a	variable	perceived	as	increasingly	relevant	to	

educational	outcomes,	highlight	the	research	gap	on	the	influence	of	contextual	factors	

such	as	adolescents´	family,	school	and	community	settings,	on	all	aspects	of	child	and	

adolescent	development,	including	social,	physical,	cognitive	and	psychological	

(Bronfenbrenner,	1979,	Lerner	&	Galambos,	1998,	Steinberg	&	Morris,	2001).	The	role	

context	plays	is	increasingly	recognised	as	fundamental	to	educational	outcomes	as	

models	of	school	completion	and	dropout	have	evolved	to	incorporate	a	broader	life-

course	theory	approach	(Dupéré	et	al.,	2015;	Dupéré	et	al.	2018,	Lamb,	2011;	Thouin	et	

al.,	2018).	Life-course	theories	focus	upon	the	interrelated	effects	of	influence	at	

various	levels	including	the	family,	the	school,	the	system	and	the	broader	political	and	

economic	settings.	As	an	example,	Lamb	(2011)	provides	a	model	that	summarises	the	

factors	examined	in	13	large	and	representative	studies	across	13	OECD	countries	

including	Australia,	Canada,	the	United	States,	and	the	United	Kingdom	(see	Figure	

2.2).	The	model	reflects	the	substantive	role	contextual	factors	play	in	the	

conceptualisation	of	dropout	and	completion	in	research,	including	that	of	

sociodemographic	factors	and	the	national	contexts	and	policy	frameworks,	along	with	

individual	psychological	factors	such	as	academic	self-concept.	The	results	of	the	

studies	depict	similar	processes	occurring	within	each	of	these	countries.	However,	the	

studies	suggest	variation	in	the	size	of	the	influence	exerted	by	the	different	factors.		
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Figure 2.2: Factors influencing school completion across 13 OECD countries  
(Lamb, 2011 p. 375) 

Moves	toward	the	inclusion	of	broader	contextual	variables	in	completion	and	dropout	

research	is	encouraging.	It	is	important	to	note,	however,	that	the	lack	of	recognition	

of	contextual	factors	in	educational	research	has	had	the	effect	of	marginalising	and	

alienating	diverse	student	cultures	within	schooling	systems,	particularly	for	

Indigenous	youth	(Nakata,	2007;	Smith,	2012).	Accordingly,	in	many	of	the	cross-

cultural	studies	that	identify	barriers	preventing	Indigenous	youth	from	reaching	their	

full	potential,	a	deficit	lens	has	been	applied	(Fogarty	et	al.,	2018).	The	unique	world	

views	of	Indigenous	youth	(Walter	&	Suina,	2019),	particularly	those	in	geographically	

and	culturally	remote	locations,	are	often	described	as	gaps	or	deficits	by	non-

Indigenous	researchers	and	policymakers	based	in	metropolitan	areas	(Guenther	&	

Osborne,	2018).	Viewing	the	education	system	from	the	perspective	of	these	
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Indigenous	youth,	that	is	from	‘Red	Dirt’	as	proposed	by	Guenther	and	Osborne	(2018),	

the	metropolitan	is	remote,	and	the	disadvantage	is	that	of	teachers	and	policymakers	

who	cannot	see	or	understand	the	importance	of	contextual	factors	(e.g.,	culture,	local	

language)	in	shaping	school	social	and	learning	environments.	In	this	respect,	‘Red	

Dirt’	is	a	metaphor	that	orients	the	remote	context	as	different,	rather	than	

intrinsically	disadvantaged	or	deficient	(Osborne	&	Guenther,	2013).	

2.3.3 Socioeconomic status and other sociodemographic predictors 

While	understanding	the	factors	and	pathways	that	lead	to	early	school	departure	and	

school	completion	is	of	fundamental	importance,	researchers,	educators	and	

policymakers	should	also	prioritise	pathways	that	are	reinforcing	for	those	from	

diverse	sociodemographic	backgrounds.	

The	long-term	negative	impacts	of	dropping	out	of	school	are	profound,	and	

adolescents	of	minority	or	marginalised	groups	often	have	higher	dropout	rates	than	

any	other	group.	Educational	inequalities	for	Indigenous	youth	have	been	outlined	in	a	

previous	section.	This	section	explores	the	sociodemographic	contexts	relevant	to	

Indigenous	youth.	Where	Western	colonisation	has	occurred,	Indigenous	young	

people	are	more	likely	to	be	affected	than	not	by	low	socioeconomic	status	(Biddle,	

2014b),	with	significant	populations	living	in	remote	and	regional	locations	and	many	

speaking	an	Indigenous	language	as	their	first	language.	These	are	all	factors	which	

have	been	associated	with	higher	rates	of	withdrawing	from	school	early.	That	such	

inequalities,	or	gaps,	exist	in	school	completion	indicates	the	need	for	further	

investigation	into	the	mechanisms	underlying	successful	school	completion.	

Understanding	the	interplay	between	key	factors,	from	an	intersectional	perspective,	

will	help	identify	heterogeneity	within	group	categories	(i.e.,	where	categories	are	

defined	by	Indigenous	status,	socioeconomic	background,	academic	self-concept)	and	

understand	the	mechanisms	producing	inequities	in	educational	outcomes	for	those	

groups.	Understanding	the	intersection	between	key	factors	is	useful	in	enhancing	

access	of	Indigenous	youth	to	a	full	and	valued	high	school	education	and	to	the	

opportunities	that	this	affords.		
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If	the	purpose	of	education	is	not	to	merely	reproduce	societal	inequalities,	then	a	

clearer	understanding	of	the	role	played	by	socioeconomic	background	is	required.	

While	much	research	has	been	undertaken	over	the	last	fifty	years,	and	a	degree	of	

certainty	exists	that	socioeconomic	background	does	affect	educational	achievement,	

questions	remain	regarding	the	mechanisms	underlying	this	effect.	For	example,	does	

socioeconomic	status	impact	Indigenous	and	non-Indigenous	young	people	to	the	

same	extent	when	it	comes	to	secondary	school	completion?	Until	there	is	a	better	

understanding	of	these	mechanisms,	addressing	issues	of	educational	inequity	remains	

difficult	(Thomson,	2018).	Internationally,	there	is	ongoing	concern	for	the	educational	

outcomes	of	young	people	from	low	socioeconomic	backgrounds	(Earl	et	al.,	2000;	

Perry	&	McConney,	2010;	Zandvliet	et	al.,	2014).	Socioeconomic	status	is	the	most	

commonly	used	measure	of	a	family´s	resources.	Socioeconomic	status	is	an	index	

based	on	measures	of	human	and	financial	resources;	such	as,	occupational	status	of	

both	parents,	years	of	education	of	both	parents,	and	level	of	family	income.		

Substantial	differences	in	the	educational	outcomes	of	youth	from	low	socioeconomic	

backgrounds	exist	internationally	in	comparison	with	their	peers	from	high	

socioeconomic	backgrounds	(Renzulli	&	Park,	2000;	Ewijk	&	Sleegers,	2010;	Lamb,	2011;	

Sirin,	2005).	Students	from	high	socioeconomic	families,	where	the	parents	often	have	

a	university	education,	professional	jobs	and	greater	cultural	resources	at	home,	such	

as	books	and	computers,	are	more	likely	to	finish	high	school	compared	to	those	from	

low	socioeconomic	backgrounds,	whose	parents	have	fewer	financial	resources	and	less	

education.	Strong	evidence	indicates	that	adolescents	with	lower	socioeconomic	status	

are	more	likely	to	leave	school	early	than	their	more	advantaged	peers	(Dalton	et	al.,	

2009;	Devenish	et	al.,	2017;	Kim	et	al.,	2019;	Lamb,	2011;	Lamb	&	Huo,	2017;	Lamb	&	

Markussen,	2011;	McBride	Murray	et	al.,	2011;	Polidano	et	al.,	2013;	Sznitman	et	al.,	

2017).	Gaps	in	academic	achievement	outcomes	in	the	United	States	for	students	from	

wealthy	backgrounds	compared	to	those	from	less	socioeconomically	advantaged	

backgrounds	are	remarkably	large	(Destin	et	al.,	2019)	and	have	widened	in	recent	

decades	(Reardon,	2011,	2013).	Dalton	and	colleagues	(2009)	report	that	students	from	

the	lowest	quartile	of	socioeconomic	status	were	five	times	more	likely	to	leave	school	

early	than	students	from	the	highest	quartile	(12.4%	compared	with	1.8%	respectively)	
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based	on	an	analysis	by	the	National	Centre	for	Educational	Statistics	of	a	large	

nationally	representative	and	longitudinal	sample	of	10th	grade	students	across	the	

United	States.	Statistics	from	Canada	and	Australia	indicate	a	similar	trend.	For	

example,	Perry	and	McConney	(2010),	in	an	analysis	of	PISA	results	from	Canada	and	

Australia,	found	significant	raw	achievement	gaps	exist	between	students	with	low	and	

high	socioeconomic	status.	For	Canadian	students,	the	achievement	gap	between	low	

and	high	socioeconomic	background	is	about	47.8	points	(.59	SD).	For	Australian	

students,	the	achievement	gap	between	low	and	high	socioeconomic	background	is	

about	50.6	points	(.60	SD).	Statistics	from	New	Zealand	indicate	that	significant	

achievement	gaps	also	exist.	Broer	and	colleagues	(2019)	show	that	the	achievement	

gap	between	students	from	low	and	high	socioeconomic	backgrounds	increased	by	26	

points,	from	70	points	in	2003	to	96	points	in	2015.	Persistent	educational	gaps	exist	for	

young	people	with	low	socioeconomic	status	backgrounds	universally	(Lamb,	2011)	and	

narrowing	gaps	in	educational	outcomes	between	students	of	low	and	high	

socioeconomic	background	is	a	common	policy	goal	for	many	educational	systems	

internationally	(Broer	et	al.,	2019).		

In	Australia,	the	role	of	low	socioeconomic	status	on	non-completion	is	reflected	by	

the	significant	variation	that	exists	in	secondary	school	completion	rates	based	on	

socioeconomic	background	(Lamb	&	Markussen,	2011).	Recent	figures	indicate	that	

approximately	40%	of	young	people	from	the	lowest	of	socioeconomic	backgrounds	do	

not	complete	secondary	school	or	its	equivalent	by	age	19,	compared	with	the	national	

dropout	rate	across	Australia	of	12%	(Lamb	&	Huo,	2017).	Other	figures	suggest	that	by	

age	24,	about	64%	of	Australians	from	low	socioeconomic	status	backgrounds	have	

completed	secondary	school,	while	the	rate	for	those	from	high	socioeconomic	

backgrounds	is	86%	(Lamb,	2011).	But	perhaps,	these	gaps	in	school	completion	are	not	

the	failure	of	young	people	from	low	socioeconomic	backgrounds	nor	from	Indigenous	

backgrounds	to	secure	a	secondary	qualification,	but	rather	a	failure	of	education	

systems	and	their	corresponding	policy	frameworks,	to	make	secondary	qualifications	

available	and	equally	accessible	to	the	full	diversity	of	young	people,	particularly	those	

from	marginalised	groups.		
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2.3.4 Boudon primary and secondary mechanism distinction  

Boudon	(1974)	highlighted	the	fundamental	importance	in	educational	inequality	of	

delineating	between	primary	(achievement	related)	and	secondary	(non-achievement	

related)	mechanisms.	Under	this	theory,	primary	mechanisms	acknowledge	the	

consistent	finding	that	specific	groups	of	young	people	have	lower	academic	

achievement	levels	than	others.	For	example,	Indigenous	adolescents	have	had	lower	

academic	achievement	at	every	PISA	cycle	(De	Bortoli	&	Thomson,	2010;	Song	et	al.,	

2014;	Thomson	et	al.,	2013).	In	addition,	adolescents	from	low	socioeconomic	

backgrounds	have	also	had	consistently	had	lower	academic	achievement	across	PISA	

cycles	than	their	peers	with	high	socioeconomic	background	(Aloisi	&	Tymms,	2017).	

Conversely,	secondary	mechanisms	consider	the	gap	in	educational	outcomes	between	

peers	with	similar	levels	of	academic	achievement	but	from	different	

sociodemographic	groups.	Parker	et	al.	(2015)	determined	that	around	half	of	the	

Indigenous	disadvantage	in	university	entry	was	due	to	these	secondary	effects.		Given	

that	secondary	effects	featured	so	prominently	for	university	entry,	a	similar	situation	

may	occur	for	secondary	school	completion.	As	secondary	(non-achievement	related)	

effects	indicate	the	residual	effect	in	educational	outcomes,	they	capture	a	large	range	

of	non-achievement-based	mechanisms	of	inequality.	While	noting	that	the	relation	

between	learning	and	earning	fails	to	reflect	differences	in	performance	in	today’s	

globalised	workforce	(see	Brown,	2010),	it	is	highly	concerning	that	differences	remain	

in	educational	outcomes	between	different	sociodemographic	groups	of	young	people	

after	controlling	for	academic	achievement.	For	this	reason,	emphasis	has	been	placed	

on	knowing	whether	gaps	exist	between	Indigenous	and	non-Indigenous	adolescents	

in	secondary	school	completion	when	controlling	for	academic	achievement;	that	is,	

comparison	is	made	between	equally	achieving	Indigenous	and	non-Indigenous	youth.	

Although	Boudon´s	primary	and	secondary	effects	mechanism	framework	is	useful,	the	

theory	is	ultimately	limited	by	the	assumption	of	homogeneity	within	groups.	The	

domination	of	the	Indigenous	research	space	by	well-meaning	researchers	that	treat	

Indigenous	peoples	as	one	homogenous	group	has	potentially	amplified	inequalities	

and	internal	conflicts	(Osborne	et	al.,	2019).	It	must	be	noted	that	the	label	of	

Indigenous	Australians	used	in	this	research	does	not	recognise	distinctions	between	
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Aboriginal	and	Torres	Strait	Islander	people,	nor	the	enormous	diversity	of	cultural	

values	and	language	across	Indigenous	groups	in	Australia	(Purdie	et	al.,	2010).		

2.3.5 Intersectionality 

Investigating	intersections	between	prominent	predictors	of	school	completion	in	this	

research	uses	a	quantitative	intersectional	approach	(Else-Quest	&	Hyde,	2016a,	2016b).	

In	this	respect,	intersectionality	is	defined	as	“the	various	ways	in	which	multiple	social	

categorisations	interact	to	shape	the	dimensions	of	the	experiences	of	individuals”	

(Jang,	2018,	p.	1269).	In	addition,	Walter´s	(2015)	approach	to	intersectionality	relating	

to	Indigenous	Australians	informed	this	research.	As	Walter	(2015)	asserts,	

intersectional	perspectives	are	vital	in	addressing	Indigenous	issues,	particularly	in	

relation	to	social	class,	gender	and	geography.	Furthermore,	Walter	(2015)	also	asserts	

that	Indigenous	adolescents	do	not	have	the	racial	capital	essential	to	educational	

success.	Racial	(or	ethnic)	capital	is	indicative	of	a	person´s	access	to	opportunities,	

resources	and	other	forms	of	capital	based	on	their	race	or	ethnicity	(Kim,	2019;	

Waring,	2017).	Parker	and	colleagues	(2021)	assert	that	the	ability	of	Indigenous	young	

people	to	access	and	make	use	of	other	forms	of	capital	is	limited	by	their	lack	of	racial	

capital,	which	limits	their	socioeconomic	position.	In	line	with	this	argument,	they	

demonstrate	that	socioeconomic	status	has	a	weaker	relation	with	university	entry	for	

Indigenous	youth	than	for	non-Indigenous	youth.	Correspondingly,	Guenther	(2019)	

also	demonstrates	that	socioeconomic	status	has	a	weaker	relation	with	school	

attendance	for	Indigenous	youth	than	for	non-Indigenous	youth.	The	lack	of	

association	between	socioeconomic	status	and	the	educational	attainment	of	

Indigenous	youth	is	salient,	given	the	strong	relation	observed	in	samples	of	the	

general	population	(Dalton	et	al.,	2009;	Devenish	et	al,	2017;	Kim	et	al.,	2019;	Lamb	&	

Huo,	2017;	Polidano	et	al.,	2013;	Sznitman	et	al.,	2017).	

Indicating	the	importance	of	adopting	an	intersectional	perspective,	Sikora	and	Biddle	

(2015)	found	that	the	gender	gap	in	educational	and	occupational	expectations	was	

generally	larger	(favouring	females)	in	Indigenous	youth	compared	with	non-

Indigenous	youth.	The	influence	of	place	has	also	been	identified	as	an	important	

factor.	Place	for	Indigenous	adolescents	has	been	associated	not	only	with	physical	

distance	between	urban	and	rural	locations,	but	also	in	terms	of	cultural	distance,	with	
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rural	and	remotely	located	Indigenous	adolescents	often	possessing	worldviews	that	

differ	to	their	urban	Indigenous	peers	(Guenther	&	Osborne,	2018;	Walter	&	Suina,	

2019).	This	may	influence	the	approach	rural	and	remote	Indigenous	students	have	to	

education	and	how	they	value	it,	and	may	be	a	reason	why	educational	attainment	

tends	to	be	lower	in	rural	and	remote	locations	(Gray	et	al.,	2000).	Declining	economic	

conditions	in	rural	locations,	and	how	various	groups	of	people	are	affected,	is	a	

concern	shared	among	Anglophone	countries	(Carr	&	Kefalas,	2010;	Tieken,	2014),	with	

the	impact	being	greater	for	Indigenous	people	than	their	non-Indigenous	

counterparts	(Gray	et	al.,	2000).	

2.3.6 Indigenous ‘disadvantage’ in education 

The	lack	of	access	to	quality	education	and	to	positive	environments	for	learning	at	

home	and	at	school	plays	a	significant	role	in	a	young	person´s	educational	outcomes	

(Pham,	2019)	and	feeds	social	inequality	(Dorling,	2015;	Molla	&	Pham,	2019;	Piketty,	

2014).	A	common	theme	in	the	literature	of	Indigenous	education	is	Indigenous	

‘disadvantage’.	In	Australia,	this	has	been	defined	as	“the	difference	(or	gap)	in	

outcomes	for	Indigenous	Australians	when	compared	to	non-Indigenous	Australians”	

(Steering	Committee	for	the	Review	of	Government	Service	Provision,	2012,	p.	xiv),	and	

extends	to	‘closing	the	gap’,	the	national	policy	framework	to	address	Indigenous	

‘disadvantage’	(Australian	Government,	2020).	Closing	gap	rhetoric	occurs	in	many	

countries	when	referring	to	Indigenous	and	other	minority	groups	(Guenther	et	al.,	

2016).	While	the	data,	and	its	practical	consequences	in	influencing	the	lives	of	young	

people,	cannot	be	denied,	the	pervasive	use	of	‘disadvantaged’	has	been	deemed	

problematic	by	many	(e.g.,	Guenther	et	al.,	2016;	Rudolph,	2019).	Such	a	rhetoric	lends	

itself	to	consideration	that	Indigenous	status	is	the	disadvantage	(Cowlishaw,	2012;	

Guenther	et	al.,	2016),	strengthening	deficit	discourse	based	on	non-Indigenous	

understandings	of	‘advantage’	and	constructions	of	the	‘Indigenous’	problem	

(Gorringe,	2011;	Guenther	et	al.,	2016;	Rudolph,	2019).	Furthermore,	this	rhetoric	may	

prioritise	privileged	interests,	reinforce	a	hegemony	that	replicates	existing	societal	

power	dynamics	and	result	in	‘self-fulfilling	prophecies’	for	disadvantaged	youth	

(Orlowski,	2011,	p.	43).		
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Indigenous	educational	‘disadvantage’	in	Australia	surfaced	as	a	policy	problem	during	

the	late	1960s,	coinciding	with	a	national	referendum	in	1967	that	mandated	the	

Commonwealth	government	to	include	Indigenous	Australians	in	the	national	census.	

As	a	result,	formal	statistical	comparisons	between	Indigenous	and	non-Indigenous	

people	increased	(Lingard	et	al.,	2012)	and	deficits	in	educational	outcomes	were	

measured	for	Indigenous	youth	compared	to	their	non-Indigenous	counterparts.	While	

education	is	often	extolled	as	the	solution	to	mitigating	persistent	forms	of	

disadvantage	and	reducing	social	inequality,	it	is	important	to	acknowledge	the	dual	

possibilities	of	education;	that	is,	“the	capacity	to	destroy	and	alienate,	and	the	

capacity	to	empower	and	liberate”	(Rudolph,	2019,	p.	2).	Colonial	education	in	

Australia	has	contributed	to	present	day	disadvantage	with	the	effect	of	marginalising	

Indigenous	people	and	cultures	(Rudolph,	2019).		As	Herbert	(2012,	p.	95)	asserts,	“the	

destruction	of	Indigenous	cultures	was	not	the	result	of	any	single	incident	or	of	a	

particular	period	of	time,	rather	it	was	the	cumulative	effect	of	a	systematic	and	

concentrated	attack	in	which	education	played	a	key	role.”	While	education	may	play	

an	important	role	in	improving	inequities	in	society,	numerous	questions	arise	such	as	

‘how	may	education	contribute	to	maintaining	inequities?’,	‘what	assumptions	are	

made	about	what	constitutes	a	“better’	life?”	and	‘who	decides	what	a	“better”	life	is?’	

Social	theories	based	on	power	differentials	between	social	groups	offer	useful	

frameworks	for	considering	issues	of	educational	inequity.	

2.3.7  Theorising the gaps in educational outcomes 

Some	social	theories	suggest	that	the	stubborn	differences	in	educational	outcomes	

between	distinct	groups	rest	in	the	role	of	education	systems	in	upholding	the	power	

relationships	between	social	classes,	which	in	turn	helps	to	reproduce	how	cultural	

capital	is	distributed	among	these	classes	(Bourdieu,	2006).	This	has	been	attributed	to	

Indigenous	social	capital	and	lower	racial	capital,	relative	risk	aversion,	and	structural	

barriers	including	Bourdieu’s	symbolic	violence	concept,	and	racism	and	prejudice	

(Bodkin-Andrews,	Denison	&	Bansel,	2010;	Parker	et	al.,	2021;	Sikora	&	Biddle,	2015;	

Walter,	2015).	Building	on	ideas	of	social	capital,	the	Sen-Bourdieu	framework	

combines	student	capability	and	social	capital	(Hart,	2013;	Molla	&	Pham,	2019;	Pham,	

2019)	and	provides	an	additional	theoretical	basis	upon	which	to	comprehend	the	
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factors	constructing	inequities	in	educational	outcomes,	particularly	as	they	relate	to	

Indigenous	youth.	

2.3.7.1 Bourdieu´s forms of capital 

Bourdieu	(2006)	builds	on	the	idea	of	capital	in	the	economic	sense	to	include	social,	

cultural	and	symbolic	capital.	Social	capital	includes	family,	friends,	affiliations,	

networks,	religious	and	cultural	heritage.	Cultural	capital	encompasses	knowledge,	

taste,	language,	aesthetic,	knowing	the	right	cultural	codes,	how	to	behave	and	what	

works	in	various	contexts.	Symbolic	capital	is	transformed	forms	of	other	capital,	such	

as	expertise	and	knowledge,	legitimacy	of	one’s	actions	and	inactions	over	others,	

financial	resources,	credentials	and	recognition.	Economic	capital	is	used	by	Bourdieu	

(2006)	within	a	broader	system	of	exchanges,	where	assets	of	various	types	are	

exchanged	and	transformed	in	complex	networks	in	social	fields	(Moore,	2008).	

Capital	of	all	forms	has	currency	in	terms	of	its	economic	value.	An	individual´s	stock	

of	capital	in	a	field	either	strengthens	or	weakens	their	ascribed	legitimate	position	

within	a	field.	Individuals	seek	to	gain	advantage	within	social	fields	based	on	the	

capital	they	possess	within	those	fields	(Bourdieu,	2006;	Pham,	2019).	Bourdieu	(2006)	

argues	that	a	young	person´s	stock	of	capital	is	dependent	on	their	socioeconomic	

background	and	has	a	fundamental	role	in	forming	their	educational	experiences	and	

opportunities.	Schools	are	fields	within	which	teachers	and	students	occupy	positions	

of	power	based	on	their	possession	of	social	capital,	cultural	capital	and	economic	

capital	(Edgerton	&	Roberts,	2014).	Students	from	different	social	origins	are	not	

positioned	equally	to	benefit	from	equal	access	to	education,	due	to	their	unequal	

scholastic	attitudes	and	values,	and	differences	in	the	way	their	cultural	resources	are	

valued	within	the	schooling	system	(Bourdieu,	2006).	Educational	systems	are	

considered	to	act	as	filters	of	social	privilege	and	exclusion	as	they	favour	and	socialise	

students	based	on	their	cultural	and	social	resources,	or	capital	(Bourdieu,	2006;	Molla	

&	Pham,	2019).	It	seems	likely	that	aspects	of	a	young	person´s	stock	of	capital	would	

enhance	or	negate	the	influence	of	positive	self-concept	on	school	success.	Some	

studies	have	highlighted	the	potential	of	one´s	social	capital	to	facilitate	and	constrain	

educational	advancement	in	marginalised	and	minority	populations	(White	et	al.,	2013;	

Portes,	1998).		
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The	impact	of	forms	of	capital	on	education	for	Indigenous	Australians	is	likely	to	be	

different	to	that	of	non-Indigenous	people,	due	to	unique	social	relationships	within	

Indigenous	groups	and	the	race-related	barriers	to	education	attainment	(Parker	et	al.,	

2021;	Walter,	2015).	Walter	(2015)	argues	that	patterns	of	Indigenous	social	capital	

encompass	constraints	that	are	not	shared	by	non-Indigenous	people	and	are	absent	

from	educational	attainment	approaches.	The	negative	impact	of	racism	and	prejudice	

on	achievement,	engagement	and	aspirations	of	Indigenous	students	across	nearly	all	

levels	of	education	is	an	example	(Sikora	&	Biddle,	2015;	Walter,	2015;).	The	different	

nature	of	social	capital,	and	stock	of	capital	more	broadly,	between	Indigenous	people	

and	non-Indigenous	people	may	suggest	differences	in	their	ability	to	mobilise	

economic	resources	to	facilitate	high	school	completion	outcomes.	It	has	also	been	

suggested	that	forms	of	capital	vary	for	people	from	high	and	low	resource	

backgrounds	(Bourdieu,	2006)	with	implications	for	how	they	perceive	themselves	

academically	and	how	they	perceive	the	world	(Kraus	et	al.,	2012;	Manstead,	2018).	In	

support	of	this,	Kraus	et	al.	(2012)	empirically	demonstrated	that	the	rich	are	different	

from	the	poor	as	they	inhabit	different	social	worlds	with	different	resources	available	

to	them,	including	material	resources	and	social	rank.	For	individuals	from	the	lower	

social	classes,	reduced	resources	and	lower	rank	manifest	contexts	that	limit	social	

outcomes	and	enhance	‘contextualist	tendencies’,	that	is,	enhance	a	focus	on	

uncontrollable,	external	social	forces	and	other	individuals	who	influence	the	

outcomes	of	one’s	life.	In	contrast,	higher	class	individuals	have	plentiful	resources	and	

an	elevated	rank	creating	contexts	that	enhance	the	personal	liberty	of	upper-class	

individuals	and	precipitate	‘solipsistic	social	cognitive	tendencies’;	that	is,	the	

individualistic	focus	on	one’s	own	goals	and	internal	states.	These	factors	

underpinning	differences	in	forms	of	capital	between	high	and	low	socioeconomic	

groups	may	provide	reasons	why	socioeconomic	status	may	impact	the	relation	

between	student	academic	self-concept	and	whether	they	complete	high	school.	

2.3.7.2 Sen´s capability approach  

Sen´s	(2000)	capability	approach	argues	that	an	individual’s	capability	to	function	is	

central	to	evaluating	inequality	and	justice,	and	to	the	design	of	social	policies	and	

institutions.	The	capacity	to	function	may	relate	to	representational	aspects,	for	
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example	having	a	voice	in	the	school	community;	structural	aspects,	such	as	being	able	

to	enrol	in	the	local	school;	elements	of	cultural	recognition;	for	example,	feeling	

respected	within	a	school	community;	or	material	aspects,	for	example,	having	access	

to	books	and	computers.	Sen	defines	a	person’s	capabilities	as	their	real	opportunities	

to	function.	The	sum	of	a	person’s	capabilities	form	a	capability	set,	which	represents	

their	freedom	to	be	and	do	the	things	they	value	(Robeyns,	2011).	Great	diversity	exists	

in	what	individuals	value	and	how	they	may	convert	their	capital	into	functioning,	

which	is	dependent	on	the	freedom	and	the	power	they	have	to	convert	resources	into	

achievements	(Molla	&	Pham,	2019).	The	basic	capability	of	being	educated	is	

something	to	aspire	to	as	it	is	significantly	important	in	its	own	right,	and	assists	in	

improving	other	capabilities	and	the	enhancement	of	opportunity	of	one´s	life	(Sen,	

2000;	Molla	&	Pham,	2019).	Sen´s	capability	approach	acknowledges	education	does	

not	occur	within	a	vacuum.	Rather,	social	structures	such	as	school	practices,	school	

sectors,	and	patterns	of	economic,	racial	and	gender	inequality	are	factors	that	

condition	the	participation	of	students	and	contribute	to	disparities	in	educational	

outcomes	(Robeyns,	2008).	Yet	even	adolescents	with	abundant	educational	resources	

experience	various	factors	in	their	community	and	family	life	that	may	influence	their	

educational	prospects.	In	understanding	how	diverse	students	participate	at	school,	it	

is	important	to	acknowledge	that	differences	exist	in	how	students	value	education,	

what	opportunities	students	see	as	available	to	them	and	how	students	respond	to	

those	contexts.	

2.3.7.3 The Sen-Bourdieu framework of capability and capital 

Bringing	together	Sen´s	capability	approach	and	Bourdieu´s	forms	of	capital	provide	a	

framework	that	makes	an	intimate	link	between	the	stock	of	capital	a	young	person	

possesses	and	their	capabilities	(Pham,	2019).	The	Sen-Bourdieu	framework	of	

capability	and	capital	(Pham,	2019)	asserts	that	the	types	of	capital	one	possesses	may	

enable	the	conversion	of	material	resources	into	capabilities,	where	Bourdieu´s	forms	

of	capital	are	essentially	convertible	into	economic	capital,	which	may	act	as	a	vehicle	

to	obtain	educational	outcomes	such	as	completing	secondary	school	successfully	

(Bourdieu,	2006).	Bourdieu’s	forms	of	capital	are	useful	in	understanding	the	contexts	

in	which	an	adolescent	is	able	to	discern	their	available	opportunities	and	mobilise	
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resources	to	transform	them	into	valued	ways	of	being	and	doing	(Sen,	2000).	Drawing	

on	this	framework,	one	can	consider	how	an	adolescent´s	family	background,	as	a	form	

of	cultural	capital,	may	be	used	within	a	schooling	context	to	connect	them	with	the	

expectations	and	cultural	norms	of	the	school.	Or	how	parents’	past	education	may	act	

as	symbolic	capital	that	allows	their	voice	to	be	heard	on	school	policies.	One	might	

consider	how	a	student’s	relationship	with	teachers	might	encourage	a	form	of	social	

capital	that	enables	them	to	engage	with	each	other	to	gain	an	advantage	in	the	

classroom.	Or	how	socioeconomic	background	or	economic	capital	might	offer	a	

student	greater	access	to	participate	more	fully	within	the	learning	environment	

(Pham,	2019).	

2.3.8 System-level policy effects 

Research	suggests	that	system-level	educational	policies	can	increase	school	

completion	(Markussen	&	Sandberg,	2011).	One	such	educational	policy	is	increasing	

the	compulsory	school	leaving	age	for	students.	Numerous	Anglophone	countries	have	

implemented	this	policy,	making	it	compulsory	for	students	to	remain	at	school	for	

longer,	under	the	belief	it	will	increase	the	number	of	students	gaining	upper	

secondary	qualifications	(Markussen	&	Sandberg,	2011).	Across	Australia,	the	

compulsory	school	leaving	age	was	increased	from	15	to	17	years	from	2006	to	2010,	by	

State	Governments	and	Territories	under	the	National	Partnership	Agreement	on	

Youth	Attainment	and	Transitions	(Coalition	of	Australian	Governments,	2011).		

Australia	has	different	approaches,	qualifications	and	school	completion	requirements	

which	vary	across	the	different	Australian	states	and	territories.	Secondary	education	is	

based	on	a	model	of	general	education	through	to	the	end	of	the	compulsory	phase,	

usually	Year	10,	followed	by	a	two-year	upper	secondary	schooling	program	with	a	

senior	school	certificate	awarded	at	successful	completion.	Most	young	people	enter	a	

certificate	program	at	the	end	of	compulsory	education	(Lamb,	2011).	

The	raising	of	the	compulsory	school	leaving	age	across	Australian	states	and	

territories	occurred	in	response	to	perceived	need	for	higher	levels	of	education	and	

skill	in	the	globalised	economy	(Australian	Curriculum,	Assessment	and	Reporting	

Authority,	2011).	The	policy	reform	was	intended	to	help	increase	school	completion	
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rates	nationally	(Lamb,	2012).	Raising	the	age	at	which	students	could	leave	

compulsory	schooling	also	reflected	the	policy	intent	of	the	Melbourne	Declaration	

(2008)	that	maximising	opportunities	for	healthy,	productive	and	rewarding	futures,	

required	encouraging	young	people	to	not	only	complete	secondary	school,	but	also	to	

move	into	additional	training	or	education.	This	policy	intent	was	formalised	in	2009	

through	the	National	Partnership	on	Youth	Attainment	and	Transitions.	This	

agreement	of	the	Council	of	Australian	Governments	(COAG)	supported	the	

implementation	of	the	National	Youth	Participation	Requirement	commencing	in	2010	

which	included	a	mandatory	requirement	for	all	young	people	to	participate	in	

schooling	until	they	completed	Year	10	and	to	participate	in	full-time	training,	

education	or	employment,	or	a	combination	of	these,	until	the	age	of	17.		

Prior	to	2009	across	most	jurisdictions	in	Australia	the	compulsory	school	leaving	was	

15	or	16	years.	Once	the	new	policy	was	implemented,	young	people	were	required	to	

attend	school	(or	an	approved	equivalent)	until	they	had	completed	Year	10	(as	

previously)	but	then	to	participate	in	full-time	study	or	employment,	or	a	combination	

of	these	activities,	until	they	turned	17.	In	Queensland,	South	Australia,	Western	

Australia	and	Tasmania	between	2006	and	2008	similar	requirements	had	been	

introduced,	and,	in	2010	this	requirement	came	into	effect	in	New	South	Wales,	

Victoria,	the	Australian	Capital	Territory	and	the	Northern	Territory	(Australian	

Curriculum	Assessment	and	Reporting	Authority,	2012).		

For	early	school	leavers,	the	main	alternative	pathway	pursued	is	study	or	training	for	

senior	school	certificate	equivalent	qualifications,	usually	through	a	TAFE	college	or	

private	provider	including	apprenticeships	and	traineeships.	Apprenticeships	involve	a	

contractual	agreement	with	an	employer	where	the	young	person	undertakes	formal	

training	in	a	classroom	usually	provided	through	a	TAFE	college	or	private	provider,	

along	with	on-the-job	experience.	Apprenticeships	have	traditionally	been	in	trades,	

such	as	electrical,	automotive,	plumbing,	and	carpentry,	for	a	four-year	period.	

Traineeships	in	white	collar	occupations	such	as	clerical	work,	last	for	usually	12	

months.	The	policy	reform	included	scope	for	young	people	to	leave	school	to	continue	

in	full-time	out-of-school	training	and/or	employment	pathways	such	as	

apprenticeships	and	traineeships.	Out-of-school	training	and	employment,	such	as	
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apprenticeships	and	traineeships,	offer	an	alternative	pathway	to	gaining	a	senior	

school	certificate	equivalent	qualification	(ACARA,	2012).	In	the	1995	LSAY	cohort,	

almost	45%	of	early	school	leavers	commenced	an	apprenticeship	or	traineeship	within	

the	period	of	seven	years	after	leaving	school.	After	seven	post-school	years,	23.9%	of	

early	school	leavers	had	successfully	completed	an	apprenticeship	and	10.5%	had	

completed	a	traineeship	(Lamb,	2011).	Snell	and	Hart	(2008)	highlight	that	low	

completion	rates	of	such	programs	remains	a	major	problem	with	national	rates	

ranging	between	24%	and	around	60%	as	cited	by	various	researchers	(see	Ball	&	John,	

2005;	Bowman	et	al.,	2005;	John,	2003;	NCVER;	2000;	Victorian	TAFE	Association	Inc,	

2000).	Given	the	low	completion	rates	of	apprenticeships	and	traineeships,	

investigation	of	alternative	pathways	will	remain	beyond	the	scope	of	this	research.	For	

simplicity,	in	this	thesis,	the	policy	reform	will	be	referred	to	‘increasing	the	

compulsory	school	leaving	age	from	15	to	17	years’.	This	description	draws	on	the	

intention	of	the	policy	reform,	and	maintains	consistency	with	references	to	this	policy	

reform	within	the	literature	(Lamb,	2012,	Parker	et	al.,	2021;	Schellekens	et	al.,	2022).		

The	policy	of	increasing	the	compulsory	school	leaving	age	to	17	years	was	

implemented	on	the	basis	that	adolescents	who	stay	in	school	longer	are	more	likely	to	

successfully	complete.	Lifting	the	age	that	a	young	person	is	able	to	leave	compulsory	

schooling	has	been	associated	with	increased	school	retention	in	the	subsequent	non-

compulsory	years,	and	also	with	reduced	rates	of	dropout	and	increased	secondary	

school	graduation	rates	in	various	states	of	the	United	States	(Rumberger	&	Lim,	

2008).	While	studies	have	indicated	that	the	policy	of	increasing	the	compulsory	

school	leaving	age	across	Australian	lead	to	an	increase	in	retention	rates	from	

secondary	school	(Year	10)	to	senior	high	school	(Year	11	and	12)	(Parker	et	al.,	2021),	

questions	remain	regarding	its	impact	on	Indigenous	students	versus	non-Indigenous	

students.	

Reducing	disparities	in	Year	12	completion	rates	between	Indigenous	and	non-

Indigenous	young	people	has	long	been	a	priority	of	the	Australian	Government.	It	is	

therefore	of	great	value	to	assess	whether	the	policy	of	increasing	compulsory	school	

leaving	age	to	increase	school	completion	rates	has	helped	the	government	achieve	its	

‘Closing	the	Gap’	policy	obligations.	As	noted	above,	while	numerous	countries	have	
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implemented	policies	to	raise	the	compulsory	leaving	age,	relatively	little	research	

exists	that	has	looked	at	the	success	of	these	policies	in	terms	of	increased	equity	in	

school	completion.	Such	policies	may	lift	school	completion	rates	across	the	board,	

with	equal	benefits	for	all	students,	without	reducing	the	existing	relative	gaps	in	

completion	rates.	As	such,	this	research	has	important	implications	beyond	Australia.		

By	taking	advantage	of	two	large	representative	and	longitudinal	datasets,	this	thesis	

explores	whether	secondary	school	completion	gaps	between	Indigenous	and	non-

Indigenous	Australian	youth	varied	before	and	after	a	change	in	government	policy	

that	lifted	the	compulsory	school	leaving	age	across	Australia	to	17	years	of	age.	While	

other	countries	have	employed	this	policy	intervention	that	has	been	shown	to	

positively	influence	high	school	completion	(Markussen	&	Sandberg,	2011;	Rumberger,	

2011),	this	investigation	will	assess	whether	this	policy	helps	close	gaps	in	Indigenous	

educational	inequity.	It	must	be	noted,	as	the	nature	of	the	analyses	are	correlational,	

no	claims	of	causality	can	be	made	about	the	impact	of	implementation	of	such	a	

policy	on	rates	of	secondary	completion	between	the	cohorts	investigated,	nor	on	

closing	the	gap	in	school	completion	between	Indigenous	and	non-Indigenous	youth.	

2.4 Thesis aims 

In	response	to	the	negative	consequences	associated	with	failing	to	graduate	from	

secondary	school	in	Western	society,	schools	implement	interventions	and	

governments	pursue	policies	to	reduce	early	school	departure	in	an	effort	to	keep	

young	people	on	track	to	further	education	and	employment,	and	a	bright	and	

prosperous	future.	Addressing	school	non-completion	remains	a	major	challenge	for	

educational	systems,	as	encouraging	more	young	people	to	stay	at	school	involves	

finding	better	ways	to	respond	to	student	diversity	(Lamb	&	Markussen,	2011).	While	

research	has	focused	on	the	role	contextual	factors	play	(e.g.,	psychosocial	variables,	

sociodemographic	variables	and	systems-level	policy)	in	predicting,	facilitating	or	

acting	as	a	barrier	to	school	completion,	the	intersection	between	these	factors	is	

complex,	and	the	mechanisms	by	which	these	relations	occur	is	not	well	understood.	

As	these	variables	are	multifaceted,	various	relations	of	association	and	causality	exist	

among	them.	
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Therefore,	in	this	research,	I	examine	several	relations	among	variables,	where	some	

variables	take	on	more	than	one	role	(i.e.,	predictor,	mediator,	moderator,	outcome	

variable).	While	many	studies	have	investigated	the	relation	between	academic	self-

concept	and	achievement	(Davies	&	Brember,	1999;	Hansford	&	Hattie,	1982;	Marsh	&	

Craven,	2006;	Marsh	&	O´Mara,	2008;	Marsh	&	Yeung,	1997),	to	date	few	studies	have	

investigated	the	intersection	of	academic	self-concept	and	sociodemographic	factors	

such	as	socioeconomic	status	on	high	school	completion.	Of	particular	interest	is	how	

these	factors	relate	to	Indigenous	young	people.	As	such,	the	overarching	research	

objective	of	this	thesis	is	to	understand	the	interplay	between	key	sociodemographic	

factors,	including	academic	self-concept,	socioeconomic	status	and	Indigenous	status,	

in	predicting	secondary	school	completion.	Nationwide	policy	changes	that	increase	

the	compulsory	school	leaving	age	were	also	investigated,	in	terms	of	their	relation	

with	school	completion	rates,	and	more	specifically	for	Indigenous	young	people.		

This	literature	review	has	identified	that	it	would	be	useful	to	synthesise	the	existing	

evidence,	to	the	extent	that	current	results	relating	to	the	intersection	of	key	variables	

can	be	determined.	Accordingly,	the	following	chapter	presents	a	systematic	review	

providing	a	more	robust	and	reliable	account	of	the	correlation	between	academic	self-

concept	and	numerous	educational	outcome	variables,	as	well	as	allowing	an	

assessment	of	moderators	and	mediators	of	the	links.		

2.5 Chapter summary 

The	aim	of	this	chapter	was	to	review	current	literature	and	provide	a	theoretical	

account	of	current	knowledge	pertaining	to	the	intersection	of	Indigenous	status,	

socioeconomic	status	and	academic	self-concept	on	high	school	completion	outcomes.	

This	chapter	has	highlighted	that	school	completion	and	dropout	research	has	

oriented	around	Western	epistemologies	mainly	focusing	on	the	role	of	the	individual	

in	their	school	success.	However,	research	has	lacked	sufficient	consideration	of	

important	influences	at	the	individual,	sociodemographic	and	policy	levels.	While	

evidence	supports	the	role	of	academic	self-concept	and	socioeconomic	status	in	

predicting	school	completion,	numerous	questions	remain	regarding	for	whom	these	

pathways	to	school	completion	apply.	This	chapter	contended	that	established	
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mechanisms	underpinning	secondary	school	completion	inadequately	encompass	

sociodemographic	factors	and	as	a	result	are	not	well	applied	to	diverse	groups	of	

young	people.	An	overview	of	the	theoretical	basis	upon	which	these	contentions	were	

made	was	also	provided,	and	a	systematic	review	was	proposed	as	the	next	step.	
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Chapter 3: 
Research Aims, Hypotheses and Research 
Questions 

The	purpose	of	this	research	is	to	gain	a	deeper	understanding	of	predictors	of	

successful	school	completion.	The	research	objective	of	this	thesis	is	to	understand	the	

interplay	between	key	sociodemographic	factors	including	socioeconomic	status	and	

Indigenous	status	along	with	academic	self-concept	in	predicting	secondary	school	

completion.	As	such,	this	thesis	systematically	reviews	and	comprehensively	tests	the	

interplay	between	prominent	psychological/sociodemographic	variables	and	

educational	outcomes,	focusing	on	school	completion	in	adolescents.	

This	chapter	presents	the	research	aims.	A	statement	of	specific	research	questions	and	

hypotheses,	and	their	rationale	is	posed	against	the	backdrop	of	current	research,	

theory	and	practice.	Research	questions	have	been	numbered	so	that	the	aim	it	relates	

to	in	each	study	can	be	identified	clearly.	In	a	similar	manner,	the	rationale	is	

presented	under	each	question,	or	set	of	questions,	so	that	it	also	may	be	linked	with	

ease	to	the	corresponding	aim	and	research	question	or	hypothesis.	

3.1 Research questions 

In	response	to	the	three	research	questions	of	this	thesis,	three	studies	were	developed.	

This	chapter	introduces	the	studies,	their	specific	aims,	and	relevant	hypotheses	and	

research	questions.	Every	study	aim,	hypothesis	and	research	question	is	numbered	for	

easy	identification.	The	first	digit	represents	the	study	number	(e.g.,	1,	2	or	3),	the	

second	digit	refers	to	the	aim	of	that	study,	and	the	third	digit	indicates	the	

hypothesis/research	question	for	the	study-specific	aim.	For	example,	research	
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question	1.2.1	indicates	research	question	1	of	the	second	aim	of	Study	1.	After	the	aims	

and	hypotheses/research	questions	are	presented,	rationales	for	these	are	provided.	

To	achieve	the	thesis	research	objective,	the	following	research	questions	are	posed:	

1.	 Does	academic	self-concept	facilitate	secondary	school	completion	to	the	same	

degree	for	everyone,	including	for	students	from	diverse	social	and	demographic	

backgrounds?	

2.	 Does	socioeconomic	status	facilitate	secondary	school	completion	to	the	same	

degree	for	everyone,	including	Indigenous	and	non-Indigenous	students,	and	students	

with	varying	levels	of	academic	self-concept?		

3.	 Are	national	increases	to	compulsory	school	leaving	age	associated	with	

secondary	school	completion	to	the	same	degree	for	everyone,	including	Indigenous	

and	non-Indigenous	students,	and	students	with	varying	levels	of	academic	self-

concept?	

3.2 Study 1 aims and research questions 

Study	1	(Does	academic	self-concept	facilitate	secondary	school	completion	to	the	same	

degree	for	everyone?)	systematically	synthesises	research	on	the	link	between	academic	

self-concept	and	secondary	school	educational	outcomes	relating	to	school	completion	

(including	school	attendance	and	school	engagement)	in	recent	literature.	Study	1	is	

based	on	the	Cochrane	systematic	review	methodology	(Higgins	&	Green,	2011)	and	

identifies	the	moderators	and	mediators	of	this	link.		

The	research	aims	related	to	Study	1	are	as	follows:		

Aim	1.1	Examine	those	factors	identified	in	the	literature	that	affect	the	relation	

between	a	young	person´s	academic	self-concept	and	their	educational	outcomes,	

Aim	1.2	Understand	how	sociodemographic	factors	identified	in	the	literature	affect	

the	relation	between	a	young	person´s	academic	self-concept	and	their	educational	

outcomes	within	current	literature,		
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Aim	1.3	Understand	specifically	how	a	young	person´s	Indigenous	background	affects	

the	relation	between	their	academic	self-concept	and	their	educational	outcomes	

within	the	literature,	and	

Aim	1.4	Understand	specifically	how	a	young	person´s	socioeconomic	status	affects	the	

relation	between	their	academic	self-concept	and	their	educational	outcomes	within	

the	literature.	

The	corresponding	research	questions	pertaining	to	Study	1	are:	

Research	Question	1.1.1	–	What	factors	have	been	demonstrated	to	moderate	the	

relation	between	a	young	person´s	academic	self-concept	and	their	educational	

outcomes?	

Research	Question	1.1.2	–	What	factors	have	been	demonstrated	to	mediate	the	relation	

between	a	young	person´s	academic	self-concept	and	their	educational	outcomes?	

Research	Question	1.2.1	–	Do	sociodemographic	factors	moderate	the	relation	between	

a	young	person´s	academic	self-concept	and	their	educational	outcomes?	

Research	Question	1.3.1	–	Does	a	young	person´s	socioeconomic	status	affect	the	

relation	between	their	academic	self-concept	and	their	educational	outcomes?		

Research	Question	1.4.1	–	Does	a	young	person´s	Indigenous	status	affect	the	relation	

between	their	academic	self-concept	and	their	educational	outcomes?	

3.2.1 Rationale for RQ 1.1.1 and 1.1.2 

RQ	1.1.1	What	factors	have	been	demonstrated	to	moderate	the	relation	between	a	

young	person´s	academic	self-concept	and	their	educational	outcomes?	and		

RQ	1.1.2	What	factors	have	been	demonstrated	to	mediate	the	relation	between	a	

young	person´s	academic	self-concept	and	their	educational	outcomes?	

Concern	about	inequalities	in	secondary	school	completion	rates	is	commonly	focused	

on	inequalities	in	academic	performance	(Jackson,	2013).	Research	and	interventions	

have	increasingly	focused	on	adolescents’	academic	self-concept	(Marsh	and	Craven,	

2006;	Marsh	and	O´Mara,	2008;	Möller	et	al.,	2009;	Schwinger	et	al.,	2014;	Wu	et	al.,	
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2021).	Studies	by	these	researchers	show	that	having	a	positive	academic	self-concept	

predicts	one’s	academic	performance.	The	underlying	presumption	is	that	reducing	

gaps	in	academic	self-concept	will	reduce	disparities	in	academic	performance	and	

importantly	reduce	disparities	in	other	educational	outcomes	such	as	school	

completion.	However,	there	is	very	little	information	about	for	whom,	and	under	what	

conditions	and	settings,	this	relation	between	academic	self-concept	and	school	

completion	outcomes	may	vary.	Enquiry	into	the	contexts	that	strengthen	or	weaken	

the	influence	of	an	adolescent´s	self-concept	on	these	educational	outcomes	tells	us	for	

whom	academic	self-concept	may	be	most	beneficial,	and	for	whom	it	may	not,	in	

improving	outcomes	such	as	school	completion,	school	attendance	and	school	

engagement.	In	addition,	it	is	also	valuable	to	comprehend	the	extent	to	which	factors	

may	play	a	causal	role	(mediation)	as	a	mechanism	in	the	relation	between	academic	

self-concept	and	educational	outcomes.	

3.2.2 Rationale for RQ 1.2.1  

RQ	1.2.1	Do	sociodemographic	factors	moderate	the	relation	between	a	young	person´s	

academic	self-concept	and	their	educational	outcomes?	

Given	the	impact	of	school	completion	on	later	life	attainment	in	Western	culture,	it	is	

alarming	that	significant	inequities	exist	in	educational	attainment	across	diverse	

groups,	such	as	minority,	Indigenous	and	low	socioeconomic	groups	(Jackson,	2013).	

While	the	link	between	academic	self-concept	and	numerous	educational	outcomes	

has	been	demonstrated	(Bakadorova	&	Raufelder,	2017;	Guay	et	al.,	2004;	Marsh	&	

Craven,	2006;	Marsh	&	Yeung,	1997;	Parker	et	al.,	2012;	Raufelder	et	al.,	2015),	it	

remains	unknown	how	this	relation	varies	in	different	social	and	cultural	contexts.	

Much	of	the	research	on	academic	self-concept	in	relation	to	subsequent	educational	

outcomes,	such	as	completion,	attendance,	and	engagement,	does	not	consider	

potential	moderators	or	mediators.	Very	little	research	focuses	on	the	moderators	of	

this	relation,	particularly	on	the	social	and	cultural	contexts	in	which	students	live	and	

learn,	with	factors	such	as	socioeconomic	status	and	ethnicity	often	only	controlled	for	

in	studies	(Freeman	&	Simonsen,	2015).	Although	sociodemographic	factors	are	less	

malleable	in	terms	of	intervention,	these	factors	must	not	be	neglected	if	as	a	society	

we	genuinely	seek	to	make	education	systems	equitable.	We	must	investigate	and	
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understand	the	impact	of	academic	self-concept	on	educational	outcomes	for	students	

from	varying	social	and	demographic	contexts,	such	as	low	socioeconomic	

backgrounds,	minority	ethnic	groups,	diverse	language	backgrounds,	Indigenous	

heritage	and	other	minority	and	diverse	groups.	Does	positive	academic	self-concept	

translate	into	similar	educational	outcomes	across	the	contexts	in	which	young	people	

live	and	learn?	Reviewing	potential	sociodemographic	factors	that	moderate	this	

relation	will	enhance	understanding	of	the	mechanisms	underpinning	the	link	

between	academic	self-concept	and	school	completion	outcomes	in	different	social	

and	cultural	settings.		

3.2.3 Rationale for RQ 1.3.1 

RQ	1.3.1	Does	a	young	person´s	socioeconomic	status	affect	the	relation	between	their	

academic	self-concept	and	their	educational	outcomes?		

Around	the	world,	adolescents	with	an	Indigenous	background	have	higher	dropout	

rates	and	poorer	educational	outcomes	than	non-Indigenous	people	within	their	own	

countries	(United	Nations,	2017).	High	academic	self-concept	has	been	shown	to	

positively	predict	a	variety	of	educational	outcomes.	However,	how	well	this	holds	up	

for	school	completion	in	general,	but	more	particularly	for	Indigenous	youth,	has	been	

under-investigated.	While	McInerney	(2003)	has	demonstrated	that	Australia´s	

Indigenous	and	non-Indigenous	students	have	more	similarities	than	differences	

between	their	respective	academic	self-concepts,	the	question	remains	why	are	their	

educational	outcomes	so	different	(McInerney,	2003)?	Conversely,	Yeung	and	

colleagues	(2013)	indicated	that	non-Indigenous	Australian	students	scored	higher	in	a	

variety	of	domain-specific	academic	self-concept	measures	than	Indigenous	Australian	

students.	Does	academic	self-concept	facilitate	school	completion	in	Indigenous	young	

people	to	the	same	extent	as	in	non-Indigenous	youth?	Few	studies	have	explored	the	

strength	of	this	relation	for	Indigenous	adolescents	compared	with	non-Indigenous	

adolescents	for	school	completion.	This	is	of	great	importance	given	the	primary	

influence	of	family	background	in	school	dropout	(Rumberger	&	Rotermund,	2012)	and	

the	implications	for	educational	equity	for	minority	group	students.	For	this	reason,	

Study	1	involved	a	thorough	systematic	review	of	the	literature.		
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3.2.4 Rationale for RQ 1.4.1 

RQ	1.4.1	Does	a	young	person´s	Indigenous	status	affect	the	relation	between	their	

academic	self-concept	and	their	educational	outcomes?	

Disparities	in	high	school	completion	and	associated	educational	outcomes,	such	as	

school	attendance	and	school	engagement,	are	particularly	problematic	for	adolescents	

from	low	socioeconomic	backgrounds.	While	high	academic	self-concept	is	beneficial	

in	facilitating	positive	educational	outcomes,	its	influence	on	secondary	school	

completion	for	young	people	with	low	socioeconomic	backgrounds	is	not	well	

understood.	Does	academic	self-concept	facilitate	school	completion	in	young	people	

with	low	socioeconomic	backgrounds	to	the	same	extent	as	in	young	people	with	high	

socioeconomic	backgrounds?	While	some	studies	have	looked	into	relations	between	

academic	self-concept,	country-level	differences	and	gender,	fewer	studies	have	

investigated	the	intersection	of	academic	self-concept	with	socioeconomic	status	as	

they	relate	to	educational	outcomes.	Sociodemographic	contexts	such	as	

socioeconomic	status	and	social	class	are	impervious	to	change	compared	with	

individual	factors	more	responsive	to	intervention.	Given	this,	comparatively	little	

research	into	these	areas	has	occurred	and	their	importance	has	been	under-

emphasised	(Ciarrochi	et	al,	2016;	Freeman	&	Simonsen,	2015)	particularly	given	family	

background	has	been	identified	as	the	most	influential	factor	in	school	dropout	

(Rumberger	&	Rotermund,	2012).		

Study	1	aims	to	explore	all	possible	moderators	and	mediators	of	the	link	between	

academic	self-concept	and	educational	outcome	variables	related	to	dropout	and	

completion	such	as	attendance	and	engagement,	as	identified	in	the	literature.	A	focus	

of	Study	1	is	determining	the	effects	of	sociodemographic	factors	influencing	these	

relations,	to	provide	insight	into	the	extent	and	variation	to	which	academic	self-

concept	has	been	demonstrated	to	benefit	diverse	student	groups,	such	as	Indigenous	

Australians	and	students	from	low	socioeconomic	backgrounds,	in	achieving	positive	

educational	outcomes.	Study	1	highlights	the	importance	of	specific	moderators	and	

informs	the	direction	of	Study	2.	



 

49 
 

3.3 Study 2 aims, hypotheses and research questions 

The	second	study	of	this	thesis	(Does	socioeconomic	status	facilitate	secondary	school	

completion	to	the	same	degree	for	everyone?)	substantiates	and	builds	upon	the	

findings	of	the	first	study.	In	Study	2,	statistical	regression	structural	equation	

modelling	with	a	large	and	representative	Australian	dataset	was	used	to	build	on	

current	literature	through	analysis	of	differences	in	student	socioeconomic	status	at	

the	intersection	of	Indigenous	status	and	academic	self-concept.	As	the	importance	of	

socioeconomic	status	as	a	moderator	of	the	academic	self-concept-educational	

outcome	relation	was	highlighted	in	Study	1,	further	investigation	was	conducted	with	

socioeconomic	status	as	the	independent	variable	in	Study	2	(as	discussed	further	in	

Chapter	4).	Study	2	has	the	following	aims:		

Aim	2.1	Determine	whether	a	gap	in	secondary	school	completion	exists	between	

Indigenous	and	similar	achieving	non-Indigenous	students,	

Aim	2.2	Determine	whether	the	influence	of	socioeconomic	status	on	school	

completion	varies	for	Indigenous	and	similar	achieving	non-Indigenous	students,	

Aim	2.3	Determine	whether	a	gap	in	secondary	school	completion	exists	between	

students	with	high	academic	self-concept	and	similarly	achieving	students	with	low	

academic	self-concept,	and		

Aim	2.4	Determine	whether	the	influence	of	socioeconomic	status	on	school	

completion	varies	for	similar	achieving	students	with	varying	levels	of	academic	self-

concept.				

As	such,	the	following	hypotheses/research	questions	are	investigated:	

Hypothesis	2.1.1	–	There	is	a	gap	in	secondary	school	completion	between	Indigenous	

and	similar	achieving	non-Indigenous	students.	

Hypothesis	2.2.1	–	There	is	a	gap	in	secondary	school	completion	between	similar	

achieving	students	with	high	and	low	academic	self-concept.	
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Research	Question	2.3.1	–	Does	socioeconomic	status	facilitate	secondary	school	

completion	to	the	same	degree	for	Indigenous	and	similar	achieving	non-Indigenous	

students?	

Research	Question	2.4.1	–	Does	socioeconomic	status	facilitate	secondary	school	

completion	to	the	same	degree	for	students	with	varying	levels	of	academic	self-

concept?	 	

Not	obtaining	a	Year	12	qualification	has	negative	consequences	for	individuals’	health	

and	wellbeing,	for	further	education	and	employment	opportunities	and	for	later	life	

attainment.	There	are	also	negative	consequences	for	society	through	individuals’	

reduced	participation	in	and	contribution	to	society	over	a	lifetime.	Socioeconomic	

status	has	been	demonstrated	to	predict	completion,	with	adolescents	from	low	

socioeconomic	background	having	far	higher	rates	of	dropout	than	their	more	

advantaged	peers	(Dalton	et	al.,	2009;	Devenish	et	al.,	2017;	Kim	et	al.,	2019;	Lamb	&	

Huo,	2017;	Lamb	&	Markussen,	2011;	McBride	Murry,	2011;	Polidano	et	al.,	2013;	

Sznitman	et	al.,	2017).	However,	is	low	socioeconomic	status	always	disadvantageous	

when	it	comes	to	high	school	completion?	Can	sociodemographic	factors	overcome	the	

negative	effect	of	economic	disadvantage	on	the	likelihood	of	completion?	In	this	

study,	I	explore	whether	the	benefit	of	high	socioeconomic	status	in	increasing	

successful	school	completion	varies	with	adolescent	Indigenous	status,	and	with	

adolescent	level	of	academic	self-concept	for	similar	achieving	youth.		

While	considerable	research	has	investigated	the	direct	effects	of	socioeconomic	

status,	academic	self-concept	and	Indigenous	status	on	school	completion,	it	is	not	

well	understood	whether	low	socioeconomic	status	always	disadvantages	school	

completion.	This	research	seeks	to	answer	whether	Indigenous	status,	or	academic	

self-concept,	or	the	educational	policy	context	of	the	day	negate	to	some	extent	the	

disadvantage	of	low	socioeconomic	status	for	high	school	completion.		

3.3.1 Rationale for H 2.1.1 and RQ 2.3.1 

H	2.1.1	There	is	a	gap	in	secondary	school	completion	between	Indigenous	and	similar	

achieving	non-Indigenous	students.	
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RQ	2.3.1	Does	socioeconomic	status	facilitate	secondary	school	completion	to	the	same	

degree	for	Indigenous	and	similar	achieving	non-Indigenous	students?	

For	individuals	and	for	society,	the	rich	enduring	cultures	and	traditions	of	diverse	

groups	of	Australian	Indigenous	people	are	great	strengths.	Yet,	how	is	Indigenous	

background	disadvantageous	when	it	comes	to	school	completion?	The	family,	school,	

and	community	environments	of	Indigenous	young	people	vary	in	unique	ways	from	

that	of	the	majority	adolescent	populations	(Guenther	&	Osborne,	2018).	A	“significant	

and	sizeable	Indigenous	effect”	has	been	demonstrated	by	Parker	and	colleagues	(2021)	

in	predicting	adolescent	university	entry,	potentially	due	to	“distinctive	patterns	of	

Indigenous	social	capital”	(Walter,	2015,	p.	69)	which	serve	to	enhance	capacities	other	

than	those	beneficial	for	school	completion.	It	is	hypothesised	that	high	

socioeconomic	status	benefits	school	completion,	and	is	feasible	that	this	may	vary	

with	adolescent	Indigenous	status.	Indigenous	young	people	possess	different	forms	of	

capital	(Walter,	2015)	compared	with	non-Indigenous	adolescents	as	they	inhabit	

unique	cultural	and	social	contexts	(Pham,	2019).	The	Sen-Bourdieu	framework	

suggests	that	Indigenous	adolescents	from	lower	socioeconomic	backgrounds	may	be	

disproportionally	affected	by	their	unique	contexts	and	the	associated	forms	of	capital	

(social,	cultural,	economic	and	symbolic)	they	possess.	Under	the	framework,	the	stock	

of	capital	of	these	students	impacts	upon	their	engagement,	motivation	and	how	they	

value	school,	along	with	their	capability	to	learn	and	enjoy	school	success.	As	such,	a	

student´s	Indigenous	status	is	likely	to	moderate	the	effect	of	socioeconomic	status	on	

school	dropout	through	the	unique	forms	of	capital	they	possess	(Walter,	2015)	which	

enhance	or	limit	their	capabilities	to	complete	secondary	school.	It	is	possible	that	an	

interdependent	relation	between	socioeconomic	status	and	Indigenous	status	may	

exist,	and	that	high	socioeconomic	status	may	be	less	protective	for	Indigenous	

adolescents	in	terms	of	dropout	than	non-Indigenous	adolescents.	For	example,	

teachers	may	have	lower	expectations	of	Indigenous	students	than	non-Indigenous	

students	(Sarra	et	al.,	2018),	particularly	where	the	curriculum	is	based	on	non-

Indigenous	norms	and	values	(Lowe	et	al.,	2021)	and	this	is	likely	to	occur	irrespective	

of	student	socioeconomic	status.	In	addition,	schools	that	fail	to	acknowledge	the	

cultural	diversity	of	Indigenous	students	may	ingrain	curriculum	and	pedagogy	into	
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school	practices	that	position	students	from	Indigenous	backgrounds	unequally	in	

their	educational	experiences,	compared	to	their	peers	(Bourdieu,	1977;	Pham,	2019).	

3.3.2 Rationale for H 2.2.1 and RQ 2.4.1 

H	2.2.1	There	is	a	gap	in	secondary	school	completion	between	similar	achieving	

students	with	high	and	low	academic	self-concept.	

RQ	2.4.1	Does	socioeconomic	status	facilitate	secondary	school	completion	to	the	same	

degree	for	similar	achieving	students	with	varying	levels	of	academic	self-concept?		

While	positive	academic	self-concept	is	a	well-recognised	predictor	of	academic	

achievement,	it	has	also	been	demonstrated	to	predict	high	school	completion	

(Caprara	et	al.	2008;	Mena,	2011;	Peguero	&	Shaffer,	2015)	and	other	educational	

outcomes	(Parker	et	al.,	2012;	Guay	et	al.,	2004;	Marsh	&	O´Mara,	2008;	Bakadorova	&	

Raufelder,	2017,	Raufelder	et	al.,	2013).	An	individual’s	self-concept	regarding	his	or	her	

perceived	likelihood	of	educational	success	is	reflected	in	the	patterns	of	choices	that	

one	makes	to	leave	school	or	not,	which	are	considered	an	important	source	of	class	

differentials	in	educational	attainment	(Breen	&	Goldthorpe,	2009).	In	addition,	

expectancy	value	theory	(EVT)	highlights	the	importance	of	a	young	person´s	self-

concepts,	along	with	their	values,	in	directly	influencing	their	decisions	relating	to	

achievement,	performance,	effort	and	persistence	(Wigfield	&	Eccles,	2000).	In	EVT,	

two	self-concept	measures	are	used:	a	young	person’s	expectancy	beliefs	and	their	

ability	beliefs	(Eccles	et	al.,	1983;	Wigfield	&	Eccles,	2000)	in	interaction	with	how	

much	they	value	school	completion,	which	explains	their	choice	to	leave	school	or	

persist.	Adolescents	with	low	academic	self-concept	are	more	likely	to	drop	out	

potentially	due	to	the	impact	of	their	negative	self-beliefs	on	their	decision	to	

persevere	with	school	or	not.	

Research	suggests	a	gap	exists	between	students	with	high	and	low	academic	self-

concept	in	secondary	school	completion	rates,	and	that	a	relation	may	exist	between	

academic	self-concept	and	socioeconomic	status	in	predicting	completion.	Peguero	

and	Shaffer	(2015)	determined	that	gender,	racial	and	ethnic	disparities	in	dropout	

rates	can	be	ameliorated	by	enhanced	academic	self-efficacy.	In	addition,	reduced	self-

expectations	of	attending	university	over	time	has	been	shown	to	correlate	with	lower	



 

53 
 

socioeconomic	status	(Anders,	2017),	which	may	also	be	relevant	for	high	school	

completion.	Numerous	factors	are	associated	with	dropout,	such	as	truancy,	student	

alcohol	and	drug	use	(Pham,	2019;	Organisation	for	Economic	Co-operation	and	

Development	&	Programme	for	International	Student	Assessment	(OECD	&	PISA),	

2017;	Thomson	et	al.,	2017),	and	student	internalising	and	externalising	behaviours	

(Hetlevik	et	al.,	2018)	have	been	shown	to	be	influenced	by	self-concept	and	to	be	more	

prevalent	in	low	socioeconomic	environments	(Esch	et	al.,	2014;	Melkevik	et	al.,	2016;	

Pham,	2019;	OECD	&	PISA,	2017;	Thomson	et	al.,	2017).	For	example,	self-concept	is	

demonstrated	to	moderate	the	association	between	socioeconomic	status	and	

adolescent	externalising	behaviours,	including	antisocial	behaviour	and	delinquency,	

such	that	at	high	levels	of	self-concept,	socioeconomic	status	and	externalising	were	no	

longer	associated,	but	at	low	levels	of	self-concept,	low	socioeconomic	status	was	

associated	with	increased	levels	of	externalising	behaviours	(Machell	et	al.,	2016).	Li	

and	colleagues	(2007)	identified	adolescent	self-concept	as	a	moderator	for	

internalising	behaviours	such	as	depression	and	anxiety	in	African	American	youth,	

such	that	at	high	levels	of	self-concept,	socioeconomic	status	and	internalising	

behaviours	were	not	associated	with	each	other,	but	at	low	levels	of	self-concept,	low	

socioeconomic	status	related	to	increased	internalising	behaviours.	Given	this,	it	seems	

feasible	that	academic	self-concept	may	have	a	mitigation	effect	on	the	negative	

impact	of	low	socioeconomic	status	in	increasing	dropout.		

3.4 Study 3 aims, hypotheses and research questions 

The	third	study	of	this	thesis	(Do	national-level	policy	changes	relating	to	school-

leaving	age	appear	to	facilitate	secondary	school	completion	to	the	same	degree	for	

everyone?)	is	intended	to	substantiate	and	build	upon	the	findings	of	the	second	study.	

Study	3	investigates	the	relation	between	a	specific	policy	change	and	school	

completion	by	analysing	a	second	dataset	and	comparing	findings	with	that	of	Study	2.	

The	datasets	are	situated	before	and	after	implementation	of	a	policy	to	increase	the	

compulsory	school	leaving	age	across	Australia.	Study	3	determines	who	benefits	after	

the	policy	change	in	terms	of	increased	school	completion	and	to	what	extent.	

Importantly,	it	also	investigates	whether	the	policy	initiative	works	toward	the	

Australian	Government’s	policy	of	‘closing	the	gap’	between	Indigenous	and	non-
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Indigenous	school	completion,	by	assessing	whether	the	gap	in	school	completion	

between	Indigenous	and	non-Indigenous	students	narrowed	after	the	policy	change	

was	implemented.	

Using	statistical	regression	structural	equation	modelling	on	a	second	large	and	

representative	Australian	dataset,	Study	3	has	the	following	aim:		

Aim	3.1	Determine	if	and	to	what	degree	does	cohort	year	(that	is,	before	and	after	

increases	in	compulsory	school	leaving	age)	moderate	the	relation	between	

socioeconomic	status	and	high	school	completion.	

As	such,	the	following	hypotheses/research	questions	are	investigated:	

Hypothesis	3.1.1	–	Cohort	year	(before	and	after	lifting	the	compulsory	school	leaving	

age)	is	associated	with	secondary	school	completion.	

Research	Question	3.1.2	–	Is	cohort	year	(before	and	after	lifting	the	compulsory	school	

leaving	age)	associated	with	secondary	school	completion	to	the	same	degree	for	

Indigenous	and	non-Indigenous	students?		

Research	Question	3.1.3	–	Does	the	gap	in	Indigenous	and	non-Indigenous	school	

completion	change	with	cohort	year	(before	and	after	lifting	the	compulsory	school	

leaving	age)?			

Research	Question	3.1.4	–	Is	cohort	year	(before	and	after	lifting	the	compulsory	school	

leaving	age)	associated	with	secondary	school	completion	to	the	same	degree	for	

students	with	low	academic	self-concept	compared	to	those	with	high	academic	self-

concept?		

3.4.1 Rationale for H 3.1.1 and RQ 3.1.2, 3.1.3 and 3.1.4  

Increasing	the	compulsory	school	leaving	age	of	secondary	school	students	is	a	policy	

approach	that	aims	to	increase	school	completion	(Markussen	&	Sandberg,	2011).	

Lifting	the	age	that	one	is	legally	allowed	to	leave	school	has	been	associated	with	

increased	retention	in	subsequent	non-compulsory	years	(Lamb	&	Markussen,	2011),	

and	with	lower	dropout	rates	or	higher	graduation	rates	in	various	states	of	the	United	

States	(Rumberger	&	Lin,	2008).	Whether	this	reduces	dropout	rates	in	Australia	is	not	
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currently	well	researched;	however,	we	expect	that	increasing	the	compulsory	school	

leaving	age	across	Australia	will	be	associated	with	lower	dropout	rates.	As	such,	

cohort	year	(that	is,	before	and	after	lifting	compulsory	school	leaving	age)	may	be	a	

moderator	of	the	relation	between	socioeconomic	status	and	school	completion,	

reducing	the	influence	of	socioeconomic	status	on	school	dropout	post-

implementation	of	the	policy,	to	level	the	playing	field	somewhat	for	students	from	

low	socioeconomic	backgrounds.	Were	young	people	more	likely	to	complete	school	

after	the	school	leaving	age	was	increased?	And	which	young	people	were	more	likely	

to	complete	school	after	the	policy	was	implemented?	Are	Indigenous	students	

advantaged	to	the	same	extent	as	non-Indigenous	students?	Does	implementation	of	

this	policy	work	toward	the	national	objective	to	‘close	the	gap’	between	Indigenous	

and	non-Indigenous	secondary	school	completion	rates?	How	are	the	completion	rates	

of	students	with	low	academic	self-concept	affected	compared	with	those	with	high	

academic	self-concept	by	this	policy	change?	This	research	does	not	investigate	

whether	the	policy	change	caused	improved	school	completion	rates.	Rather,	this	

research	indicates	whether	a	difference	exists	between	the	school	completion	of	two	

student	cohorts,	with	the	first	cohort	occurring	before	the	policy	was	implemented,	

and	the	second	cohort	occurring	after	the	compulsory	school	leaving	age	was	increased	

to	17	years.			

3.5 Chapter summary 

This	chapter	provides	the	aims	of	this	research	and	their	rationale.	The	overarching	

thesis	aim	is	to	understand	the	interplay	between	socioeconomic	status	and	

Indigenous	status,	and	academic	self-concept,	in	predicting	high	school	completion	

and	related	educational	outcomes.	More	specifically,	the	thesis	inquires	whether	

academic	self-concept,	socioeconomic	status	and	national	level	policy	changes	

facilitate	secondary	school	completion	for	everyone	or	just	for	some,	with	a	particular	

interest	in	how	Indigenous	young	people	are	affected	compared	to	non-Indigenous	

youth	in	Australia.	The	specific	aims,	hypotheses/research	questions	and	

corresponding	rationales	for	each	of	the	three	interrelated	studies	involved	in	this	

thesis	were	presented.	Study	1	is	a	systematic	review,	while	Studies	2	and	3	involve	
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statistical	multi-linear	regression	modelling	of	two	large	representative	and	

longitudinal	Australian	datasets.	
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Chapter 4: 
Methodology 

“Before	we	demand	more	of	our	data,	we	need	to	demand	more	of	ourselves.”	

(Silver,	2012,	p.	14)	

In	this	chapter,	I	outline	the	research	methodology	employed	in	this	thesis.	I	

commence	with	an	overview	of	the	theoretical	foundations	based	on	a	postpositivist	

paradigm	and	within	that,	a	conflict	perspective.	Next,	the	methods	derived	from	the	

theoretical	foundations	are	presented,	including	researcher	position,	and	issues	of	

Indigenous	data	sovereignty,	use	of	secondary	data,	specific	study	designs,	measures,	

datasets	and	analysis	methods.	Using	three	interrelated	studies,	this	research	explores	

the	interplay	between	academic	self-concept,	sociodemographic	and	policy	factors	on	

secondary	school	completion	rates.	Study	1,	a	systematic	review,	investigates	the	role	of	

sociodemographic	factors	(as	moderators	and	mediators)	on	academic	self-concept	as	

a	predictor	of	successful	school	completion	and	related	educational	outcomes	in	the	

current	literature.	Study	2,	building	on	the	findings	of	Study	1,	uses	a	large	longitudinal	

and	representative	dataset	to	comprehensively	test	the	relation	between	

socioeconomic	status	and	school	completion	as	it	applies	to	Indigenous	adolescents	

compared	with	their	non-Indigenous	peers.	Study	2	also	tests	this	relation	for	students	

with	low	academic	self-concept	compared	to	those	with	high	academic	self-concept.	

To	do	this,	a	multilinear	regression	modelling	analysis	was	conducted.	Study	3	

investigates	the	potential	moderation	effect	of	cohort	year	to	indicate	the	potential	

impact	of	national	policy	changes	on	socioeconomic	status	as	a	predictor	of	school	

completion	for	Indigenous	and	non-Indigenous	adolescents.	In	this	endeavour,	I	used	

a	multilinear	regression	modelling	analysis	of	an	additional	large	longitudinal	and	
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representative	dataset	to	build	on	the	findings	of	the	previous	two	studies.	Study	3	

explores	the	impact	of	policy	reform	changing	the	age	young	people	can	leave	

compulsory	schooling	across	Australia.	Study	3	also	validates	the	findings	of	Study	2	by	

replicating	the	analysis	on	a	different	dataset.	

4.1 Research theoretical foundations  

Research	is	a	search	for	knowledge	through	systematic	and	‘objective’	methods	to	find	

solutions	to	a	problem	(Kothari,	2004).	However,	research	involving	the	study	of	social	

patterns,	and	the	mechanisms	that	underlie	what	people	do,	is	complicated.	The	

notion	of	‘objective’	cannot	be	so	easily	applied.	As	researchers,	our	social	and	cultural	

experiences	and	understanding	of	the	world	are	important	elements	of	the	research	

process	(Walter,	2019).	That	is,	the	axiological	(belief	and	value	systems),	ontological	

(perceptions	of	the	world),	epistemological	(how	values	are	defined	and	knowledge	

prioritised),	and	sociocultural	position	(race,	gender,	age,	cultural	background)	of	the	

researcher	and	research	institution	form	fundamental	and	intertwined	elements	of	the	

methodology	(Walter,	2019).	The	theoretical	foundation	of	the	research	underpins	

what	questions	are	deemed	important	to	ask	and	for	which	to	seek	answers.	The	

researcher´s	theoretical	foundations	also	inform	the	way	answers	are	sought	and	

interpreted,	and	which	theoretical	paradigms	are	useful	in	doing	so	(Kawulich,	2012;	

Walter,	2019).		

4.1.1 Postpositivist and conflict paradigms 

This	research	falls	into	a	postpositivist	research	paradigm,	which	evolved	as	a	reaction	

of	educational	researchers	to	the	limitations	of	positivism	(Panhwar	et	al.,	2017).	Like	

positivism,	postpositivism	is	based	on	understanding	human	behaviour	by	discovering	

generalisable	laws	which,	through	scientific	method,	establish	one	objective	reality	

knowable	through	probability.	Both	approaches	are	empirical	and	make	claims	about	

knowledge	based	directly	on	experience	and	emphasise	facts	and	causes	of	behaviour	

(Bogdan	&	Biklen,	2003).	However	postpositivism	rejects	the	central	tenets	of	

positivism;	that	is,	that	independence	exists	between	the	researcher	and	the	

researched.	A	postpositivist	approach	asserts	that	theories,	hypotheses	and	
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background	knowledge	and	values	of	the	researcher	can	influence	what	is	observed	

(Robson,	2002).	In	addition,	Crissey	and	Albee	(1982)	assert	that:	

It	is	clear	that	there	is	a	significant	relationship	between	scientists’	personal	values	
and	their	acceptance	of	a	particular	explanation	for	human	deviance	...	the	closer	
we	get	to	studying	human	beings	and	human	deviance,	the	more	the	personality	
and	values	of	the	scientist	appear	to	interact	with	the	phenomena	studied	(p.	6).	

Postpositivist	research	pursues	objectivity	while	recognising	that	reality	can	only	be	

known	imperfectly	and	probabilistically	(Robson,	2002)	and	in	recognition	of	the	

influence	of	researcher	bias.	Adams	(2015)	argues	that:	

Because	research	is	a	human	endeavor,	the	beliefs,	assumptions,	and	knowledge	of	
the	researcher	influence	the	results.	This	influence	permeates	the	research	process,	
starting	with	which	research	questions	are	deemed	worthy	of	exploration	(and	
which	are	not),	through	the	construction	of	research	tools	(e.g.,	interview	
questions,	scale	construction)	and	into	specification	of	causative	agents	and	
appropriate	interventions	(p.	115).		

As	such,	postpositivism	is	‘a	certain	pluralism’	balancing	both	positivist	and	

interpretivist	approaches	(Panhwar	et	al.,	2017).	However,	unlike	positivism,	

postpositivism	upholds	that	the	absolute	truth	is	nowhere	to	be	found	(Phillips	&	

Burbules,	2000).	The	current	research	focused	on	observational	datasets	and	model	

experimentation.	As	school	non-completion	as	a	social	phenomenon	is	objective	in	

nature,	and	the	research	questions	seek	to	discover	relations	between	variables	that	are	

generalisable	to	broader	populations,	this	research	fits	within	a	postpositivist	research	

paradigm.	In	addition,	postpositivism	advocates	for	multimethod	approaches;	such	as,	

in	the	case	of	this	research,	a	systematic	review	followed	by	statistical	modelling	

analyses,	for	achieving	less	bias	and	more	objective	results	(Deluca	et	al.,	2011).	

Within	a	postpositivism	research	paradigm,	a	conflict	perspective	was	drawn	upon.	A	

conflict	perspective	is	based	on	the	idea	that	society	is	inherently	unequal	and	ongoing	

conflict	exists	around	the	competing	interests	of	different	social	groups.	The	conflict	

between	different	groups	and	the	associated	distribution	of	power	determine	the	social	

arrangements	of	society.	Research	framed	by	a	conflict	paradigm	examines	social	

phenomena	with	a	focus	on	who	benefits	and	who	is	disadvantaged	by	specific	social	

arrangement	and	social	changes.	In	addition,	research	using	a	conflict	paradigm	
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framing	is	often	associated	with	large-scale,	quantitative	research	methods	such	as	

survey	use	(Walter,	2019).	The	conflict	aspect	provides	a	macro	perspective	of	society	

and	is	based	on	Marxist	theory	of	economic	oppression	(Marx	et	al.,	1992)	extending	to	

include	social	conflict	involving	class	and	ethnic	divisions	or	conflicts	of	interest	

between	different	social	groups	(Babbie,	2002).	Like	Marx,	Bourdieu´s	work	embraces	

key	aspects	of	conflict	theory.	Bourdieu	theorises	that	social	struggle	occurs	within	

fields	where	hierarchies	exist	based	on	economic	conflict	between	social	classes.	The	

conflicts	present	in	each	social	field	have	characteristics	specific	to	those	fields	and	

involve	additional	social	relationships	that	also	stem	from	non-economic	forms	of	

capital	(Bourdieu,	1977).	

4.1.2 Researcher position 

Given	the	important	but	largely	invisible	influence	of	the	researcher	perspective	on	the	

research	process,	it	is	essential	to	consider	my	responsibility	as	a	non-Indigenous	

researcher	(Craven	et	al.,	2016)	working	within	what	has	been	termed	‘the	third	space’	

(Bhabha,	1990,	1994).	Working	within	‘the	third	space’	is	working	within	the	cross-

cultural	location	between	Indigenous	and	non-Indigenous	worldviews,	and	

acknowledging,	akin	to	Bourdieu´s	(1987)	understanding	of	symbolic	power,	that	

knowledge	construction	and	use	are	power-laden	tools	that	may	be	used	in	the	

reproduction	of	social	hierarchies.	This	is	particularly	relevant	in	postcolonial	contexts,	

where	Bhabha	(1994)	attributes	a	naturalising	and	legitimising	role	to	knowledge	that	

maintains	patterns	of	dominance.	Orienting	myself	within	‘the	third	space’	allows	

some	consideration	of	how	researcher	bias	informs	this	research,	and	the	way	in	which	

the	research	itself	may	reflect	or	perpetuate	power	disparities	between	Indigenous	and	

non-Indigenous	groups.	Zechmeister	et	al.	(1997)	suggest	that	although	researcher	bias	

can	never	be	eliminated,	it	can	be	minimised	through	researcher	awareness	of	its	

existence.		

In	addition	to	researcher	bias,	recognition	is	required	of	the	broader	systemic	bias	

associated	with	the	way	quantitative	data	is	conceived,	collected,	analysed,	and	

interpreted	within	first-world	colonised	countries,	such	as	Australia,	New	Zealand,	the	

United	States	and	Canada.	As	an	example,	Walter	and	Carrol	(2021)	assert	that	the	slice	

of	Indigenous	social	and	cultural	realities	represented	in	data	collected	about	
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Indigenous	people	is	limited	to	the	elements	of	interest	to	the	dominant	society,	which	

contributes	to	the	statistical	objectification	of	Indigenous	people	(Walter	&	Andersen,	

2016).	As	Māori	researcher	Tahu	Kukutai	(2011,	p.	47)	asserts,	Indigenous	populations	

are,	from	a	data	perspective,	“statistical	creations	based	on	aggregated	individual-level	

data,	rather	than	‘real	world’	concrete	groups”,	and	this	shapes	how	they	are	perceived	

by	others	and	themselves	(for	example,	see	Andersen,	2008).	As	a	non-Indigenous	

researcher,	I	was	aware	of	the	systemic	bias	in	how	Indigenous	data	is	often	used	in	

ways	not	constructive	to	Indigenous	people,	and	this	knowledge	informed	my	

understanding	of	the	research	findings.	

While	Indigenous	people	have	been	the	subject	of	much	research,	they	have	rarely	

dictated	the	research	questions	to	be	pursued,	the	type	of	data	to	be	collected,	nor	

controlled	the	narrative	around	research	findings	and	the	creation	of	knowledge.	

Western	Eurocentric	worldviews	in	research	(particularly	positivist	paradigms)	have	

been	deemed	problematic	as	they	are	poorly	aligned	with	Indigenous	worldviews	

(Walter	&	Anderson,	2016).	Such	research	has	frequently	located	Indigenous	people	in	

a	deficit	discourse	under	a	pretence	of	‘objectivity’	(Walter	&	Suina,	2019).	

Consequently,	the	findings	of	researchers	about	their	study	subjects	are	often	not	

perceived	as	relevant	or	meaningful	to	the	very	people	that	researchers	seek	to	

understand	and	assist.	Despite	Indigenous	Australians	being	the	most	researched	

people	on	Earth,	not	all	research	has	benefitted	Indigenous	people	and	their	

communities	(see	Bainbridge	et	al.,	2015;	Walter	&	Andersen,	2016).	Research	based	on	

Eurocentric	worldviews,	and	involving	research	questions	conceived	by	non-

Indigenous	people,	often	constructs	knowledge	which	informs	policies	and	deficit-

based	social	narratives	that	are	not	helpful	and	are	in	many	instances	detrimental	

(Walter	&	Anderson,	2016).	However,	by	the	same	token,	“researchers	have	substantial	

power	in	their	ability	to	represent	and	validate	what	is	believed	to	be	true	about	

Indigenous	peoples”	(Guenther	et	al.,	2016,	p.	46).		

To	further	minimise	the	risk	of	misrepresentation	in	this	respect,	in	this	investigation	I	

consulted	closely	with	my	three	Indigenous	supervisors	on	matters	of	data	

interpretation	and	knowledge	construction,	particularly	in	terms	of	framing	the	

investigation.	I	also	drew	upon	the	core	values	of	ethical	conduct	in	research	with	
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Aboriginal	and	Torres	Strait	Islander	Peoples	and	communities	(National	Health	and	

Medical	Research	Council,	2018)	which	were	applied	to	the	individual	studies	as	

outlined	later	in	the	study	specific	sections	of	this	chapter.	In	this	thesis,	I	have	given	

due	consideration	to	the	strengths-based	approach	proposed	by	Craven	et	al.	(2016)	

which	was	applied	as	well	as	possible	within	the	study	constraints	(e.g.,	university	

processes,	dataset	specifications	and	time).	

4.2 Indigenous data sovereignty 

Related	to	issues	of	non-Indigenous	researcher	biased	representations	of	Indigenous	

people	is	the	theme	of	Indigenous	data	sovereignty.	Indigenous	data	sovereignty	

asserts	that	Indigenous	people	have	the	right	to	govern	the	collection,	the	ownership	

and	the	application	of	their	data,	and	sees	data	as	a	cultural	and	economic	asset	

(Walter	et	al.,	2021).	Indigenous	data	sovereignty	focuses	on	the	collective	rights	of	

Indigenous	people	to	data	about	themselves,	their	lands	and	their	natural	resources.	

Indigenous	data	sovereignty	is	underpinned	by	the	inherent	right	of	Indigenous	people	

to	self-determination	and	governance	over	their	people,	land	and	resources	as	outlined	

in	the	United	National	Declaration	on	the	Rights	of	Indigenous	Peoples	(UNDRIP)	

(Taylor	&	Kukutai,	2016).	

Data	sovereignty	is	considered	fundamental	to	self-governance	and	Indigenous	

sovereignty	more	generally	(Taylor	&	Kukutai,	2016).	Currently	there	is	discussion	

regarding	Indigenous	data	sovereignty	for	the	Indigenous	people	of	New	Zealand,	

Australia,	Canada	and	the	United	States	(Rainie	et	al.,	2017).	Broad	agreement	exists	on	

the	requirement	for	data	that	meet	Indigenous	data	needs	and	aspirations,	including	

data	that	‘disrupt	deficit	narratives’,	is	disaggregated,	reflects	the	social,	political,	

cultural	and	historical	lived	experiences	of	Indigenous	peoples´	lives	and	addresses	

Indigenous	nation-building	agendas	(Rainie	et	al.,	2017;	Walter,	2018).	More	

specifically,	Walter	et	al.	(2021)	outline	the	key	requirements	of	Indigenous	data	as	

follows.	Comprehensive	and	nuanced	data	are	needed	to	inform	narratives	of	culture,	

community,	resilience	and	successes	of	Indigenous	people	(lifeworld	data),	rather	than	

an	almost	exclusive	focus	on	Indigenous/non-Indigenous	contrasts	that	pits	the	

problematic	Indigenous	person	against	the	normed	Australian.	Indigenous	data	also	
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need	to	include	data	that	recognise	cultural	and	geographic	diversity	to	assist	

community-level	planning	and	service	delivery	(disaggregated	data),	rather	than	data	

aggregated	at	the	national	or	state	level	implying	homogeneity.	Data	inclusive	of	the	

wider	social	structural	contexts	and	complexities	that	influence	Indigenous	outcomes	

(contextualised	data)	are	needed	rather	than	simplistic	decontextualised	data	focusing	

on	individuals	and	families	outside	their	specific	contexts.	In	addition,	data	addressing	

Indigenous	priorities	and	agendas	(Indigenous	priority	data)	are	important,	rather	

than	5D	data	that	focus	on	disadvantage,	disparity,	dysfunction,	difference	and	deficit,	

which	solely	reflect	government	priorities	(Walter	&	Suina,	2019).		

There	is	also	a	need	for	data	that	are	accessible	for	Indigenous	use,	rather	than	being	

exclusively	available	to	the	official	agencies	and	institutions	that	hold	the	data.	The	

issues	associated	with	unmet	Indigenous	data	needs	are	exacerbated	by	advances	in	big	

data	and	open	data	technologies	(Walter	et	al.,	2021).	Providing	Indigenous	people	

governance	over	their	own	data	would	allow	them	to	better	reflect	their	interests,	

values	and	priorities	in	research.	The	work	of	the	Albuquerque	Area	Southwest	Tribal	

Epidemiology	Centre	is	an	example	of	the	adoption	of	an	Indigenous-centred	approach	

to	tribal	health	data.	The	approach	includes	use	of	Indigenous	quantitative	

methodologies	and	demonstrates	the	successful	application	of	Indigenous	data	

sovereignty	(Suina	&	Chosa,	2021;	Walter	&	Suina,	2019).		

It	must	be	acknowledged	that	Australia´s	empirical	data	pertaining	to	its	Indigenous	

populations	are	‘second-to-none	internationally’	particularly	in	terms	of	its	

Indigenous-specific	nationally	representative	longitudinal	surveys	(Biddle,	2014b,	p.	

26).	The	Longitudinal	Surveys	of	Australian	Youth	(LSAY),	the	datasets	involved	in	

Studies	2	and	3	of	this	thesis,	contain	large	Indigenous	samples	and	are	representative.	

However,	there	is	much	work	to	be	done	if	future	LSAY	surveys	are	to	meet	Indigenous	

data	needs.	For	example,	the	LSAY	datasets	have	evidently	not	been	designed	to	allow	

for	data	collection	that	meaningfully	reflects	the	cultural	and	geographic	diversity	of	

Indigenous	Australian	groups.	The	imposed	category	of	‘Indigenous	status’	within	the	

LSAY	is	problematic,	as	it	ignores	the	diversity	of	contexts,	histories,	values	and	

languages	of	the	more	than	500	Indigenous	cultural	and	language	groups	that	exist	

across	Australia	(Parker	et	al.,	2021).	While	the	LSAY	datasets	are	used	by	academics	



 

64 
 

and	other	researchers	to	understand	and	explain	phenomena	relating	to	Indigenous	

Australians,	they	are	not	used	by	Indigenous	communities	for	their	own	purposes	of	

reflection	and	advocacy	(Biddle,	2014b).	In	addition,	the	lack	of	Indigenous	

involvement	in	LSAY	survey	design,	and	subsequent	analyses	of	data,	can	result	in	the	

prioritisation	of	outcomes	of	minimal	relevance	to	Indigenous	people,	while	outcomes	

of	greater	importance	are	marginalised	(Walter	&	Suina,	2019).	

4.3 Individual study designs 

After	determining	the	research	paradigm,	study	design	options	were	considered	to	

identify	the	most	effective	approach	for	answering	the	research	questions.	Johnson	and	

Christensen	(2012)	identified	qualitative,	quantitative	and	mixed	methods	as	the	three	

major	approaches	in	educational	research.	Quantitative	research	quantifies	variables,	

solves	problems	through	numeric	analysis,	and	involves	hypothesis	testing	to	find	the	

cause-and-effect	relation	between	variables.	As	quantitative	research	is	underpinned	

by	positivist	and	postpositivist	approaches,	a	quantitative	design	was	a	natural	fit	for	

this	research.	A	solely	qualitative	approach,	characterised	by	

constructivism/interpretivism,	was	deemed	misaligned	with	the	research	questions.	

The	option	of	employing	mixed-methods	research,	that	is,	combining	a	quantitative	

approach	with	a	qualitative	approach,	was	considered	in	terms	of	the	advantages	and	

disadvantages	of	a	qualitative	research	component.	Qualitative	research	allows	human	

behaviours	to	be	studied	holistically	through	in-depth	examination	(Eysis,	2016)	of	

people	and	their	contexts	(De	Vaus,	2014),	factual	and	descriptive	information	

(Johnson	&	Christensen,	2012),	and	non-predetermined	emergent	theory	(Maxwell,	

2013).	However,	due	to	the	non-generalisability	of	qualitative	findings	being	limited	to	

a	particular	group	(De	Vaus,	2014),	and	difficulties	with	replicability	of	potentially	

inconsistent	and	unreliable	data	(Atkins	&	Wallac,	2012),	a	quantitative	approach	was	

deemed	most	appropriate	to	answer	the	overarching	research	questions.	Moreover,	

this	research	thesis	emphasises	generalisability	and	applicability	of	findings,	with	a	

strong	interest	in	efficacy	and	sampling	efficiency.		

This	research	extends	the	use	of	intersectional	approaches	(as	discussed	in	more	detail	

in	Chapter	2),	once	exclusively	the	domain	of	qualitative	research,	into	quantitative	
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research.	While	quantitative	research	methods	have	been	under-utilised	for	this	

purpose,	they	offer	valuable	contributions	to	intersectionality	research,	through	

moderation	analyses,	moderated	mediation	analyses,	and	mixed-method	research,	

particularly	on	the	topic	of	social	equity	(Else-Quest,	2016a;	Else-Quest,	2016b).	Recent	

intersectional	research	focusing	on	race	(ethnicity)	and	gender	differences	in	

education	(Harris	&	Leonardo,	2018)	has	acknowledged	the	multiplicative	rather	than	

additive	effects	of	intersecting	variables	on	vulnerable	communities	(Harris	&	

Leonardo,	2018;	Nadal	et	al.,	2015).	This	finding	reinforces	that	a	quantitative	approach	

is	appropriate	to	address	the	research	questions	and	hypotheses	of	this	research.	

Moreover,	Walter	(2015)	notes,	intersectional	perspectives	for	Indigenous	issues	are	

critical.	For	these	reasons,	an	intersectional	quantitative	approach	was	adopted	in	this	

research.	

4.3.1 Use of secondary data 

Aligned	with	the	quantitative	research	approach	selected,	secondary	data	analysis	was	

chosen	as	the	main	methodological	approach.	Secondary	data	analysis	involves	re-

analysis	or	reinterpretation	of	existing	data	to	bring	about	new	perspectives	which	may	

adopt	novel	research	questions	and	may	be	conducted	by	those	other	than	the	original	

researchers	(Smith	&	Smith,	2008).	Numerous	methods	of	secondary	analysis	exist,	

including	the	exploration	of	aggregate	data	such	as	systematic	reviews	of	previously	

published	studies	and	manipulation	of	large-scale	complex	datasets.		

Using	secondary	data	has	limitations,	including	issues	of	incomplete	data,	inherent	

bias	and	non-specificity	to	researchers’	needs.	Some	of	these	limitations	can	be	

addressed	through	research	design.	Use	of	secondary	data	in	Studies	2	and	3	through	

use	of	the	Longitudinal	Surveys	of	Australian	Youth	(LSAY)	has	the	additional	

disadvantage	of	the	lack	of	diversity	of	data	pertaining	to	Indigenous	people	within	the	

datasets	and	a	lack	of	Indigenous-specific	measures.	Additionally,	as	secondary	data	

was	used,	there	was	arguably	a	lack	of	ability	to	adhere	to	the	principles	for	ethical	

conduct	in	research	with	Indigenous	people	(National	Health	and	Medical	Research	

Council,	2018)	as	they	relate	to	the	data	collection	process.	However,	I	believe	this	has	

been	offset	by	the	benefits	gleaned	by	extending	the	use	of	existing	data	and	not	

subjecting	Indigenous	communities	to	yet	more	research.	I	am	mindful	of	the	
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pervasive	construction	of	deficit	narratives	around	research	involving	Indigenous	

people.	As	such,	I	have	adopted	an	intersectional	approach	to	inform	understanding	of	

the	mechanisms	that	contribute	to	Indigenous	secondary	school	non-completion	and	

combat	the	surrounding	deficit	narratives.	Moreover,	this	thesis	directly	responds	to	

calls	for	greater	recognition	of	social	and	cultural	influences	on	secondary	school	

completion	in	educational	research,	intervention	and	policy	(Freeman	&	Simonsen,	

2015;	Rumberger,	2012).	

Despite	the	disadvantages,	the	advantages	gained	through	use	of	secondary	data	were	

enormous,	particularly	with	large	and	representative	datasets	that	provide	findings	

which	are	relevant	at	the	population	level.	The	decision	to	use	secondary	data	also	

recognises	the	lack	of	large-scale	quantitative	research	in	Indigenous	Australian	

research	(Craven	et	al.,	2016).	The	advantages	in	time	and	cost	efficiencies	allowed	

access	to	data	on	a	scale	that	would	have	been	impossible	to	replicate	through	first-

hand	data	collection.	Furthermore,	use	of	secondary	data	(i.e.,	through	use	of	the	LSAY	

datasets)	reduces	the	burden	of	participation	on	Indigenous	people	and	maximises	the	

use	of	previous	surveys	involving	Indigenous	data.	As	a	result,	secondary	data	as	an	

approach	allows	researchers	to	stand	on	the	shoulders	of	giants	(Gorard	&	Taylor,	

2004;	Smith	&	Smith,	2008).	Access	to	data	on	a	grand	scale	and	minimising	the	survey	

respondent	burden	on	Indigenous	people	through	use	of	secondary	data	is	the	primary	

rationale	for	selection	of	secondary	data	design	in	this	research.	This	approach	

provides	a	perspective	that	would	be	difficult,	if	not	impossible,	to	achieve	through	

other	methods.	Despite	the	aforementioned	limitations	and	given	the	nature	of	the	

research	questions,	use	of	secondary	data	was	deemed	appropriate	for	exploring	social	

issues	such	as	high	school	completion	and	educational	inequity,	where	special	groups,	

such	as	Indigenous	people,	are	of	particular	interest.			

4.3.2 Integration of Study 1, Study 2 and 3 

A	systematic	review	(Study	1)	looks	at	“existing	research	using	explicit,	accountable	

rigorous	research	methods”	(Gough	et	al.	2017,	p.	4)	and	is	compelling	as	it	investigates	

the	full	body	of	evidence	rather	than	trying	to	understand	studies	in	isolation	to	

answer	a	research	question	(Borenstein	et	al.,	2009).	The	generation	of	knowledge	to	

answer	questions	with	systematic,	accountable	and	rigorous	methods	allows	for	what	
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is	known	and	unknown	to	be	determined,	and	also	identifies	what	new	research	needs	

to	be	undertaken	to	address	currently	unanswered	questions	(Newman	&	Gough,	

2020).	The	prevalence	of	systematic	reviews	is	on	the	rise	due	to	increased	awareness	

of	the	limitations	of	single	studies,	the	desire	for	overarching	perspectives	of	the	

research	landscape,	and	the	increased	demand	for	empirical	evidence	to	guide	

educational	policy	and	decision-making	(Nelson	and	Campbell,	2017).	

One	limitation	of	conducting	a	systematic	review	is	that	the	original	data	of	studies	is	

generally	not	accessible.	Therefore,	conclusions	which	may	be	drawn	are	limited	to	the	

reported	variables	in	published	articles	(Marsh	et	al.,	2009).	Meta-analyses	are	

increasingly	being	used	in	the	social	sciences	to	statistically	synthesise	data	to	

understand	a	study´s	results	in	the	context	of	all	the	other	comparable	studies.	

However,	as	an	approach	for	Study	1,	a	meta-analysis	was	not	deemed	appropriate	due	

to	the	incompatibility	of	effect	sizes	from	multiple	outcome	variables,	small	study	

numbers	for	each	outcome,	and	in	some	instances,	incomplete	data.	Fortunately,	there	

are	alternatives	to	the	meta-analysis.	Alternative	approaches	vary	in	the	amount	of	

data	they	require	and	the	conclusions	and	hypotheses	that	can	be	drawn	from	their	

findings.	While	alternative	approaches	provide	limited	findings	compared	with	a	meta-

analysis,	they	are	superior	to	a	narrative	description	where	some	findings	are	given	

more	prominence	than	others	without	adequate	justification	(McKenzie	&	Brennan,	

2019).	In	Study	1,	a	systematic	review	drawing	on	the	approach	of	summarising	effect	

estimates,	as	outlined	in	the	Cochrane	Handbook	(McKenzie	&	Brennan,	2019)	was	

utilised	instead	of	a	meta-analysis.		

To	complement	the	systematic	review	(Study	1),	primary	studies	involving	large	

quantitative	databases,	amenable	to	testing	moderation	effects	and	conducting	more	

precise	investigations	beyond	describing	effect	sizes,	are	useful	for	interpreting	Study	1	

results	and	developing	new	areas	of	inquiry	(Marsh	et	al.,	2009).	As	such,	the	large-

scale	quantitative	data	analyses	of	Studies	2	and	3	offered	potential	to	substantiate,	

address	the	limitations,	and	build	upon	the	findings	of	Study	1,	particularly	as	Study	1	

was	a	systematic	review	in	the	absence	of	a	meta-analysis.	An	early	finding	of	Study	1	

was	that	the	focus	on	student	academic	self-concept	appeared	unduly	emphasised,	in	

line	with	the	scepticism	of	Parker	et	al.	(2021)	regarding	enhancing	academic	self-
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concept	to	assist	closing	the	gap	in	educational	attainment	for	Indigenous	youth,	

based	on	the	current	state	of	evidence.	Instead,	further	investigation	of	the	link	

between	socioeconomic	status	and	secondary	school	completion	was	considered	

warranted,	based	on	the	frequency	with	which	low	socioeconomic	status	impacts	

Indigenous	young	people,	and	the	lack	of	studies	investigating	the	intersectionality	of	

socioeconomic	status,	academic	self-concept	and	Indigenous	status	on	school	

completion.	Studies	2	and	3,	as	primary	studies,	provided	the	opportunity	to	undertake	

this	investigation.		

A	variety	of	approaches	are	available	to	explore	how	various	predictors	jointly	

contribute	to	the	process	of	school	dropout.	Examples	include	development	of	risk	

indexes	involving	composites	of	predictors	(e.g.,	Ferrara,	2015;	Jovanović	et	al.,	2017)	

and	the	creation	of	profiles	or	taxonomies	to	identify	types	of	dropout	(e.g.,	

McDermott	et	al.,	2018).	However,	testing	statistical	models	that	link	factors	together	

through	multilinear	regression	modelling	was	the	approach	selected	based	on	the	

advantages	of	this	approach	over	others.	The	main	advantage	of	multilinear	regression	

modelling	is	that	it	is	a	statistical	modelling	method	that	specifically	allows	the	

combining	of	predictor	variables	for	the	exploration	of	intersectionality.	Multilinear	

regression	also	allows	the	strength	of	the	interaction	relations	among	predictor	

variables	to	be	quantified	to	estimate	how	well	the	resulting	model	‘fits’	the	data	

(Kline,	2010).	Furthermore,	use	of	multilinear	regression	modelling	allows	the	weight	

of	specific	variables	to	be	determined	and	a	prediction	of	the	probability	of	school	non-

completion	to	be	made	based	on	a	combination	of	factors	specific	to	an	individual.	

4.4 Study 1 Methods: Systematic review 

The	main	aim	of	Study	1	was	to	address	how	sociodemographic	contexts	affect	the	

impact	of	academic	self-concept	on	adolescent	educational	outcomes,	as	outlined	in	

Chapter	3.	To	achieve	this,	a	systematic	review	of	the	literature	was	conducted	to	

summarise	the	magnitude	of	effects	estimates	of	academic	self-concept	across	

numerous	studies	and	a	diverse	participant	range.	As	discussed	in	the	literature	review	

(Chapter	2),	much	of	the	research	on	academic	self-concept	in	relation	to	educational	

outcomes	does	not	specifically	consider	the	moderation	effects	on	academic	self-
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concept	of	varying	sociodemographic	factors.	While	some	studies	have	begun	

investigating	the	relations	between	self-concept	and	ethnicity,	country	level	

differences,	and	gender	(e.g.,	Parker	et	al.,	2019c),	little	work	has	investigated	the	

intersection	of	Indigenous	status	and	self-concept	with	socioeconomic	status.	As	

outlined	previously,	a	vast	amount	of	educational	research	targets	the	role	of	cognitive	

and	psychological	factors,	particularly	student	academic	achievement,	and	to	a	lesser	

degree	academic	self-concept.	However,	many	researchers	have	highlighted	that	the	

social	and	cultural	context	in	which	students	live	and	learn	(Freeman	&	Simonsen,	

2015)	are	often	not	adequately	addressed	in	psychological	and	educational	research.	

Study	1	responds	to	the	research	gap	identified.		

As	a	systematic	review,	Study	1	followed	the	methods	outlined	by	the	Cochrane	

approach	for	systematic	reviews	(Higgins	et	al.,	2019).	Consistent	with	the	approach,	

the	protocol	of	the	review	was	registered	on	Prospero,	an	international	register	of	

prospective	systematic	reviews	(registration	number:	CRD42019128170).	The	eligibility	

criteria	for	study	inclusion	in	the	review	are	outlined	below,	along	with	an	overview	of	

how	searches	for	potentially	eligible	studies	were	conducted	and	how	title	and	abstract	

screening	of	studies	has	been	conducted.	

4.4.1 Eligibility criteria  

For	inclusion	in	this	review,	studies	needed	to	demonstrate	a	quantitative	relation	

between	an	academic-self	competency	variable	(e.g.,	academic	self-concept	or	

expectancy	for	academic	success)	and	one	measure	of	educational	outcome	(e.g.,	high	

school	completion	or	student	engagement).	Studies	also	needed	to	have	full-text	

available	in	English	to	ensure	extracted	data	was	accurate.	Studies	derived	from	meta-

analyses	and	other	study	reviews	were	not	included.	Participants	needed	to	be	school-

aged,	that	is	approximately	between	the	ages	of	4	and	18,	or	school	attendance	needed	

to	be	demonstrated.	Student	populations	with	special	needs,	such	as	mental	or	

physical	disabilities	were	excluded,	unless	they	were	present	as	part	of	a	broader	

sample	not	separated	from	the	mainstream	class	environment.	No	restrictions	were	

applied	to	publication	date	or	type	to	enhance	the	breadth	of	the	review.	Studies	

completed	at	any	time	before	the	date	of	the	search	were	included	irrespective	of	
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whether	they	were	published	or	not,	in	an	effort	to	reduce	publication	bias.	(Appendix	

A	provides	the	full	eligibility	criteria	for	Study	1).	

4.4.2 Searches  

A	number	of	electronic	databases	were	used	to	conduct	searches:	PyschINFO,	Web	of	

Science,	Education	Resources	Information	Centre	(ERIC),	and	ProQuest	Sociology.	

Search	terms	included	terms	that	identified	competency-based	self-concepts;	that	is,	

variations	of	the	term	‘academic	self-concept’	such	as	‘competency	belief’,	‘perceived	

competence’,	‘self-efficacy’,	‘self-esteem’,	‘self-belief’	and	‘expectancies’.	Variations	of	

the	term	‘educational	outcome’	were	searched;	such	as,	‘school	completion’,	‘dropout’,	

‘school	attendance’,	and	‘student	engagement’	(see	Appendix	B	for	search	terms	and	

strategy).		

Initially,	I	selected	the	keywords	from	the	study	research	questions	and	searched	for	

them	in	Google	Scholar	to	retrieve	related	papers.	Reference	lists	of	the	papers	were	

also	searched	for	target	papers.	Having	identified	several	target	papers,	I	extracted	the	

potential	search	terms	that	were	used	to	guide	the	database	searches.	Search	terms	

were	identified	in	titles,	abstracts	and	keywords.	References	from	studies	included	in	

the	review	were	also	explored	to	identify	other	potentially	relevant	studies	not	

previously	identified	through	the	database	search	process.	Figure	4.1	shows	the	study	

inclusion	process.		
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Figure 4.1: Flow diagram of the study selection process 

4.4.3 Selection of studies  

Reference	list	and	database	searches	yielded	potentially	eligible	papers	of	studies	for	

review	inclusion.	The	papers	were	exported	into	EndNote	and	duplicate	papers	

removed.	Three	researchers	independently	screened	titles	and	abstracts.	Studies	were	

not	included	where	there	was	researcher	agreement	that	title	and	abstract	information	

did	not	meet	eligibility	criteria.	After	duplicates	were	removed,	9253	were	screened	by	

three	researchers	at	the	title	and	abstract	level.	In	total,	95	full-text	papers	were	

reviewed.	For	all	remaining	studies,	full-text	versions	were	acquired	and	then	assessed	

against	the	eligibility	criteria.	Disagreement	between	researchers	regarding	inclusion	

was	resolved	through	discussion.	There	were	17	papers	meeting	the	criteria	for	

inclusion	in	the	review.	The	inter-rater	reliability	of	full	text	screening	was	high	(k	=	

.89).	
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4.4.4 Data collection process  

After	determining	which	studies	would	be	included	in	the	review,	three	researchers	

extracted	summary	data	from	each	study.	The	data	extracted	from	each	study	included	

the	following:	1)	study	descriptive	information	(i.e.,	study	title,	authors,	year	of	

publication,	study	source	(e.g.,	peer	reviewed	journal,	book	chapter),	country	of	study,	

study	type	(cohort,	cross-sectional));	2)	study	participants	(i.e.,	socioeconomic	status	

grouping	(%)),	ethnicity	group	(%),	Indigenous	comparison	(Y	or	N),	gender	(%),	

sample	size,	females	in	the	sample	(%),	school	grade,	age	range,	age	(mean,	standard	

deviation),	type	of	school	(public,	private,	religious,	metropolitan,	regional);	3)	study	

detail	(i.e.,	study	research	question	relating	to	moderation/mediation	analysis,	

sampling	procedure,	number	of	measurement	timepoints);	4)	independent	variable	

(including	independent	variable	measure	(including	items),	independent	variable	

measure	reliability	(Cronbach´s	α);	5)	outcome	variable	(including	outcome	variable	

measure	(including	items)	and	outcome	measure	reliability	(Cronbach´s	α);	6)	

moderator/mediator	variable	(including	moderator/mediator	measure	(including	

items),	moderator/mediator	measure	reliability	(Cronbach´s	α),	type	of	

moderation/mediation	analysis,	control	variables,	moderation/mediation	

measurement	units);	7)	results	(including	the	statistical	result	examining	the	effect	of	a	

moderator/mediator	on	the	relation	between	an	academic	self-concept	variable	and	

educational	outcome	variable,	other	emergent	study	results).	Data	extracted	from	the	

studies	were	based	on	recommendations	made	by	the	Cochrane	approach	for	

systematic	reviews	(Higgins	et	al.,	2019).		

4.4.5 Risk of bias  

A	variety	of	tools	assess	the	risk	of	reporting	bias.	However,	different	tools	have	

different	limitations	in	terms	of	scope,	how	risk	of	bias	judgements	are	made	and	

measuring	risk	of	bias	(Page	et	al.,	2021).	As	this	study	investigated	both	longitudinal	

and	cross-sectional	studies,	peer-reviewed	quality	assessment	tools	appropriate	to	both	

study	types	were	used.	A	risk	of	bias	assessment	checklist	was	made	using	a	set	of	10	

questions	derived	from	two	separate	instruments	for	the	purpose	of	ease	of	use	and	

comprehensiveness.	The	first	instrument	was	the	critical	appraisal	tool,	AXIS,	

developed	by	Downes	et	al.	(2016)	to	assess	the	quality	of	cross-sectional	studies.	
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Farrah	et	al.	(2019)	identified	this	tool	as	commonly	used	in	non-randomised	studies.	

The	second	tool	was	the	Critical	Appraisal	Skills	Program	(CASP)	tool	for	longitudinal	

studies	(CASP,	2018),	which	is	one	of	the	most	accepted	tools	for	cross-sectional	

studies	(Sanderson	et	al.,	2007).	The	systematic	review	of	risk	of	bias	tools	by	Farrah	et	

al.	(2019)	demonstrates	both	tools	to	be	commonly	used	for	non-randomised	studies.	

Of	the	set	of	10	questions	selected,	nine	questions	were	directly	relevant	to	both	types	

of	study	and	one	question	was	specific	to	cohort	design	studies	only.	The	full	criteria	

used	in	the	assessment	of	risk	of	bias	are	included	in	Appendix	C.	Two	reviewers	

assessed	the	risk	of	bias	of	included	studies	independently.	Discrepancies	relating	to	

risk	of	bias	between	reviewers	were	resolved	through	discussion.	

4.4.6 Summary measures  

Summary	measures	that	were	used	within	the	included	studies	were	standardised	

regression	analysis	coefficient	(β),	correlation	coefficient	(r),	chi-square	statistic	(with	1	

degree	of	freedom)	("!)	and	eta-squared	statistic	(h!).	Firstly,	all	of	the	results	were	

transformed	into	a	correlation	effect	size	(r).	Peterson	and	Brown´s	(2005)	formula	was	

used	to	convert	β	to	r.	Rosenberg´s	(1994,	2010)	formula	was	used	to	convert	"!	to	r	
and	the	transformation	from	h!	to	r	was	also	conducted	based	on	Lenhard	and	

Lenhard’s	(2016)	recommendations.	While	combining	beta	coefficients	with	varying	

metrics	(e.g.,	correlations)	may	be	a	limitation	(given	the	number	of	covariates	

considered	in	multivariate	analysis	differs	across	studies	in	general),	a	beta	coefficient	

may	be	converted	to	r	if	it	is	within	the	range	of	-.50	to	.50	(Bowman,	2012;	Peterson	&	

Brown,	2005).	None	of	the	beta	coefficients	were	outside	this	range.	Effect	sizes	were	

then	corrected	for	attenuation	(Charles,	2005)	with	the	reported	measure	internal	

consistency	(i.e.,	Cronbach´s	alpha).	Where	this	was	not	reported,	.70	was	used	to	

estimate	reliability	of	the	measure	based	on	the	method	used	by	Vasconcellos	and	

colleagues	(2020).	The	effect	sizes	were	then	transformed	to	Fisher´s	z,	to	account	for	

the	strong	dependence	of	variance	on	the	correlation	(Borenstein,	2009)	for	analysis,	

and	reversed	back	to	r	to	present	findings	(adjusted	effect	sizes).	Calculations	were	

preformed	and	then	cross-checked	by	a	second	researcher.	Effect	sizes	were	defined	as	

greater	than	0.1	is	weak,	greater	than	0.3	is	moderate,	and	greater	than	0.5	is	strong	

based	on	Cohen	(1988).			
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4.4.7 Publication bias  

Studies	reporting	high	effect	sizes	have	a	greater	likelihood	of	being	published	than	

studies	that	report	lower	effect	sizes	(Ellis,	2010).	As	studies	that	are	published	are	

more	likely	to	end	up	in	a	systematic	review	than	unpublished	studies,	the	systematic	

review	is	likely	to	reflect	the	bias	in	the	literature.	This	publication	bias	can	mean	that	

effect	sizes	are	inflated	in	systematic	reviews.	Publication	bias	is	best	determined	using	

a	funnel	plot	(Sterne,	2008)	which	generally	requires	more	studies	than	were	included	

for	each	of	the	outcomes	in	the	review.	As	a	result,	publication	bias	was	not	calculated.		

4.4.8 Synthesis of results  

This	systematic	review	allowed	the	effects	of	academic	self-concept	on	a	variety	of	

educational	outcomes	to	be	synthesised,	across	many	studies	and	diverse	participant	

populations.	Researchers	in	school	completion	and	dropout	often	neglect	to	provide	

sufficient	information	regarding	the	ethnic	minority	status	or	socioeconomic	status	of	

study	participants	(Freeman	&	Simonsen,	2015).	In	addition,	researchers	often	do	not	

indicate	differences	in	self-concept	for	the	different	demographic	categories	within	a	

sample,	but	instead	provide	average	self-concept	differences	across	the	whole	sample	

(Marsh	et	al.,	2009).	The	poor	comparability	of	study	findings	due	to	inadequate	

reporting	of	participant	demographic	and	other	details,	along	with	varying	outcome	

variables	and	the	omission	of	diverse	participant	samples,	produced	inadequate	

statistical	power	to	perform	a	meta-analysis	for	moderation	effects	(Borenstein	et	al.,	

2009).	As	the	number	of	studies	using	similar	comparison	groups	or	outcome	measures	

was	small,	a	quantitative	synthesis	of	findings	through	meta-analysis	was	deemed	

inappropriate	in	terms	of	producing	meaningful	results.	Instead,	as	recommended	in	

the	Cochran	Handbook	(Higgins	et	al.,	2019),	summary	tables	were	created	for	

moderators	and	mediators.	Based	on	the	GRADE	approach	for	grading	certainty	of	

evidence	(Atkins	et.	al.,	2004;	Guyatt	et.	al.,	2008;	Guyatt	et.	al.	2011;	Schünemann	et	

al.,	2003;	Schünemann	et.	al.,	2006),	the	studies	were	classified	as	low	or	medium	

certainty	of	evidence	due	to	potential	bias	associated	with	their	observational	nature	

(lack	of	randomisation,	i.e.,	confounding	and	selection	bias;	Schünemann	et.	al.,	2021).	

Certainty	of	evidence	was	informed	by	the	presence	and	absence	of	the	specific	design	

and	implementation	features	of	the	studies,	derived	from	AXIS	(Downes	et	al.,	2016)	
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and	CASP	(CASP,	2018)	tools.	This	approach	allowed	reviewers	to	rate	the	evidence	in	

terms	of	certainty	of	evidence.	Results	of	the	review	were	reported	(see	Chapter	5)	in	

line	with	the	PRISMA	(Preferred	Reporting	Items	for	Systematic	Review	and	Meta-

analyses)	guidelines	(Moher	et	al.,	2015).	

4.4.9 Summary 

The	methodology	of	Study	1	followed	the	Cochrane	approach	for	systematic	reviews	

(Higgins	et	al.,	2019)	and	involved	reviewing	current	literature	and	summarising	the	

magnitude	of	effects	estimates	of	academic	self-concept	across	numerous	studies	and	a	

diverse	range	of	participants	on	various	educational	outcomes.	A	protocol	for	the	

review	was	developed	including	the	search	process	and	inclusion	criteria.	Database	

searches	(PyschINFO,	Education	Resources	Information	Centre	(ERIC),	ProQuest	

Sociology	and	Web	of	Science)	were	conducted	and	9,564	records	identified.	Title	and	

abstract	screening	by	three	researchers	produced	95	studies	eligible	for	full-text	

screening.	After	full-text	screening,	a	further	78	studies	were	excluded,	resulting	in	17	

studies	included	in	the	quantitative	synthesis	yielding	20	effect	sizes.	Risk	of	study	bias	

was	conducted	based	on	a	set	of	questions	derived	from	the	Downs	and	colleagues	

(2016)	AXIS	tool	for	longitudinal	studies,	and	from	the	CASP	tool	(CASP,	2018).	The	

GRADE	approach	was	then	used	for	grading	certainty	of	evidence	(Atkins	et.	al.,	2004;	

Guyatt	et.	al.,	2008;	Guyatt	et.	al.	2011)	and	results	reported	in	line	with	the	PRISMA	

guidelines	(Moher	et	al,	2015).	

4.5 Study 2 Methods: Statistical modelling  

Study	2	builds	on	the	findings	of	Study	1	and	aimed	to	comprehensively	test	whether	

the	relation	between	socioeconomic	status	and	secondary	school	completion	varies	for	

different	student	groups,	as	described	in	Chapter	3.	This	study	addresses	the	

overarching	research	question:	Does	high	socioeconomic	status	facilitate	secondary	

school	completion	to	the	same	degree	for	everyone,	including	Indigenous	and	non-

Indigenous	students,	and	students	with	varying	levels	of	academic	self-concept?	To	

answer	this,	I	conducted	a	multilinear	regression	modelling	analysis	of	a	large	and	

representative	longitudinal	sample	to	quantify	the	strength	of	the	interaction	effects	

among	specific	predictors.	As	highlighted	in	Chapter	2,	research	on	school	completion	
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(Freeman	&	Simonsen,	2015;	Rumberger	&	Rotermund,	2012)	and	academic	self-

concept	often	does	not	fully	take	into	account	the	sociodemographic	settings	of	young	

people.	While	some	studies	have	investigated	relations	between	academic	self-concept	

and	ethnicity	(e.g.,	Bodkin-Andrews,	Denson	&	Bansel,	2013),	and	country	level	

differences	(e.g.,	Marsh	et	al.,	2018),	and	gender	(e.g.,	Parker	et	al.,	2019c),	little	

research	has	investigated	the	intersection	of	Indigenous	status	and	socioeconomic	

status,	and	of	academic	self-concept	and	socioeconomic	status	in	relation	to	school	

completion.	Given	the	nature	of	the	research	question,	multilinear	regression	

modelling	analysis	is	particularly	appropriate	as	generalised	conclusions	can	be	

obtained	more	easily	than	with	other	methods.	Study	2	followed	Lumley’s	(2011)	

methodology	for	analysis	of	complex	surveys	using	R,	a	statistical	programming	

language	(R	Core	Team,	2020).	This	section	provides	an	overview	of	the	study	

participants,	the	dataset	and	sampling	process	used	in	the	study.	Measures	included	in	

the	analyses	are	described.	Finally,	the	data	analysis	methodology	is	outlined,	

including	data	preparation	with	weights,	addressing	missing	data,	model	selection	and	

validity	testing.		

4.5.1 Participants  

This	study	used	a	nationally	representative	and	large-scale	longitudinal	Australian	

database,	the	Longitudinal	Survey	of	Australian	Youth	(LSAY),	an	extension	of	the	

Programme	for	International	Student	Assessment	(PISA),	to	explore	the	data	and	test	

for	moderation	effects.	LSAY	follows	cohorts	of	young	people	from	the	age	of	15,	

contacting	them	once	a	year	for	10	years	until	age	25.	LSAY	is	Australian	government	

funded	and	has	been	running	since	the	mid-1970s,	collecting	data	on	the	education,	

training,	employment	and	social	development	of	young	people	as	they	transition	from	

adolescence	to	adulthood.	The	sample	used	in	this	study	came	from	the	LSAY	2003	

cohort	(N	=10,370;	50.82%	male).	In	the	2003	cohort	(weighted),	87.2%	of	participants	

were	Australian	born	and	2.1%	of	those	identified	as	Indigenous	Australians.	Most	

participants	(72.1%)	lived	in	metropolitan	areas.		

The	sample	had	the	following	characteristics	relating	to	participant	secondary	school	

completion.	The	sample	(N	=	9378)	had	7662	participants	who	completed	Year	12	and	

1716	participants	who	left	school	without	completing	Year	12.	While	124	of	the	191	
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Indigenous	Australian	students	in	the	sample	completed	Year	12,	67	left	school	without	

completing	Year	12.	The	2003	cohort	was	selected	as	it	contained	the	variables	needed	

to	explore	the	research	questions.	Data	for	achievement,	academic	self-concept	and	

socioeconomic	status	was	derived	from	the	first	wave	of	the	data	collection,	while	the	

Year	12	non-completion	variable	was	based	on	participants’	reports	of	whether	they	left	

school	without	completing	Year	12,	measured	at	each	subsequent	wave	while	

participants	were	at	secondary	school.		

4.5.2 Sampling  

The	first	wave	of	the	2003	cohort	participated	in	the	PISA	sampling,	conducted	by	the	

OECD.	PISA	sampling	used	a	complex	two-stage	clustered	sampling	design.	In	the	first	

stage,	the	sampling	approach	involved	selection	of	schools	based	on	a	probability	

proportional	to	school	size,	where	larger	schools	were	more	likely	to	be	chosen.	The	

sample	comprised	355	schools	from	all	Australian	states	and	territories.	The	sample	

was	designed	to	be	representative	of	students	across	Australia	in	terms	of	

state/territory,	school	sector,	and	metropolitan/regional.	The	second	stage	of	sampling	

resulted	in	the	random	selection	of	a	set	number	(50)	of	non-Indigenous	students	from	

all	possible	15-year-old	adolescents	at	each	sampled	school.	At	schools	with	fewer	than	

the	set	number	of	students,	all	15-year-olds	were	selected.	In	addition,	at	each	selected	

school	all	of	the	Indigenous	15-year-old	students	were	sampled.	Indigenous	students	

were	oversampled,	along	with	students	from	areas	with	fewer	participants,	to	allow	

representative	results	to	be	produced	for	Indigenous	status	and	state	(NCVER,	2010,	

2017;	Rutkowski	&	Rutkowski.,	2013).	Every	selected	student	was	then	given	a	

demographics	questionnaire	along	with	a	subset	of	cognitive	items.	Follow-up	

telephone	interviews	of	the	LSAY	questionnaire	were	conducted	with	subsets	of	the	

original	PISA	respondents	annually	(NCVER,	2010,	2018).		

4.5.3 Measurements  

The	predictor	variables	included	in	the	analysis	are	outlined	below.	

Academic	self-concept.	In	this	study,	the	academic	self-concept	item	included	was	

drawn	from	the	second	wave	of	the	LSAY	data.	The	second	wave	included	the	general	

academic	self-concept	item	“compared	with	most	of	the	students	in	your	year	level	at	
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school,	how	well	are	you	doing	in	your	school	subjects	overall?”	Question	responses	

were	measured	on	a	5-point	Likert	scale	-	very	well	(1),	better	than	average,	about	

average,	not	very	well,	and	very	poorly	(5).	This	item	draws	on	social	comparison,	one	of	

the	three	components	of	self-concept	(Parker	et	al.,	2019b),	in	which	individuals	

compare	their	performance	against	others	(Van	Zanden	et	al.,	2015).	The	social	

comparison	component	of	self-concept	has	been	demonstrated	to	be	stronger	than	

temporal	and	dimensional	components	of	self-concept	(Muller-Kalthoff	et	al.,	2017).			

Socioeconomic	status.	Socioeconomic	status	was	measured	using	participant	

responses	to	a	series	of	questions	relating	to	the	socioeconomic	status	of	their	parents.	

More	specifically,	it	was	measured	using	the	PISA	Economic,	Social	and	Cultural	Status	

(ESCS)	scale,	a	composite	score	based	on	three	sets	of	indicators	from	PISA	2003	(wave	

1	of	the	LSAY	2003	dataset).	These	sets	of	indicators	were	highest	parental	education	

(highest	number	of	years	of	parental	education	according	to	the	International	

Standard	Classification	of	Education),	highest	status	of	parental	occupation	and	a	

measure	of	household	possessions.	The	household	possessions	index	comprised	three	

sub-indices:	family	wealth	possessions,	cultural	possessions	and	home	education	

resources,	including	a	measure	of	the	number	of	books	at	home	(OECD,	2005,	2012;	

Rutkowski	&	Rutkowski.,	2013).	

Measures	of	socioeconomic	status	are	generally	based	on	income,	education	and	

occupational	status.	However,	the	presence	of	specific	household	items	in	the	ESCS	

scale	are	used	as	a	proxy	for	family	wealth	as	no	direct	income	measure	is	available	

(OECD,	2017;	Rutkowski	&	Rutkowski.,	2013).	Students	are	considered	

socioeconomically	advantaged	if	they	are	among	those	with	high	values	on	the	ESCS	

index,	while	socioeconomically	disadvantaged	students	are	those	with	low	values.	High	

socioeconomic	status	was	defined	as	the	mean	ESCS	value	plus	one	standard	deviation,	

and	low	socioeconomic	status	was	defined	as	the	mean	ESCS	value	minus	one	standard	

deviation	from	the	2003	dataset.	ESCS	index	values	have	been	standardised	such	that	

the	mean	is	zero	and	the	standard	deviation	is	1.	Although	generally	accepted	as	having	

sufficient	validity,	available	evidence	indicates	that	the	ESCS	measure	has	error	

associated	with	the	lack	of	concordance	between	student	and	parent	responses	on	the	

same	items	concerning	parents’	occupation	and	parents’	education	level	in	some	
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countries	(Adams	&	Wu,	2002;	Rutkowski	&	Rutkowski,	2010;	Rutkowski	&	Rutkowski.,	

2013;	Schulz,	2006).	In	addition,	Lim	and	Gemici	(2011)	highlight	that	the	need	for	

multi-country	adjustment	of	the	ESCS	variable	for	PISA	makes	the	variable	less	reliable	

when	it	is	considered	exclusively	in	the	Australian	context.		

Academic	achievement.	Student	academic	achievement	was	measured	by	the	PISA	

achievement	tests	in	mathematics,	reading,	and	science	(see	OECD,	2004	for	

additional	information).	These	assessments	involved	open,	closed,	and	multiple-choice	

questions	to	measure	some	realms	in	each	academic	domain.	The	test	of	science	ability	

measured	student	ability	to	describe,	explain,	predict	and	interpret	scientific	evidence,	

and	understand	scientific	investigation.	The	mathematics	achievement	test	measured	

academic	competency	in	the	following	mathematic	realms:	quantity,	change	in	

relationships,	uncertainty,	space	and	shape.	The	reading	achievement	test	assessed	the	

ability	to	retrieve,	explain	and	reflect	on	information.	Matrix	sampling	and	item	

response	theory	was	used	in	the	academic	ability	assessment	to	create	five	plausible	

values	for	each	student´s	achievement	in	each	domain.	These	plausible	values	were	

used	to	generate	a	measure	of	prior	academic	achievement	by	summing	the	five	

plausible	values	multiplied	by	the	student	weight,	then	calculating	the	average	of	the	

partial	results	of	each	value,	as	outlined	in	Laukaityte	and	Wiberg	(2017).	

Indigenous	status.	Student	Indigenous	status	was	measured	by	how	they	responded	

to	the	question:	“Are	you	of	Aboriginal	or	Torres	Strait	Islander	origin?”	In	this	

instance,	students	identifying	as	being	of	Indigenous	Australian	or	Torres	Strait	

Islander	heritage	responded	with	1.	Students	not	identifying	as	being	of	Indigenous	

Australian	or	Torres	Strait	Islander	heritage	responded	with	0.	

Gender.	In	determining	gender,	responses	were	1	for	male	and	2	for	female.		

The	outcome	variable	included	in	the	analysis	is	outlined	below.	

School	non-completion.	The	measure	of	secondary	school	non-completion	in	this	

study	is	a	derived	variable	based	on	adolescent	reports	of	whether	they	left	secondary	

school	before	completing	Year	12.	Reports	of	not	leaving	school	prior	to	completing	

Year	12	mean	the	adolescent	continued	at	school	until	the	end	of	the	Year	12	school	
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year.	Participants	may	have	reported	that	they	completed	Year	12	without	having	

successfully	gained	a	Year	12	certificate.	If	it	were	indicated	that	the	young	person	had	

left	school	before	completing	Year	12,	they	scored	a	one	on	the	“left	school	before	

completing	Year	12”	non-completion	measure,	in	contrast	to	Year	12	completers	(scored	

zero).	This	variable	is	aligned	with	the	frequently	referenced	Year	12	‘retention	rate’,	a	

measure	of	school	participation	at	the	time	of	the	annual	census	conducted	mid-year,	

instead	of	a	measure	of	school	completion	to	the	standard	needed	to	achieve	the	Year	

12	certificate	(Homel	et	al.,	2012).	

4.5.4 Data analysis  

The	analysis	involved	multilinear	regression	modelling	to	investigate	possible	

moderation	effects	of	a	third	variable	(that	is,	academic	self-concept	and	Indigenous	

status)	on	the	relation	between	a	predictor	variable	(socioeconomic	status)	and	an	

outcome	variable	(school	non-completion).	The	method	to	determine	moderation	in	

this	study	follows	the	original	approach	outlined	by	Judd	and	Kenny	(1981)	and	Baron	

and	Kenny	(1986)	that	was	subsequently	advanced	by	Muller	and	colleagues	(2005)	and	

Edwards	and	Lambert	(2007).	The	model	shown	in	Figure	4.2	below	has	three	causal	

paths	to	the	outcome	variable	(school	non-completion).	These	paths	are	the	impact	of	

the	independent	variable	as	a	predictor	(path	a),	the	impact	of	the	moderator	(path	b),	

and	the	interaction	(or	the	product)	of	both	path	a	and	path	b	(path	c).	The	hypothesis	

of	moderation	is	supported	if	the	interaction	(indicated	as	path	c)	is	shown	to	be	

significant.		

 

 

 

 

 

 

 

 Figure 4.2: Moderation model 
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Weights.		LSAY	used	complex	sampling	procedures	in	its	data	collection	that	involved	

oversampling	of	Indigenous	groups	and	students	from	areas	with	fewer	participants	to	

ensure	data	that	was	representative	of	the	Australian	population.	To	address	the	

associated	issues,	a	number	of	weighting	procedures	were	used.	Sample	weights	

addressed	sampling	bias	by	reflecting	the	original	sample	design	and	ensuring	the	

sample	had	the	same	distribution	as	the	population	from	which	it	was	drawn.	Student	

attrition	from	samples	was	a	problem,	so	attrition	weights	were	used	to	address	item	

non-responses	by	matching	sample	and	sample	population	distributions	(NCVER,	

2010,	2018).	In	addition,	schools	were	the	primary	unit	of	measurement	in	the	dataset.	

To	address	the	challenges	this	presented,	replicate	weights	were	used	to	ensure	the	

accuracy	of	the	standard	errors.	Replicate	weights	were	provided	by	the	survey	

organisers.	For	a	full	explanation	on	LSAY	survey	weights,	see	Lim	(2011).	

Data	manipulations	were	conducted	using	R	(as	outlined	in	Lumley,	2011).	The	R	

function	“svyglm”	allowed	for	the	fit	of	a	generalised	linear	model	to	the	LSAY	dataset	

involving	complex	weighted	survey	data.	Svyglm	uses	inverse-probability	weighting	

and	design-based	standard	errors	(Lumley	&	Scott,	2017)	to	achieve	this.	All	variables	

in	the	model	were	scaled	based	on	given	weights	in	the	survey.	

Generalised	linear	modelling.	As	the	model	is	designed	to	predict	only	two	

categorical	outcomes	in	the	dependent	variable	(0	=	school	completion,	1	=	school	non-

completion)	the	analysis	involved	binary	logistic	regression.	With	only	two	categorical	

outcomes,	the	dependent	variable	does	not	have	a	normally	distributed	error.	As	a	

result,	binomial	generalised	linear	model	(GLM)	with	logit	(logistic	regression)	link	

was	selected	to	predict	the	probability	of	dropout	(binary	logistic	regression	GLM	with	

logit	link).	The	quasi-binomial	was	selected	over	the	binomial	GLM	in	R,	as	it	had	an	

extra	parameter	that	accounted	for	the	additional	variance	resulting	from	use	of	

weights	in	the	survey.		

Initially,	the	2003	dataset	was	filtered	to	eliminate	missing	and	invalid	data.	The	initial	

sample	was	reduced	to	account	for	attrition	from	the	first	LSAY	wave	to	the	second	

wave,	after	which	there	was	minimal	missing	data.	A	focus	was	placed	on	school	



 

82 
 

continuation	and	completion	rates	from	LSAY	wave	2.	This	focus	was	due	to	the	steep	

attrition	in	the	following	LSAY	waves	and	the	relatively	modest	number	of	Indigenous	

students	in	the	initial	sample,	and	avoided	underpowered	tests	of	the	study	

hypotheses.	The	vast	majority	of	participants	were	in	Grade	10	during	the	first	wave,	

with	school	continuance	from	Grade	10	to	11	being	particularly	crucial	(see	Ciarrochi	et	

al.,	2017).	As	a	result,	the	analytical	focus	on	waves	1	to	2	was	a	pragmatic	way	of	

addressing	the	data.	Acknowledging	students	may	stay	at	school	in	wave	2	but	drop	

out	in	the	subsequent	waves,	information	on	school	continuance	and	completion	in	

the	waves	3	to	5	of	the	LSAY	sample	were	utilised	to	update	the	primary	outcome	

variable	(last	observation	carried	backward)	to	maintain	definitional	integrity.	Due	to	

attrition,	much	of	the	sample	in	the	later	waves	was	missing.	To	account	for	this,	we	

include	a	missing	by	attrition	flag	(1	for	missing	at	wave	5,	0	otherwise)	to	the	models.	

Selected	variables	identified	as	potential	moderators	were	extracted	from	the	dataset,	

along	with	socioeconomic	status	as	the	independent	variable	and	school	non-

completion	as	the	outcome	variable.	Analysis	was	conducted	to	determine	relations	

between	the	variables	while	controlling	for	prior	academic	achievement.		

4.5.5 Summary 

Multilinear	regression	modelling	was	used	in	Study	2	drawing	on	the	methods	outlined	

by	Lumley	for	complex	surveys	in	R	(Higgins	et	al.,	2019).	The	sample	was	drawn	from	

the	LSAY	2003	cohort	(N	=10,370;	50.82%	male).	The	first	wave	of	data	collection	

involved	PISA	sampling,	conducted	by	the	OECD,	using	a	complex	two-stage	clustered	

sampling	design.	A	multilinear	regression	modelling	analysis	was	conducted	using	a	

binomial	generalised	linear	model	with	logit	link.	Variable	measures	used	in	the	

analysis	were	academic	self-concept,	socioeconomic	status,	academic	achievement,	

Indigenous	status,	gender	and	school	non-completion.	A	number	of	survey	weights	

were	applied	including	sample	weights,	attrition	weights	and	replicate	weights	based	

on	Lim	(2011)	to	address	issues	associated	with	the	complex	sampling	procedure.	

4.6 Study 3 Methods: Statistical modelling  

Study	3	supports	and	extends	the	findings	of	Study	2	and	aimed	to	test	the	moderation	

effect	of	a	significant	national-level	policy	change	on	secondary	school	completion	as	
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outlined	in	more	detail	in	Chapter	3.	Study	3	responds	to	the	question:	Do	national-

level	policy	changes	relating	to	school-leaving	age	facilitate	secondary	school	

completion	to	the	same	degree	for	everyone,	including	Indigenous	and	non-

Indigenous	students,	and	students	with	varying	levels	of	academic	self-concept?	The	

policy	changes	involved	an	increase	in	age	at	which	young	people	are	legally	able	to	

leave	compulsory	secondary	schooling	from	15	to	17	years	across	Australian	states	and	

territories.	The	focus	of	Study	3	was	investigating	the	role	of	the	policy	change	on	

school	completion	rates	of	Indigenous	young	people	compared	with	non-Indigenous	

youth	and	also	on	students	with	high	and	low	academic	self-concept,	and	the	

implications	of	the	policy	intervention	on	the	Australian	government´s	policy	objective	

of	‘closing	the	gap’	in	school	completion	between	Indigenous	and	non-Indigenous	

youth.	Study	3	also	tested	the	generalisability	of	potential	findings	of	Study	2.	

4.6.1 Participants 

The	sample	used	in	Study	3	came	from	the	LSAY	2009	cohort	(N	=	14251;	48.90%	male).	

In	the	2009	cohort	(weighted),	87.3%	of	participants	were	Australian	born	and	3.2%	of	

those	identified	as	Indigenous	Australians.	Most	of	the	sample	(74.8%)	lived	in	

metropolitan	areas.	The	2009	cohort	used	in	this	study	(N	=	8759)	had	the	following	

characteristics	relating	to	participant	secondary	school	completion:	8181	participants	

completed	Year	12	and	519	left	school	without	completing	Year	12.	The	sample	had	492	

Indigenous	Australian	students.	While	433	of	the	Indigenous	students	completed	Year	

12,	59	left	school	without	completing	Year	12.	The	LSAY	2009	cohort	was	selected	for	

this	study	as	it	contained	the	appropriate	variables	to	explore	the	study	research	

questions	and	allowed	for	analysis	of	the	effect	of	the	major	policy	change	

implemented	between	the	2003	and	2009	cohort	samples.	In	addition,	use	of	this	

sample	allowed	for	the	replicability	of	Study	1	effects	to	be	tested	given	the	consistency	

in	measures.	Data	for	achievement,	academic	self-concept,	and	socioeconomic	status	

was	derived	from	Wave	1	of	data	collection,	while	the	Year	12	non-completion	variable	

was	based	on	participants’	reports	of	whether	they	left	school	without	completing	Year	

12,	measured	at	each	subsequent	wave	while	participants	were	at	secondary	school.	
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4.6.2 Sampling 

The	same	sampling	procedures	were	used	in	the	2009	cohort	in	this	study,	as	in	the	

2003	cohort.	The	first	wave	of	the	2009	cohort	participated	in	PISA	sampling,	using	a	

complex	two-stage	clustered	sampling	design.	The	first	sampling	stage	involved	

selection	of	schools	based	on	a	probability	proportional	to	school	size,	where	larger	

schools	are	chosen	with	higher	likelihood.	The	2009	sample	comprised	353	schools	

from	all	states	and	territories	and	was	designed	to	be	representative	of	Australian	

students	in	terms	of	distribution	across	state/territory,	school	sector	and	

metropolitan/regional.	The	second	sampling	stage	involved	random	selection	of	a	set	

number	of	non-Indigenous	students	(48)	from	all	possible	15-year-old	adolescents	at	

each	school	sampled.	Like	the	2003	sample,	all	Indigenous	15-year-old	students	were	

sampled	at	each	school,	and	at	schools	with	fewer	than	the	set	number	of	students,	all	

15-year-olds	were	selected.	Again,	Indigenous	students	and	students	from	areas	with	

fewer	participants	were	oversampled,	to	allow	representative	results	(OECD,	2005,	

2012;	Rutkowski	&	Rutkowski.,	2013;	NCVER,	2010,	2018).	All	selected	students	were	

given	a	demographics	questionnaire	with	a	component	of	cognitive	items.	Follow-up	

telephone	interviews	of	the	LSAY	questionnaire	were	conducted	with	subsets	of	the	

original	PISA	respondents	annually	(NCVER,	2010,	2018).		

4.6.3 Measurements 

The	same	variables	were	derived	from	the	LSAY	2009	sample	as	were	derived	from	the	

LSAY	2003	sample	in	Study	2.	The	predictor	variables	were	academic	self-concept,	

socioeconomic	status,	academic	achievement,	Indigenous	status	and	gender.	The	

academic	self-concept	item	was	“compared	with	most	of	the	student	in	your	year	level	

at	school,	how	well	are	you	doing	in	your	school	subjects	overall?”	The	item	was	drawn	

from	the	second	wave	of	the	data.	Responses	to	the	question	were	measured	on	a	5-

point	Likert	scale	-	very	well	(1),	better	than	average,	about	average,	not	very	well,	and	

very	poorly	(5).	Socioeconomic	status	was	measured	using	the	PISA	Economic,	Social	

and	Cultural	Status	(ESCS)	scale,	a	composite	score	based	on	three	sets	of	indicators	

from	PISA	2009;	that	is,	highest	parental	education	(highest	number	of	years	of	

parental	education	according	to	the	International	Standard	Classification	of	

Education),	highest	status	of	parental	occupation	and	a	measure	of	household	
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possessions.	High	socioeconomic	status	was	defined	as	the	mean	ESCS	value	plus	one	

standard	deviation,	and	low	socioeconomic	status	was	defined	as	the	mean	ESCS	value	

minus	one	standard	deviation	from	the	2003	dataset.	Student	academic	achievement	

was	measured	by	the	PISA	achievement	tests	in	mathematics,	reading,	and	science	(see	

OECD,	2004	for	additional	information).	As	in	Study	2	student	Indigenous	status	was	

determined	by	the	response	to	the	question:	“Are	you	of	Aboriginal	or	Torres	Strait	

Islander	origin?”	Gender	was	also	measured	in	the	same	way	as	in	Study	2.	The	

outcome	variable	was	school	non-completion	and	was	a	derived	variable	based	on	

whether	participants	report	that	they	left	school	before	completing	Year	12.	This	is	

presumed	to	mean	they	remained	at	school	until	the	end	of	the	school	year,	and	

participants	may	have	reported	that	they	completed	Year	12	without	having	gained	a	

Year	12	certificate.	For	more	details	about	the	specific	measures	used	in	the	Study	3	

statistical	data	analysis,	please	refer	to	the	‘Measurements’	section	4.5.3	under	Study	2	

Methods	–	Statistical	modelling.	

4.6.4 Data analysis 

The	analysis	involved	multilinear	regression	modelling	to	investigate	possible	

moderation	effects	of	a	third	variable	on	the	relation	between	a	predictor	variable	

(socioeconomic	status)	and	an	outcome	variable	(school	non-completion)	in	a	very	

similar	process	as	used	in	Study	2.	For	more	detail	on	the	data	analysis	process	for	

Study	3,	including	selection	of	the	binomial	generalised	linear	model	(GLM)	with	logit	

(logistic	regression)	link,	missing	data	and	use	of	sample,	attrition	and	replicate	

weights	to	maintain	the	representativeness	of	the	sample,	please	refer	to	the	previously	

outlined	‘Data	analysis’	section	4.5.4	under	‘Study	2	Methods	–	Statistical	modelling’.	

4.6.5 Summary 

Multilinear	regression	modelling	was	used	in	Study	3	drawing	on	the	methods	outlined	

by	Lumley	for	complex	surveys	in	R	(Higgins	et	al.,	2019),	as	in	Study	2.	The	sample	

was	drawn	from	the	LSAY	2009	cohort	(N	=	14251;	48.90%	male).	The	first	wave	of	data	

collection	involved	PISA	sampling	conducted	by	the	OECD,	using	a	complex	two-stage	

clustered	sampling	design.	A	multilinear	regression	modelling	analysis	was	conducted	

using	a	binomial	generalised	linear	model	with	logit	link.	Variable	measures	used	in	
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the	analysis	were	academic	self-concept,	socioeconomic	status,	academic	achievement,	

Indigenous	status,	gender	and	school	non-completion.	A	number	of	survey	weights	

were	applied	including	sample	weights,	attrition	weights	and	replicate	weights	based	

on	Lim	(2011),	to	address	issues	associated	with	the	complex	sampling	procedure.	The	

findings	of	Study	3	were	compared	with	those	of	Study	2,	to	determine	the	impact	

(moderation	effect)	on	school	completion	of	implementing	a	policy	to	increase	the	

compulsory	school	leaving	age	to	17	years	(from	15	years).	Study	3	findings	were	also	

compared	to	those	of	Study	2	to	replicate	and	generalise	findings.	

4.7 Chapter summary 

The	research	methodology	was	informed	by	a	postpositivist	worldview	which	rejects	

the	basic	premise	of	positivism,	that	of	independence	existing	between	the	researcher	

and	the	researched.	Rather	postpositivism	acknowledges	that	the	values	of	the	

researcher	influence	what	is	observed.	Within	this	paradigm,	a	conflict	perspective	was	

adopted.	A	conflict	perspective	is	based	on	the	idea	that	society	is	unequal	due	to	the	

conflict	between	different	groups	and	the	associated	distribution	of	power.	In	this	

thesis,	my	sociocultural	position	as	a	non-Indigenous	researcher	has	been	made	

explicit	to	help	minimise	the	associated	bias	all	too	common	to	research	conducted	by	

non-Indigenous	researchers	and	involving	Indigenous	participants.	Indigenous	data	

needs	and	the	importance	of	Indigenous	data	sovereignty	were	discussed	along	with	

associated	limitations	of	the	LSAY	datasets	used	in	Studies	2	and	3.	The	pros	and	cons	

of	using	secondary	data	sources	in	the	research	were	discussed.		

Next	the	method,	including	detail	of	the	specific	study	designs,	measures	used	and	

dataset	details	were	presented.	Study	1	involved	a	systematic	review	to	synthesise	the	

effects	of	potential	moderators	and	mediators	of	the	relation	between	academic	self-

concept	and	a	variety	of	school	completion	related	educational	outcomes	across	the	

literature.	Study	2	involved	a	multilinear	regression	modelling	analysis	of	a	large	

longitudinal	and	representative	dataset,	to	test	the	relation	between	socioeconomic	

status	and	school	completion	as	it	applies	to	Indigenous	adolescents	compared	to	their	

similarly	achieving	non-Indigenous	peers,	and	for	students	with	low	compared	to	those	

with	high	academic	self-concept	while	controlling	for	prior	academic	achievement.	
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Study	3	also	involved	a	multilinear	regression	modelling	analysis	of	a	second	large	

longitudinal	and	representative	dataset	to	validate	and	build	on	the	findings	of	the	

previous	two	studies.	Study	3	explored	the	impact	of	policy	changes	on	school	

completion	rates	of	Indigenous	adolescents,	including	whether	the	policy	contributes	

to	‘closing	the	gap’	between	Indigenous	and	non-Indigenous	school	completion	rates.		
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Chapter 5: 
Results of Study 1 

Does academic self-concept facilitate secondary school completion to the same degree for 

everyone, including for students from diverse social and demographic backgrounds?  

5.1 Introduction 

This	chapter	presents	the	results	from	Study	1,	which	investigated	academic	self-concept	

as	a	predictor	of	educational	outcomes	related	to	school	non-completion,	with	a	focus	on	

the	influence	of	social	and	cultural	factors.	Study	1	answers	the	questions:	“what	factors	

have	been	demonstrated	to	moderate	the	relation	between	a	young	person´s	academic	

self-concept	and	their	educational	outcomes?”	and	“what	factors	have	been	demonstrated	

to	mediate	the	relation	between	a	young	person´s	academic	self-concept	and	their	

educational	outcomes?”	This	study	also	explored	“do	sociodemographic	factors	moderate	

the	relation	between	a	young	person´s	academic	self-concept	and	their	educational	

outcomes?”	In	addition,	this	study	investigated	whether	socioeconomic	status	and/or	

Indigenous	status	contribute	significantly	to	the	role	of	positive	academic	self-concept	in	

assisting	young	people	to	successfully	complete	high	school.	This	chapter	presents	the	

answers	to	Study	1´s	research	questions	(outlined	in	Chapter	3).	

First,	the	characteristics	of	the	studies	included	in	this	review	are	provided,	followed	by	

details	of	an	assessment	of	the	strength	of	evidence	for	included	studies.	The	

demonstrated	interaction	effects	and	indirect	effects,	indicating	moderation	and	
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mediation	respectively,	are	then	presented.	To	answer	the	research	questions	of	this	

study,	findings	are	presented	in	a	series	of	tables,	and	further	elaborated	in	the	discussion	

(Chapter	7).	

5.2 Characteristics of studies 

Seventeen	studies	met	the	inclusion	criteria	(see	Chapter	4)	and	included	48,597	young	

people	from	Year	3	to	beyond	Year	12.	One	study	involved	primary	school	student	

participants	(Yeung	et	al.,	2013)	while	all	others	involved	secondary	school	students.	Of	

the	eight	studies	reporting	whether	participants’	schools	were	rural	or	urban,	four	studies	

drew	participants	from	exclusively	urban	schools,	two	utilised	exclusively	rural	schools,	

and	the	remaining	two	studies	included	a	mix	of	both.	The	majority	of	studies	sampled	

across	two	year-levels	of	schooling.	Questionnaires	were	generally	administrated	by	

school	staff	or	researchers,	and	data	were	drawn	from	school	records	as	required.	Most	of	

the	studies	were	undertaken	in	the	United	States.	However,	studies	conducted	in	

Australia,	Germany,	Canada,	Singapore	and	Portugal	were	also	included.	All	studies	were	

published	over	the	last	20	years,	from	2003	to	2018,	with	more	than	half	published	since	

2015.	Due	to	the	nature	of	the	research	questions,	all	included	studies	were	observational	

by	nature	and	included	surveys.	Of	these,	three	were	longitudinal	cohort	studies	while	14	

had	a	cross-sectional	design.	Studies	were	categorised	by	the	presence	of	moderation	or	

mediation	effects,	and	the	results	of	the	studies.	The	characteristics	of	the	studies	

included	in	this	review	are	provided	in	Table	5.1.	
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Table 5.1: Characteristics of included studies 

Citation	 Participant	description	 Independent	variables/Outcome	variables	

	 n	 %	Female	 School	stage	 Country	 Urban/	
rural	

SES	 %	Ethnic	
minority	

%	
Indigenous	

	

Cohort	 	 	 	 	 	 	 	 	 	

Peguero	&	
Shaffer	(2015)	

11820	 50.6	 Year	10	onwards	 United	States	 –	 –	 46.7	 0	 Academic	self-efficacy	/	Secondary	school	dropout	

Phan	et	al.	
(2016)	

284	 43.0	 Year 11 
(Mage=16.5 years) 

Australia	 –	 –	 50.0	 0	 Academic self-efficacy (Pintrich et al., 1991, 1993)/Academic 
engagement (adapted from Fredrick et al., 2005; Suárez-
Orozco et al., 2009) 
 

Taboada	
Barber	et	al.	
(2017)	

123	 51.0	 Grade	6	and	7	 United	States	 Urban	 Low	 63	 0	 Student self-perceptions/Behavioural engagement (Skinner et 
al., 2008), behavioural disaffection (Skinner et al., 2008), 
emotional engagement (Skinner et al., 2008), emotional 
disaffection (Skinner et al., 2008) 
 

Wang	&	
Eccles	(2013)		

1157	 52.0	 Year	7	and	8	 United	States	 –	 Normal	

distribution	

68	 0	 Academic self-concept (adapted from the expectancy and 
value scales developed by Eccles et al., 1993)/School 
engagement (behavioural) based on Finn and Voelkl, (1993), 
Pintrich (2000), Skinner and Wellborn (1994) 

Cross-sectional	 	 	 	 	 	 	 	 	

Bergeron	et	al.	
(2011)	

2360	 51.8	 12	to	15	years	
(Mage=13.8	years)	

Canada	 –	 High	and	

low	

–	 –	 Competence beliefs in math (derived from Janosz and 
Bouthillier (2004), Ntamakiliro et al. (2000), competence 
beliefs in English arts/Dropout intention 
 

Bodkin-
Andrews,	
O’Rourke	&	
Craven	(2010)	

1369	 49.8	 Year	7	to	12			
(Mage=13.8	years)	

Australia	 Rural	 –	 –	 14.4	 Mathematics self-concept (Marsh et al. 2005), verbal self-
concept (Marsh et al. 2005)/Absenteeism, aspirations to 
complete Year 12 (Craven et al. 2005) 
 

Chong	et	al.	

(2018)	

3776	 51.6	 Grade	7	and	8	
(Mage=13.6	years)	

Singapore	 –	 –	 37	 0	 Academic self-efficacy (Bandura, 2006; Midgley et al., 
2000)/Behavioural engagement (Glanville & Wildhagen, 
2007) 
 

Fan	&	Wolters	
(2014)	

16194	 48.0	 Year	10	and	12	
(approx.	age	16	to	
18	years)	

United	States	 –	 –	 56	 –	 Math academic ability belief, English academic ability 
belief/School dropout 



 

92 
 

Citation	 Participant	description	 Independent	variables/Outcome	variables	

	 n	 %	Female	 School	stage	 Country	 Urban/	
rural	

SES	 %	Ethnic	
minority	

%	
Indigenous	

	

Fredricks	et	
al.	(2018)	

3833	 52.1	 Year	6	to	Year	12	 United	States	 –	 Low	(35.2%)	 33.9	 –	 Expectancy beliefs of success in math and 
science/Behavioural engagement, cognitive engagement, 
emotional engagement, social engagement 

Guo	et	al.	
(2016)	

1868	 53.1	 Year	9,	mean	age	
14.6	years	

Germany	 –	 –	 –	 –	 Math self-concept/Teacher-rated behavioural engagement in 
math, student self-reported effort in math 

Hardré	et	al.	
(2009)	

414	 62.0	 Year	9	to	Year	12,	
14	to	19	years	

United	States	 Rural	 –	 31	 9	 Perceived competence (derived from Tschannen-Moran et al. 
(1998) and Greene & Miller (1996)/Engagement and effort 
(Hardré et al., 2007), Intention to persist at school (Hardré & 
Reeve, 2003), adapted from Vallerand et al. (1997)  
 

McInerney	
(2003)	

1103	 49.1	 Year	7,	8	and	9,	
mean	13	years	

Australia	 Rural/	
urban	

–	 75.5	 24.5	 Negative self-esteem, positive self-esteem, general academic 
self-concept, English self-concept, math self-concept/School 
attendance 

Pan	et	al.	
(2017)	

938	 52.3	 Mean	age	=	16.5	
years	

United	States	 Urban	 Low	(33%)	 81.1	 5.1	 Student academic self-efficacy (Schaufeli & Leiter, 
1996)/Academic engagement (emotional) (Li & Lerner, 
2013), Academic engagement (cognitive) (Li & Lerner, 2013)  
 

Raufelder	et	
al.	(2015)	

1088	 53.9	 Year	7	and	8,	12	to	
15	years	

Germany	 –	 –	 –	 –	 Individual school self-concept (Schöne et al., 2002)/School 
belonging (OECD, 2003), Emotional school engagement 
(Skinner et al., 2008), Behavioural school engagement 
(Skinner et al., 2008) 

Saunders	
(2004)	

243	 56.0	 Year	10,	15	to	18	
years	

United	States	 Urban	 Low	(52%)	 100	 0	 Academic self-efficacy (Bachman, 1970)/Intention to 
complete school (Ajzen, 1991) 

Veiga	et	al.	
(2015)	

685	 56.8	 Year	6	to	10,	11	to	
17	years	

Portugal	 Urban	 –	 –	 –	 Self-concept (intellectual and school status) (Piers & 
Herzberg, 2002)/Student engagement at school (cognitive; 
affective; behavioural; and personal agency) (Veiga, 2013) 
 

Yeung	et	al.	
(2013)	

1342	 54.9	 Year	3	to	Year	6,	
10	to	13	years	

Australia	 Urban/ru
ral	

–	 18	 18	 School self-concept, reading self-concept, math self-concept 
(all from Marsh, 1990a, 1990b)/Participation (Leithwood et 
al., 1999) 

Notes.	n=sample	size,	%	female=percentage	of	females	in	sample,	Country=country	in	which	study	undertaken,	SES=socioeconomic	status,	%	ethnic	minority	=percentage	of	societal	ethnic	
minority	group	in	sample,	%	Indigenous=percentage	of	Indigenous	students	in	sample,	M=mean,	Independent	variables=independent	variables	in	each	study,	Outcome	variables=outcome	
variables	in	each	study,	–	=information	was	not	provided	or	insufficient	information	was	provided.		
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The	socioeconomic,	ethnic	and	Indigenous	status	of	participants	varied	across	studies,	

although	some	studies	did	not	provide	this	information.	Participant	socioeconomic	status	

was	reported	in	just	under	half	of	the	studies	(41%).	Where	reported,	the	percentage	of	

participants	from	low	socioeconomic	backgrounds	varied	from	33%	to	71%	across	

samples.	Of	the	studies	reporting	socioeconomic	status,	four	studies	indicated	they	

controlled	for	socioeconomic	status,	and	only	Bergeron	and	colleagues	(2011)	tested	

socioeconomic	status	as	a	moderator	variable.	While	most	studies	reported	some	measure	

of	student	ethnicity,	three	studies	(18%)	did	not	(Bergeron	et	al.,	2011;	Guo	et	al.,	2016:	

Raufelder	et	al.,	2015).	Almost	half	of	the	studies	(47%)	involved	samples	with	at	least	

three	different	ethnic	groups.		

Five	studies	made	an	ethnic	group	comparison	(including	an	Indigenous	comparison)	and	

four	studies	controlled	for	ethnicity	(Chong	et	al.,	2018;	Fredricks	et	al.,	2018;	Pan	et	al.,	

2017;	Wang	et	al.,	2013).	Approximately	a	third	of	all	studies	(five),	collected	data	relating	

to	student	Indigenous	status.	While	Fan	and	Wolters	(2014)	included	Indigenous	students	

in	the	category	of	other	minority	ethnic	groups,	Indigenous	students	were	specifically	

excluded	from	Peguero	and	Shaffers’	(2015)	study.		Three	studies	conducted	an	

Indigenous	versus	non-Indigenous	comparison	(Bodkin-Andrews,	O’Rourke	&	Craven.,	

2010;	McInerney	et	al.,	2003;	Yeung	et	al.,	2013).	

The	measures	of	effect	varied	across	studies,	as	did	measures	of	key	variables.	The	

majority	of	studies	demonstrated	effect	sizes	with	standardised	regression	analysis	

coefficients	(β),	while	some	studies	used	chi-square	statistics	(with	1	degree	of	freedom)	

("!),	correlation	coefficients	(r),	and	eta-squared	statistics	(h!).	One	study	reported	

correlation	coefficients	and	confidence	intervals,	seven	studies	reported	correlation	

coefficients	and	standard	errors,	while	13	studies	reported	on	p-values.	All	studies	

involved	different	measures	of	academic	self-concept	in	terms	of	academic	competency	

beliefs	or	expectancy.	While	general	academic	competency	was	the	most	common	

measure	used	across	studies,	five	measures	targeted	perceived	ability	or	expectancies	in	

mathematics	(Bergeron	et	al,	2011;	Bodkin-Andrews,	O’Rourke	&	Craven,	2010;	Fan	&	
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Wolters,	2014;	Fredricks	et	al.,	2018;	Guo	et	al.,	2016;	McInerney,	2003;	Yeung	et	al.,	2013)	

and	four	measures	targeted	perceived	ability	in	literacy/language	(Bergeron	et	al.,	2011;	

Bodkin-Andrews,	O’Rourke	&	Craven,	2010;	Fan	&	Wolters,	2014;	McInerney,	2003;	Yeung	

et	al.,	2013).	The	outcome	variables	of	studies	included	school	dropout,	attendance	or	

absenteeism,	effort	and	various	types	of	engagement.	Additional	emergent	outcome	

variables	were	student	intention	to	dropout,	and	student	intention	to	complete	secondary	

school.	Engagement	was	the	most	common	outcome	variable	investigated	with	variations	

of	behavioural,	cognitive,	emotional,	social,	and	personal	agency	engagement	measured	

over	11	studies.	While	four	studies	involved	intention	or	aspiration	to	complete	Year	12	as	

an	outcome	measure,	only	two	studies	measured	secondary	school	dropout	or	non-

completion.			

Of	the	17	studies,	12	tested	the	moderation	(interaction)	effects	and	five	tested	mediation	

(indirect)	effects.	Of	the	studies	involving	moderation	effects,	four	studies	used	a	measure	

of	general	academic	self-concept	as	the	independent	variable,	three	used	a	measure	of	

general	academic	self-efficacy,	and	six	used	subject-based	self-competence	measures	

(mathematics	predominantly,	along	with	language	and	social	studies).	The	most	

commonly	measured	outcome	variable	in	seven	of	the	12	studies	testing	moderation,	was	

student	engagement,	which	involved	various	measures	of	engagement,	including	the	

Behavioural	and	Emotional	Engagement	and	Disaffection	Scale	(Skinner	et	al.,	2008),	the	

Math	and	Science	Engagement	Scales	(Wang	et	al.,	2016),	student	self-reported	effort	in	

math	(from	OECD,	2003),	the	Academic	Engagement	Scale	(Li	&	Lerner,	2013),	and	

Student´s	Engagement	in	School	(Veiga	et	al.,	2013).	Other	outcome	variables	measured	

were	student	dropout	(Peguero	&	Shaffer,	2015),	intention	to	dropout	or	complete	

(Bergeron	et	al.,	2011;	Bodkin-Andrews,	O’Rourke	&	Craven,	2010;	Saunders	et	al.,	2004)	

and	student	attendance/absence	(Bodkin-Andrews,	O’Rourke	&	Craven,	2010;	McInerney,	

2003).		

Of	the	17	studies,	five	tested	mediation	(indirect)	effects.	Of	these,	two	studies	used	a	

general	measure	of	academic	self-efficacy	(Chong	et	al.,	2018;	Phan	et	al.,	2016)	as	the	
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independent	variable	while	the	others	used	general	or	specific	subject-based	competency	

measures	(i.e.,	mathematics	or	English).	The	most	common	outcome	variables	in	studies	

testing	mediation	were	measures	of	engagement,	and	included	behavioural	engagement	

(Glanville	&	Wildhagen,	2007),	the	School	Engagement	and	Effort	Scale	(Hardré	et	al.,	

2007),	academic	engagement	in	mathematics	(adapted	from	multiple	measures),	

emotional	and	behavioural	engagement	(based	on	Skinner	et	al.,	2008),	and	school	

belonging	(from	OECD,	2005).		

As	previously	mentioned	in	Chapter	4,	the	studies	did	not	demonstrate	sufficient	

homogeneity	to	conduct	a	meaningful	meta-analysis	due	to	effect	sizes	from	multiple	

outcome	variables,	small	study	numbers	for	each	outcome,	and	in	some	instances,	

incomplete	data.	Studies	could	not	be	aggregated	meaningfully	as	the	outcome	variables	

differed	across	the	small	number	of	studies.	In	place	of	a	meta-analysis,	a	systematic	

review	summarising	effect	estimates,	as	outlined	in	the	Cochrane	Handbook	(McKenzie	&	

Brennan,	2019)	was	conducted.		

5.3 Risk of bias within studies 

The	17	studies	used	in	this	review	were	observational	studies;	that	is,	either	cross-

sectional	or	cohort	studies.	Based	on	the	GRADE	approach	for	grading	certainty	of	

evidence	(Atkins	et.	al.,	2004;	Guyatt	et.	al.,	2008;	Guyatt	et.	al.	2011;	Schünemann	et	al.,	

2003;	Schünemann	et.	al.,	2006),	these	studies	were	classified	as	having	either	‘low’	or	

‘moderate’	certainty	of	evidence	due	to	potential	bias	associated	with	their	observational	

nature	(lack	of	randomisation,	i.e.,	confounding	and	selection	bias;	Schünemann	et.	al.,	

2021).	In	addition,	the	certainty	of	evidence	ratings	were	influenced	by	the	presence	or	

absence	of	specific	study	design	and	implementation	factors,	derived	from	the	AXIS	

(Downes	et	al.,	2016)	and	the	Critical	Appraisal	Skills	Programme	(CASP,	2018)	quality	

assessment	process.	More	specifically,	these	factors	are	as	follows:	presence	of	a	focused	

research	question;	clearly	stated	study	design;	external	validity	such	as	appropriate	

sampling	procedure;	clearly	defined	and	measured	predictor	variable;	internal	validity	

including	identification	and	treatment	of	confounding	variables;	clearly	defined	and	
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measured	outcome	variable;	clearly	demonstrated	methods	to	determine	statistical	

significance	and	precision	estimates;	and	identification	and	appropriate	management	of	

missing	data.	The	presence	of	these	factors	in	each	study	is	outlined	in	Table	5.2.		

All	17	studies	had	a	clearly	focused	research	question	in	terms	of	the	population	studied,	

and	predictors	and	outcomes	addressed.	However,	for	a	number	of	studies,	the	relevant	

findings	were	secondary	study	findings,	i.e.,	the	research	questions	of	the	study	did	not	

target	moderation	or	mediation	effects	between	the	key	variables.	

While	all	studies	demonstrated	a	clearly	articulated	study	design,	two	included	studies	

had	a	less	than	ideal	design	for	determining	the	specific	information	relevant	to	this	

review	(Phan	et	al.,	2016;	Raufelder	et	al.,	2015).		

The	appropriateness	of	sampling	also	varied	across	studies	with	over	half	(62%)	indicating	

selection	bias	compromised	the	generalisability	of	findings	and	limited	external	viability;	

for	example,	through	non-representative	sampling.	Non-reporting	of	the	ethnic	or	

socioeconomic	diversity	of	the	sample	was	evident	in	65%	of	studies.	Approximately	one	

quarter	of	studies	did	not	record	the	ethnicity	of	the	sample	and	just	under	half	did	not	

record	participant	socioeconomic	background.	A	particularly	relevant	and	universal	

source	of	bias	within	all	studies	limiting	the	certainty	of	evidence	was	the	omission	of	

fully	disengaged	and	non-school-attending	young	people	from	all	study	samples.	An	

additional	bias	in	study	design	was	the	predominance	of	secondary	school	samples	in	

contrast	to	younger	samples.	Only	one	of	the	17	studies	included	a	primary	school-aged	

sample,	while	most	focused	on	mid	to	late	secondary	school	(Years	9,	10,	11	and	12).	As	a	

result,	effects	across	all	young	people	may	be	underestimated,	which	is	pertinent	given	

recent	research	suggesting	the	role	of	early	childhood	education	in	increasing	secondary	

school	graduation	rates	(McCoy	et	al.	2017).	The	sizes	of	study	samples	varied	

considerably,	ranging	between	123	and	16,194	participants.	Over	half	of	the	studies	(11)	had	

sample	sizes	greater	than	1000.		
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Table 5.2: Consensus risk of bias for studies with effects 

Citation	 Overall	Risk	

of	Bias	(ROB)	

Focused	

question	

Clear	study	

design	

External	

validity	

Predictor	

variable	

Internal	

validity	

Outcome	

variable	

Statistical	

significance	

Missing	data	

Cohort	 	 	 	 	 	 	 	 	 	

Wang	&	Eccles	(2013)		 +	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	

Peguero	&	Shaffer	(2015)	 +	 Y	 Y	 Y	 Y	 Y	 Y	 N	 Y	

Phan	et	al.	(2016)	 –	 Y	 N	 N	 Y	 ?	 Y	 Y	 Y 

Cross-sectional	 	 	 	 	 	 	 	 	

Fredricks	et	al.	(2018)	 +	 Y	 Y	 ?	 Y	 Y	 Y	 Y	 Y 

Guo	et	al.	(2016)	 +	 Y	 Y	 Y	 Y	 Y	 N	 Y	 Y 

Fan	&	Wolters	(2014)	 +	 Y	 Y	 N	 Y	 Y	 Y	 Y	 Y 

Chong	et	al.	(2018)	 +	 Y	 Y	 N	 Y	 ?	 Y	 Y	 Y	

Bodkin-Andrews,	O’Rourke	&	
Craven,	2010)	

+	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 N	

Raufelder	et	al.	(2015)	 –	 Y	 N	 Y	 Y	 N	 Y	 Y	 Y	

Bergeron	et	al.	(2011)	 –	 Y	 Y	 N	 Y	 Y	 Y	 Y	 ?	

Veiga	et	al.	(2015)	 –	 Y	 Y	 N	 Y	 N	 Y	 Y	 Y	

Hardre	et	al.	(2009)	 –	 Y	 Y	 N	 Y	 N	 Y	 Y	 Y	

McInerney	(2003)	 –	 Y	 Y	 N	 Y	 Y	 Y	 N	 N	

Notes.	+	=	moderate	ROB	/	medium	quality	of	evidence	(<50%),	–	=	high	ROB	/	low	quality	of	evidence	(>50%,	?=Information	not	provided	
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In	all	studies,	the	definition	and	measurement	of	the	predictor	variable	was	provided	and	

appropriate	to	measure	bias	to	some	degree.	Most	predictor	variables	were	derived	at	

least	in	part	from	existing	questionnaires	and	involved	between	three	and	10	items.	

Numerous	studies,	however,	didn´t	provide	sufficient	detail	regarding	how	the	predictor	

variable	was	measured.	For	seven	of	the	25	predictor	measures	used	across	all	studies,	the	

source	of	the	measure	was	not	identified.	Almost	all	study	measures	included	measures	of	

internal	consistency	(Cronbach's	alpha)	of	between	.85	and	.95,	commonly	described	as	

“high”	or	“good”	(Taber,	2018).	However,	it	must	be	noted	that	Cronbach´s	alpha	is	not	a	

measure	of	questionnaire	reliability,	despite	being	commonly	used	for	this	purpose	

(Taber,	2018;	Webb	et	al.,	2006).		

In	12	of	the	17	studies,	confounding	variables	were	identified	and	accounted	for	in	the	

analyses.	Studies	most	commonly	controlled	for	socioeconomic	status	and	gender.	

However,	in	five	studies	confounding	variables	were	not	identified	nor	addressed,	

reducing	the	quality	of	evidence	of	these	studies.		

In	all	studies	the	definition	and	measurement	of	outcome	variables	were	provided	and	

varied	in	terms	of	associated	risk	of	bias.	The	outcome	variables	of	some	studies	were	

student	self-report	measures,	such	as	emotional	engagement	(e.g.,	Pan	et	al.,	2017;	

Taboada	Barber	et	al.,	2017),	engagement	and	effort	(Hardré	et	al.,	2009),	completion	

aspirations	(e.g.,	Bodkin-Andrews,	O’Rourke	&	Craven,	2010),	and	dropout	intention	(e.g.,	

Bergeron	et	al.,	2011;	Hardré	et	al.,	2009;	Saunders	et	al.,	2004).	However,	other	outcome	

variables	were	more	objective,	such	as	teacher-rated	behavioural	engagement	in	

mathematics	(Guo	et	al.,	2016),	school	attendance	rates	(McInerney,	2003),	and	school	

completion	rates	as	determined	by	high	school	enrolment	status	(e.g.,	Fan	&	Wolters,	

2014;	Peguero	&	Shaffer,	2015).	Objectively	measurable	outcomes	carry	more	weight	than	

subjective	self-report	measures	in	demonstrating	quality	of	evidence	(Rosen	et	al.,	2017).	

Of	the	subjectively	measured	outcomes,	the	majority	involved	or	were	derived	from	one	

or	more	existing	scales	and	involved	four	or	more	items.	The	validation	status	of	the	

measures,	or	of	the	tools	from	which	the	measures	were	derived	from,	was	not	indicated	
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in	any	of	the	studies.		In	six	studies,	items	used	to	measure	outcome	were	not	derived	

from	existing	scales,	and	four	studies	provided	insufficient	information	in	this	regard.	

Where	relevant,	all	studies	demonstrated	relatively	high	Cronbach´s	alpha	measurements	

of	internal	consistency	for	outcome	variable	measures	used	(Taber,	2018).	

Methods	to	determine	precision	estimates	and	statistical	significance	were	clearly	

demonstrated	in	all	studies.	However,	in	a	number	of	studies	findings	were	not	

articulated	clearly,	compromising	the	integrity	of	evidence.	Most	studies	used	beta	

correlation	coefficients	as	measures	of	effect.	All	studies	included	p-values	and	outlined	

the	method	of	statistical	analysis.	Findings	were	inconclusive	in	numerous	studies	where	

findings	were	the	secondary	rather	than	the	primary	study	focus.	In	such	instances,	

although	the	analysis	was	conducted,	effect	sizes	were	not	determined.	According	to	

Cohen	(1988,	1992),	the	effect	size	is	low	if	the	value	r	varies	around	.1,	medium	if	it	varies	

around	.3	and	large	if	it	varies	around	.5.	Based	on	this,	one	study	had	a	large	effect	size	

(Chong	et	al.,	2018),	and	three	studies	demonstrated	medium	effect	sizes	(Fan	&	Wolters,	

2014;	Raufelder	et	al.,	2015;	Phan	et	al.,	2016).	The	effect	size	in	the	paper	by	Chong	et	al.	

(2018)	was	sufficiently	large	(d	=	.58)	that,	based	on	the	GRADE	approach	(Schünemann	

et.	al.,	2021),	its	risk	of	bias	assessment	was	reduced.	

Over	half	of	the	studies	(10)	indicated	that	missing	data	had	been	identified	and	clearly	

outlined	how	it	was	addressed	in	the	analysis;	for	example,	through	use	of	imputation.	

Studies	that	did	not	highlight	treatment	of	missing	data,	particularly	with	larger	sample	

sizes,	indicated	increased	risk	of	bias.	

Overall,	the	quality	of	evidence	was	considered	low	for	just	over	half	(53%)	of	the	studies	

with	clearly	demonstrated	effects	based	on	risk	of	bias	assessment	and	indicative	of	their	

observational	nature.	The	remaining	studies	were	assessed	as	having	moderate	quality	of	

evidence	due	to	extenuating	factors	such	as	mitigating	risk	through	study	design	and	

implementation	elements	(Bodkin-Andrews,	O’Rourke	&	Craven,	2010;	Fan	&	Wolters,	

2014;	Fredricks	et	al.,	2018;	Guo	et	al.,	2016;	Wang	&	Eccles,	2013)	and	high	effect	size	

(Chong	et	al.,	2018).	Many	studies	indicated	a	moderate	risk	of	bias	due	to	issues	
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associated	with	internal	validity	(such	as	not	addressing	confounding	variables	

appropriately)	and	external	validity	(such	as	limited	sampling	and	limited	applicability	to	

broader	populations).	A	degree	of	bias	is	embedded	in	the	concentration	of	cross-

sectional	studies.	In	the	three	cohort	studies	(Peguero	&	Shaffer,	2015;	Phan	et	al.,	2016;	

Taboada	Barber	et	al.,	2017)	the	time	intervals	between	data	collections	were	insufficient	

or	not	indicated.	In	addition,	many	studies	did	not	clearly	make	an	assessment	of	their	

overall	risk	of	bias,	with	unclear	descriptions	of	bias	indicators	and	inadequately	detailed	

reporting	of	measures	and	methods.		

5.4 Quality of evidence for moderators 

The	moderation	effect	of	a	third	variable	on	the	impact	of	academic	self-concept	on	a	

young	person´s	educational	outcomes	was	explored	in	12	studies	in	this	review	(see	Table	

5.3).	Moderation	(or	interaction)	effects	were	explored	for	the	impact	of	a	variety	of	

independent	variables	(mathematics	self-concept,	math	competence	beliefs,	mathematics	

expectancy	beliefs,	academic	self-concept,	and	intellectual	and	school	status	self-concept)	

on	numerous	outcome	variables	(student	engagement	[emotional,	behavioural,	cognitive,	

personal	agency],	student	effort	in	mathematics,	and	dropout	intention).	Six	of	these	

studies	clearly	reported	eight	moderation	effects	sizes	(Bergeron	et	al.,	2011;	Bodkin-

Andrews,	O’Rourke	&	Craven,	2010;	Fredricks	et	al.,	2018;	Guo	et	al.,	2016;	Veiga	et	al.,	

2015;	Wang	&	Eccles.,	2013),	all	of	which	were	low,	according	to	Cohen’s	effect	size	criteria	

(1988,	1992).	Two	studies	claiming	moderation	effects	presented	the	results	with	

insufficient	clarity	(McInerney,	2003;	Peguero	&	Shaffer,	2015).	The	sample	sizes	of	studies	

with	moderation	effects	were	generally	high	(nmean	=	3,024,	range	=	685	–	11,820).	All	of	

these	studies	were	considered	to	have	either	a	moderate	or	high	risk	of	bias,	indicative	of	

a	low	or	moderate	quality	of	evidence.	As	a	result,	there	was	some	ambiguity	in	the	

patterns	that	emerged	regarding	the	impact	of	moderators	on	how	a	young	person´s	

academic	self-concept	impacts	specific	educational	outcomes,	as	outlined	in	the	

subsequent	sections	where	answers	are	provided	to	the	Study	1	research	questions.	
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Table 5.3: Moderators of academic self-concept - educational outcome relation 

Citation	 Risk	of	

bias	

n	 Independent	variable	 Moderator	 Outcome	variable	 Moderation		

effect	size	

Guo	et	al.	(2016)	 +	 1868	 Math	self-concept	 Value	(intrinsic,	attainment,	
utility	value	and	cost)	

Student	self-reported	effort	in	
math	

.17 

Guo	et	al.	(2016)	 +	 1868	 Math	self-concept	 Value	(intrinsic,	attainment,	
utility	value	and	cost)	

Teacher-rated	student	
behavioural	engagement	in	
mathematics	

.15 
 
 

Fredricks	et	al.	(2018)	 +	 3833	 Math	expectancy	beliefs	 Gender	 Emotional	engagement	 .13 

Wang	&	Eccles	(2013)	 +	 1157	 Academic	self-concept	 Prior	academic	achievement	 School	engagement	
(behavioural)	

.09 

Bergeron	et	al.	(2011)	 -	 2360	 Competence	belief	in	mathematics	 Socioeconomic	status	 Dropout	intention	 -.12 

Veiga	et	al.	(2015)	 -	 685	 Self-concept	(intellectual	and	school	
status)	

Adolescent	stage		 Student	engagement	at	school	
(cognitive)	

.12 

Veiga	et	al.	(2015)	 -	 685	 Self-concept	(intellectual	and	school	
status)	

Adolescent	stage	 Student	engagement	at	school	
(personal	agency)	

.12 

Bodkin-Andrews,	
O’Rourke	&	Craven,	
2010)	

-	 1369	 Mathematics	self-concept	 Indigenous	status	 Aspiration	to	complete	Year	12	 .09 
	

Peguero	&	Shaffer	

(2015)	

-	 11820	 Academic	self-efficacy	(independent	
variable)	moderated	by	ethnicity	

Gender	 High	school	dropout	 Unclear	

Peguero	&	Shaffer	

(2015)	

-	 11820	 Academic	self-efficacy	(when	
moderated	by	gender)	

Ethnicity	 High	school	dropout	 Unclear	

McInerney	(2003)	 -	 1103	 General	academic	self-concept	 Indigenous	status	 School	attendance	 Unclear	

Studies	with	no	effect	are	not	included.		-	=	high	ROB,	+	=	moderate	ROB,	Unclear=an	effect	was	provided	however	due	to	ROB	was	unclear.	
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5.5 Quality of evidence for mediators  

The	mediation	effect	of	a	third	variable	on	the	impact	of	a	young	person’s	academic	self-

concept	on	specific	educational	outcomes	was	explored	in	five	studies,	all	of	which	found	

mediation	effects	(see	Table	5.4).	Across	these	five	studies	there	were	15	effect	sizes.	Of	

these,	12	demonstrated	statistical	significance,	while	three	did	not.	In	this	study,	results	

for	statistically	non-significant	findings	were	not	reported.	Sample	sizes	of	all	studies	

were	generally	large	(nmean	=	4,271,	range	=	284	–	16,194).	Of	the	significant	findings,	effect	

sizes	were	medium	(on	average),	however	they	ranged	from	low	(in	the	study	by	

Raufelder	et	al.,	2015)	to	high	(in	the	study	by	Chong	et	al.,	2018).	Raufelder	and	

colleagues	(2015)	was	the	only	study	to	report	confidence	intervals	(95%	CI	[.12,	.22],	95%	

CI	[.09,	.19],	95%	CI	[.01,	.09])	as	recommended	by	the	Cochran	approach	(Schünemann	et	

al.,	2021).	Of	studies	with	significant	mediation	effects,	one	study	was	longitudinal	(Phan	

et	al.,	2016)	and	all	the	others	were	cross-sectional.	All	studies	were	judged	to	have	either	

a	moderate	or	high	risk	of	bias.	Overall,	a	pattern	regarding	the	factors	that	mediate	how	

a	young	person’s	academic	self-concept	impacts	their	educational	outcomes	emerged,	as	

outlined	in	the	subsequent	sections	of	this	chapter.
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Table 5.4: Mediators of academic self-concept - educational outcome relation 

Citation	 Risk	of	

bias	

n	 Independent	variable	 Mediator	 Outcome	variable	 Adjusted	effect	

size	

Chong	et	al.	(2018)	 +	 3376	 Academic	self-efficacy	 Cognitive	engagement	 Behavioural	engagement	 .58 

Hardré	et	al.	(2009)	 -	 414	 Academic	perceived	competence	 School	achievement	 Intention	to	drop	out	 -.38	

Fan	and	Wolters	(2014)	 +	 16194	 English	self-efficacy	(year	10)	 Educational	expectations	 High	school	dropout	 -.29	

Fan	and	Wolters	(2014)	 +	 16194	 English	self-efficacy	(year	10)	 Educational	expectations	(with	
value	beliefs	included	in	the	
model)	

High	school	dropout	 -.29	

Raufelder	et	al.	(2015)	 -	 1088	 Academic	self-concept	
(individual	school	self-concept)	

Teacher	student	relationship	 Emotional	school	

engagement	
.28	

Phan	et	al.	(2016)	 -	 284	 Academic	self-efficacy	 Wellbeing	at	school	 Academic	engagement	 .27 

Hardré	et	al.	(2009)	 -	 414	 Academic	perceived	competence	 Interest	in	class	 School	engagement	and	
effort	

.27	

Phan	et	al.	(2016)	 -	 284	 Academic	self-efficacy	 Wellbeing	at	school	moderated	by	
social	self-efficacy	(with	academic	
self-efficacy)	

Academic	engagement	 .24	

Fan	and	Wolters	(2014)	 +	 16194	 Math	self-efficacy	(year	10)	 Educational	expectations	 High	school	dropout		 -.24	

Raufelder	et	al.	(2015)	 -	 1088	 Academic	self-concept	
(Individual	school	self-concept)	

Teacher	student	relationship	 Behavioural	school	

engagement	
.23	

Fan	and	Wolters	(2014)	 +	 16194	 Math	self-efficacy	(year	10)	 Educational	expectations	(with	
value	beliefs	included	in	the	
model)	

High	school	dropout	 -.19	

Raufelder	et	al.	(2015)	 -	 1088	 Individual	school	self-concept	 Teacher	student	relationship	 School	belonging	 .12	

+	=	moderate	ROB	/	medium	quality	of	evidence	(<50%),	-	=	high	ROB	/	low	quality	of	evidence	(>50%)	





 

105 
 

 

RQ	1.1.1	What	factors	have	been	demonstrated	to	moderate	the	relation	

between	a	young	person´s	academic	self-concept	and	their	educational	

outcomes?	

A	variety	of	moderators	were	identified	that	influence	the	relation	between	a	young	

person´s	academic	self-concept	and	the	educational	outcomes	investigated,	as	

demonstrated	in	Table	5.3.	These	moderators	are	prior	student	academic	achievement	

(Wang	&	Eccles,	2013),	student	adolescent	stage	(Veiga	et	al.,	2015),	gender	(Fredricks	

et	al.,	2018),	general	student	value	beliefs	of	achievement	(i.e.,	the	common	variation	

shared	by	all	value	measure	items	including	intrinsic,	attainment,	utility	and	cost	

value;	Guo	et	al.,	2016),	socioeconomic	status	(Bergeron	et	al.,	2011)	and	Indigenous	

status	(Bodkin-Andrews,	O’Rourke	&	Craven,	2010).		

Some	variables	acting	as	moderators	of	the	link	between	academic	self-concept	and	an	

educational	outcome	variable	were	social	and	cultural	factors,	and	they	are	further	

addressed	in	response	to	subsequent	research	questions.	Other	moderators	identified	

could	not	be	classified	as	social	and	cultural	factors,	including	prior	academic	

achievement	(Wang	&	Eccles,	2013)	and	adolescent	stage	(Veiga	et	al.,	2015).	Wang	and	

Eccles	(2013)	demonstrated	that	prior	academic	ability	moderated	the	strength	of	

associations	between	academic	self-concept	and	school	engagement	where	academic	

self-concept	was	demonstrated	to	be	the	full	mediator	of	the	relation	between	

provision	of	choice	at	school	and	behavioural	engagement.	This	study	had	a	moderate	

risk	of	bias	and	medium	quality	of	evidence,	diminished	somewhat	by	the	indirect	

nature	of	the	analysis	in	determining	the	moderation	effect	via	a	full	mediation	model.	

In	addition,	Veiga	and	colleagues	(2015)	indicate	that	the	link	between	student	self-

concept	and	cognitive	engagement	is	moderated	by	adolescent	stage,	such	that	at	early	

adolescence	high	academic	self-concept	in	students	was	a	greater	predictor	of	their	

cognitive	engagement	than	at	middle	adolescence.	During	middle	adolescence,	student	

self-concept	has	much	less	influence	over	cognitive	engagement	(Veiga	et	al.,	2015).	

Veiga	et	al.	also	indicate	that	student	self-concept	and	agency	engagement	link	is	

moderated	by	adolescent	stage,	such	that	at	early	adolescence,	self-concept	is	a	much	

stronger	predictor	of	agency	engagement	than	during	middle	adolescence.	By	middle	

adolescence,	for	students	with	high	self-concept	(intellectual	and	school	status),	
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agency	engagement	at	school	decreases,	while	for	low	self-concept	(intellectual	and	

school	status)	students	it	increases	slightly	(Veiga	et	al.,	2015).	In	this	study,	for	other	

outcomes	(i.e.,	behavioural	engagement	and	affective	engagement),	no	significant	

moderation	effects	were	ascertained.	While	not	social	or	cultural	factors	per	se,	prior	

academic	achievement	and	adolescent	stage	both	were	highlighted	as	moderators	of	

the	relation	between	an	academic	self-concept	variable	and	forms	of	student	

engagement	at	school.		

In	an	effort	to	minimise	publication	bias	it	is	important	to	note	that	numerous	studies	

also	did	not	demonstrate	significant	effects	for	the	following	moderators:	student	

language	status	(Taboada	Barber	et	al.,	2017),	adverse	childhood	experiences	(Pan	et	

al.,	2017),	numerous	value	belief	of	achievement	(intrinsic,	attainment,	utility,	cost	

value;	Guo	et	al.,	2016),	prior	academic	achievement	(Wang	&	Eccles,	2013),	adolescent	

stage	(Veiga	et	al.,	2015),	and	gender	(Bergeron	et	al.,	2011;	Saunders	et	al.,	2004;	Wang	

&	Eccles,	2013).	

RQ	1.1.2	What	factors	have	been	demonstrated	to	mediate	the	relation	between	

a	young	person´s	academic	self-concept	and	their	educational	outcomes?	

In	this	review,	the	following	six	mediators	of	the	link	between	academic	self-concept	

and	an	educational	outcome	variable	were	determined:	cognitive	engagement	(Chong	

et	al.,	2018),	interest	in	class	(Hardré	et	al.,	2009),	school	achievement	(Fan	and	

Wolters,	2014),	educational	expectations	(Fan	and	Wolters,	2014),	teacher	student	

relationship	(Raufelder	et	al.,	2015)	and	wellbeing	at	school	(Phan	et	al.,	2016).	The	

effect	of	these	mediators	was	explored	for	the	impact	of	a	variety	of	independent	

variables;	that	is,	academic	self-efficacy	(Chong	et	al.,	2018;	Phan	et	al.,	2016),	English	

self-efficacy	at	Year	10	(Fan	&	Wolters.,	2014),	mathematics	self-efficacy	at	Year	10	(Fan	

&	Wolters,	2014),	individual	school	self-concept	(Raufelder	et	al.,	2015),	and	academic	

perceived	confidence	(Hardré	et	al.,	2009),	on	numerous	outcome	variables.	Student	

engagement	featured	prominently	in	a	number	of	forms;	that	is,	behavioural	

engagement	(Chong	et	al,	2018;	Raufelder	et	al.,	2014),	emotional	school	engagement	

(Raufelder	et	al,	2015),	school	engagement	and	effort	(Hardré	et	al.,	2009),	academic	

engagement	(Phan	et	al.,	2016),	along	with	the	related	variable	of	school	belonging	
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(Raufelder	et	al.,	2015).	Intention	to	drop	out	(Hardré	et	al.,	2009)	and	high	school	

dropout	by	Year	12	(Fan	&	Wolters,	2014)	also	featured	as	outcome	variables.		

The	following	three	variables	–	educational	expectations,	student	interest	in	class	and	

teacher-student	relationships	–	were	identified	as	mediators	of	the	relation,	and	may	

be	influenced	directly	by	the	social	and	cultural	contexts	of	a	student´s	family	and	

community,	particularly	where	these	contexts	vary	to	that	of	the	school	environment.		

Fan	and	Wolters.	(2014)	indicate	that	a	young	person´s	educational	expectations	

mediate	the	relation	between	their	English	self-efficacy	at	Year	10	and	mathematics	

self-efficacy	at	Year	10,	as	predictors	of	whether	the	young	person	drops	out	of	

secondary	school	in	Year	12.	This	effect	was	evident	with	and	without	the	presence	of	

value	beliefs	included	in	the	model.	The	findings	demonstrate	that	the	relation	

between	a	young	person´s	ability	beliefs	in	mathematics	and	English,	and	whether	they	

leave	school	before	graduation,	were	fully	mediated	by	the	level	of	education	the	

young	person	expected	to	achieve	(Fan	&	Wolters.,	2014).	The	size	of	the	effect	was	

medium	(d	=	.24)	and	risk	of	bias	was	moderate	based	on	a	non-representative	sample,	

appropriate	management	of	missing	data	and	controlling	of	confounding	variables,	

(i.e.,	gender,	socioeconomic	status	and	ethnicity).	According	to	these	findings,	it	seems	

that	students	with	low	expectations	to	achieve	higher	levels	of	education	may	be	less	

likely	have	high	beliefs	in	their	academic	abilities	in	mathematics	and	English.		

Hardré	and	colleagues	(2009)	indicate	that	a	young	person´s	interest	in	class	mediates	

the	relation	between	their	academic	perceived	confidence	as	a	predictor	of	the	level	of	

their	school	engagement	and	effort.	It	appears	that	students	with	low	interest	in	class	

may	be	less	likely	to	have	high	academic	self-concept.	The	size	of	this	effect	was	

medium	(d	=	.27)	with	a	high	risk	of	bias	due	to	the	indirect	nature	of	the	mediation	

exploration,	a	non-representative	sample,	and	a	lack	of	certainty	regarding	the	

identification	and	control	of	confounding	variables.		

Raufelder	and	colleagues	(2015)	indicate	that	the	teacher-student	relationship	mediates	

the	relation	between	the	student’s	academic	self-concept	and	the	student’s	emotional	

engagement	at	school,	and	also	between	student	academic	self-concept	and	student	

behavioural	engagement	at	school.	It	appears	that	students	with	poor	relations	with	
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their	teachers	may	be	less	likely	to	have	high	academic	self-concept.	The	effect	sizes	

for	both	emotional	engagement	and	behavioural	engagement	at	school	were	small	(d	=	

.28	and	d	=.23	respectively),	with	a	high	risk	of	bias	due	to	an	unclear	study	design	and	

insufficient	information	regarding	how	confounding	variables	were	addressed.	For	

each	of	these	studies,	results	must	be	considered	in	light	of	the	quality	of	evidence	of	

findings.		

RQ	1.2.1	Do	sociodemographic	factors	moderate	the	relation	between	a	young	

person´s	academic	self-concept	and	their	educational	outcomes?	

Half	of	the	studies	with	moderation	effect	sizes	(four	studies)	indicate	the	influence	of	

sociodemographic	moderators	on	the	relation	of	academic	self-concept	and	an	

educational	outcome.	One	study	(Bergeron	et	al.,	2011)	found	socioeconomic	status	to	

moderate	the	relation	between	academic	self-concept	and	dropout	intention.	While	

two	studies	explored	Indigenous	status	as	a	moderator	of	the	relation	between	

academic	self-concept	and	an	educational	outcome	(Bodkin-Andrews,	O’Rourke	&	

Craven,	2010;	McInerney;	2003),	only	Bodkin-Andrews,	O’Rourke	and	Craven	(2010)	

provided	sufficient	clarity	of	findings.	In	the	studies	indicating	that	socioeconomic	and	

Indigenous	status	interactions	effects	were	significant,	student	engagement	was	the	

most	common	outcome	variable.	Student	engagement	as	an	outcome	measure	

occurred	in	a	variety	of	forms	across	different	studies,	(i.e.,	student	effort	in	

mathematics,	and	teacher-rated	student	behavioural	engagement	in	mathematics	(Guo	

et	al.,	2016),	student	engagement	at	school	(cognitive,	and	person	agency;	Veiga	et	al.,	

2015)	and	school	behavioural	engagement	(Wang	&	Eccles,	2013).	Conversely,	high	

school	dropout	was	inadequately	investigated	as	an	outcome	measure	with	a	lack	of	

clarity	around	findings	demonstrated	(Peguero	&	Shaffer,	2015).	Ethnicity	was	tested	as	

a	moderator	(Peguero	&	Shaffer,	2015);	however,	findings	were	inconclusive	due	to	a	

lack	of	clarity	demonstrating	findings.		

General	value	beliefs	of	achievement	(intrinsic,	attainment,	utility,	cost	values)	were	an	

additional	sociocultural	moderator	identified	by	Guo	et	al.	(2016)	under	an	Expectancy	

Value	Theory	framework.	In	their	study,	Guo	and	colleagues	(2016)	demonstrate	that	

value	beliefs	of	achievement	influence	the	strength	of	mathematics	self-concept	as	a	
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predictor	of	student	self-reported	effort	in	mathematics	(effect	size	=	.17).	They	also	

demonstrate	that	value	beliefs	of	achievement	influence	the	strength	of	mathematics	

self-concept	as	a	predictor	of	teacher-rated	student	behavioural	engagement	in	

mathematics	(effect	size	=	.15).	General	value	beliefs	yielded	the	greatest	effect	sizes	

compared	with	moderators	identified	in	other	studies.	Guo	and	colleagues’	study	was	

assessed	as	having	a	medium	risk	of	bias	and	corresponding	moderate	quality	of	

evidence.	As	such,	there	is	some	evidence	that	social	and	cultural	factors	moderate	the	

relation	between	a	young	person´s	academic	self-concept	and	their	educational	

outcomes	(including	school	completion,	attendance	and	engagement).	

RQ	1.3.1	Does	a	young	person´s	socioeconomic	status	affect	the	relation	

between	their	academic	self-concept	and	their	educational	outcomes?		

Socioeconomic	status	was	investigated	as	a	moderator	in	one-third	of	all	the	studies	

testing	moderation	effects	(four	studies)	on	the	relation	between	an	academic	self-

concept	variable	and	an	educational	outcome	variable.	In	one	of	these	studies,	

socioeconomic	status	was	demonstrated	as	a	moderator	(Bergeron	et	al.,	2011).	In	that	

study,	socioeconomic	status	was	shown	to	moderate	the	extent	to	which	a	young	

person´s	competence	belief	in	mathematics	predicted	their	intention	to	drop	out	of	

secondary	school.	For	students	from	high	socioeconomic	backgrounds,	their	intention	

to	drop	out	is	reduced	when	they	have	high	competence	beliefs	in	mathematics.	

However,	for	students	from	low	socioeconomic	backgrounds,	their	level	of	competence	

beliefs	in	mathematics	does	not	predict	their	intention	to	dropout	(Bergeron	et	al.,	

2011).	It	is	worth	noting	that	this	study	also	indicates	that	socioeconomic	status	does	

not	moderate	the	relation	between	competence	beliefs	in	language	arts	and	intention	

to	drop	out	(Bergeron	et	al.,	2011).	Interestingly,	the	effect	only	seems	to	hold	for	self-

beliefs	in	mathematics	competence	but	not	for	self-beliefs	in	language	arts	

competence.	The	study	was	assessed	as	having	a	high	risk	of	bias	and	low	quality	of	

evidence.	While	it	had	a	large	sample	size	and	confounding	variables	were	identified	

and	controlled	for,	the	sample	was	not	representative	and	little	information	was	

reported	regarding	extent	and	management	of	missing	data.		
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There	is	some	evidence	that	a	young	person´s	socioeconomic	status	does	affect	the	

relation	between	their	academic	self-concept	and	their	educational	outcomes,	with	

socioeconomic	status	demonstrated	to	moderate	the	relation	between	competence	

belief	in	mathematics	and	intention	to	drop	out	of	high	school.	

RQ	1.4.1	Does	a	young	person´s	Indigenous	status	affect	the	relation	between	

their	academic	self-concept	and	their	educational	outcomes?	

A	young	person´s	ethnicity	was	investigated	as	moderator	in	six	studies	(Bodkin-

Andrews,	O’Rourke	&	Craven,	2010;	McInerney,	2003;	Peguero	&	Shaffer.,	2015;	Wang	&	

Eccles,	2013;	Yeung	et	al.,	2013),	and	Indigenous	status	was	investigated	as	a	moderator	

in	two	studies	(Bodkin-Andrews,	O’Rourke	&	Craven,	2010;	McInerney,	2003).	

However,	in	only	one	study	(Bodkin-Andrews,	O’Rourke	&	Craven,	2010)	was	

Indigenous	status	demonstrated	to	be	a	moderator	of	the	relation	between	an	

academic	self-concept	variable	and	an	educational	outcome	variable.	Bodkin-Andrews,	

O’Rourke	and	Craven	(2010)	demonstrated	that	for	Indigenous	youth,	mathematics	

self-concept	was	a	weaker	predictor	of	aspirations	to	complete	Year	12	compared	with	

non-Indigenous	youth.	The	study	was	assessed	as	having	a	medium	risk	of	bias	and	

moderate	quality	of	evidence.	While	it	had	a	large	sample	size	and	confounding	

variables	were	identified	and	controlled,	the	sample	was	not	representative	and	little	

information	was	reported	regarding	extent	and	management	of	missing	data.	It	must	

be	noted,	however,	that	Wang	and	Eccles	(2013)	demonstrated	that	ethnicity	did	not	

moderate	the	relation	between	academic	self-concept	and	a	young	person´s	

behavioural,	emotional	or	cognitive	engagement	at	school.	Furthermore,	Indigenous	

status	did	not	moderate	the	link	between	school	self-concept	and	student	participation	

(Yeung	et	al.,	2013),	nor	the	link	between	reading	and	mathematics	self-concepts	and	

student	participation	(Yeung	et	al.,	2013).	Indigenous	status	also	did	not	moderate	the	

link	between	mathematics	or	verbal	self-concept	and	absenteeism,	nor	the	link	

between	verbal	self-concept	and	a	young	person´s	aspirations	to	complete	Year	12	

(Bodkin-Andrews,	O’Rourke	&	Craven,	2010).	

However,	there	is	some	evidence	a	young	person´s	Indigenous	status	does	affect	the	

relation	between	their	mathematics	self-concept	and	aspiration	to	complete	Year	12,	
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such	that,	for	Indigenous	youth,	mathematics	self-concept	is	a	weaker	predictor	of	

aspiration	to	complete	Year	12	than	for	non-Indigenous	youth.	

5.6 Conclusion 

Based	on	the	17	articles	reviewed	in	this	study,	there	is	some	evidence	that	various	

factors	play	a	role	in	how	a	young	person´s	academic	self-concept	influences	their	

educational	outcomes	relating	to	school	completion,	including	engagement,	

attendance	and	intention	to	drop	out.	Some	evidence	exists	suggesting	that	

sociodemographic	factors	play	a	prominent	role.	More	specifically,	some	evidence	

indicates	that	socioeconomic	status	and	Indigenous	status	may	indeed	change	the	way	

a	young	person´s	academic	self-concept	is	associated	with	intention	to	drop	out	and	

expectancy	to	complete	Year	12.	Socioeconomic	status	moderates	the	association	

between	a	young	person´s	academic	self-concept	and	their	intention	to	drop	out,	

resulting	in	reduced	dropout	intention	for	high	socioeconomic	students	with	high	

mathematics	competence	beliefs,	but	no	change	for	their	low	socioeconomic	peers	

with	equally	high	mathematics	competence	beliefs	(Bergeron	et	al.,	2011).	The	

association	between	a	young	person´s	academic	self-concept	and	their	expectancy	to	

complete	Year	12	varies	for	Indigenous	and	non-Indigenous	students.	As	a	result,	for	

non-Indigenous	youth,	mathematics	self-concept	is	a	stronger	predictor	of	aspiration	

to	complete	Year	12	than	it	is	for	Indigenous	youth.	For	Indigenous	youth,	their	level	of	

mathematics	self-concept	is	less	likely	to	predict	their	aspiration	to	complete	Year	12.	

The	interaction	effect	of	academic	self-concept	and	socioeconomic	status	on	dropout	

intention	(Bergeron	et	al.,	2011),	and	the	interaction	effect	of	academic	self-concept	and	

Indigenous	status	on	aspiration	to	complete	secondary	school	(Bodkin-Andrews,	

O’Rourke	&	Craven,	2010)	both	signal	the	potential	importance	of	these	factors,	along	

with	academic	self-concept,	on	high	school	dropout.	Socioeconomic	status	is	

demonstrated	to	moderate	the	relation	between	academic	self-concept	and	intention	

to	drop	out.	However,	no	evidence	has	yet	been	identified	to	indicate	that	this	same	

moderation	effect	holds	between	academic	self-concept	and	student	dropout	or	school	

completion	behaviour.	In	the	same	vein,	Indigenous	status	is	demonstrated	as	

influencing	the	relation	between	academic	self-concept	and	aspiration	to	complete	

school.	However,	no	evidence	has	yet	been	identified	to	indicate	the	same	influence	of	
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Indigenous	status	on	relation	between	academic	self-concept	and	student	dropout	or	

school	completion	behaviour.	There	is	currently	no	evidence	indicating	whether	these	

interaction	effects	between	academic	self-concept	and	socioeconomic	status,	and	

between	academic	self-concept	and	Indigenous	status,	are	maintained	when	a	young	

person´s	school	dropout	status	is	used	as	the	outcome	variable	in	place	of	their	

intention	to	drop	out.	The	high	prevalence	of	studies	in	this	review	with	student	

engagement	as	an	outcome	variable,	along	with	the	well-recognised	relation	between	

low	student	engagement	and	high	likelihood	of	school	dropout,	suggests	such	

interaction	effects	may	be	likely.	

The	balance	of	best	available	evidence	suggests	other	factors;	that	is,	prior	student	

academic	achievement,	cognitive	engagement,	student	interest	in	class,	student	

educational	expectations,	teacher-student	relationship	and	student	wellbeing	at	

school,	may	play	a	role	in	the	relation	between	academic	self-concept	and	dropout-

related	outcome	variables.	Conversely,	current	evidence	does	not	suggest	that	student	

language	status,	adverse	childhood	experiences	and	prior	academic	achievement	play	a	

role	in	the	relation	between	variables.	For	the	following	factors,	the	results	were	

inconclusive	due	to	conflicting	findings:	value	beliefs,	prior	academic	achievement,	

adolescent	stage,	gender.		

Given	the	low	number	of	studies	with	significant	effects,	these	findings	should	be	

taken	lightly	due	to	the	lack	of	study	homogeneity	due	to	incomparability	of	

independent	variables,	incomparability	of	outcome	variables,	varying	study	design,	

issues	of	low	or	uncertain	external	and	internal	study,	lack	of	high-quality	evidence	

and	other	risk	of	bias	factors,	exacerbated	by	an	absence	of	large	scale	longitudinal	and	

representative	samples.	As	a	result,	further	investigation	into	socioeconomic	status	is	

likely	to	be	important	for	the	confidence	held	in	moderation	effects,	and	in	

determining	the	importance	of	specific	moderators	where	confusion	over	results	exists,	

particularly	as	applied	to	the	educational	outcomes	of	Indigenous	young	people,	

compared	with	their	non-Indigenous	peers.		
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Chapter 6: 
Results of Studies 2 and 3 

This	chapter	presents	the	findings	of	Studies	2	and	3,	two	inter-related	multilinear	

regression	analyses	involving	two	large	longitudinal	and	representative	datasets.	

Studies	2	and	3	provide	insight	into	the	effect	of	socioeconomic	status	on	secondary	

school	completion	against	a	varying	policy	context,	for	Indigenous	and	non-Indigenous	

young	people,	and	for	students	with	varying	levels	of	academic	self-concept.		

The	Study	2	analysis	was	conducted	on	the	2003	cohort	of	the	LSAY	sample.	Data	for	

this	sample	was	collected	when	the	compulsory	school	leaving	age	for	young	people	

was	15	years	across	Australian	states	and	territories.	Hence	at	that	time,	attending	

school	was	compulsory	for	all	young	people	up	until	the	age	of	15.	Study	2	results	

include	descriptive	statistics	of	the	key	variables	within	the	sample.	Direct	effects	and	

interaction	effects	are	presented.	The	direct	effect	results	are	organised	around	

responses	to	the	research	Hypotheses	2.1.1,	and	2.3.1.	The	interaction	effect	results	are	

organised	around	responses	to	Research	Questions	2.2.1	and	2.4.1.	Overall,	Study	2	

demonstrates	the	effect	of	socioeconomic	status	on	school	non-completion	for	

Indigenous	students	and	similar	achieving	non-Indigenous	students.	The	results	

indicate	that	socioeconomic	status	has	a	minimal	effect	on	the	secondary	school	

completion	of	Indigenous	students	compared	to	the	effect	of	socioeconomic	status	on	

the	school	completion	of	similar	achieving	non-Indigenous	students.	While	

socioeconomic	status	predicts	school	completion,	for	Indigenous	students	the	

association	between	socioeconomic	status	and	school	completion	is	much	weaker	than	

for	non-Indigenous	students.		
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The	results	of	Study	3	are	then	presented.	Study	3	supported	and	extended	the	findings	

of	Study	2.	The	Study	3	analysis	was	conducted	on	the	2009	cohort	of	the	LSAY	sample.	

Data	for	this	sample	was	collected	after	the	National	Youth	Participation	Requirement,	

took	effect	nationally	in	2010,	which	required	that	young	people	complete	at	least	Year	

10	and	then	remain	in	full-time	study	or	work,	or	a	combination	of	these,	until	age	17.	

Study	3	results	include	descriptive	statistics	of	the	key	variables	within	the	sample.	The	

direct	and	interaction	effects	of	Study	3	(2009	cohort)	are	compared	with	those	of	

Study	2	(2003	cohort).	

Study	3	also	makes	an	important	contribution	by	determining	the	association	between	

cohort	year,	before	and	after	increases	to	the	compulsory	school	leaving	age	from	15	to	

17	years	across	Australia	from	2006	to	2010,	and	high	school	completion.	The	

interaction	effects	of	cohort	year	are	presented	to	demonstrate	the	effect	of	the	policy	

change	on	school	completion	in	response	to	Hypothesis	3.1.1	and	Research	Questions	

3.1.2,	3.1.3	and	3.1.4.	Study	3	indicated	that	after	the	lifting	of	the	compulsory	school	

leaving	age	from	15	to	17	years	across	Australia	between	2008	and	2010,	secondary	

school	completion	was	more	likely	for	most	student	groups.	Furthermore,	Study	3	

showed	that	the	gap	in	Indigenous	and	non-Indigenous	school	completion	narrowed	

after	increases	in	compulsory	school	leaving	age,	in	alignment	with	the	Australian	

government	policy	objective	to	‘close	the	gap’	in	Year	12	attainment	between	

Indigenous	and	non-Indigenous	adolescents.	Study	3	also	demonstrated	that	after	the	

policy	change	students	with	low	academic	self-concept	were	more	positively	impacted	

than	students	with	high	academic	self-concept.	 	
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6.1 Study 2 Results 

Study	2	determined	the	effect	of	a	young	person´s	socioeconomic	status	on	their	

secondary	school	non-completion	for	Indigenous	youth	compared	to	non-Indigenous	

youth,	and	for	adolescents	with	varying	levels	of	academic	self-concept	while	

controlling	for	prior	academic	achievement.	More	specifically,	this	study	tested	

whether	low	socioeconomic	status	predicts	reduced	rates	of	school	completion,	and	if	

so,	whether	Indigenous	status,	or	academic	self-concept,	overcomes	the	disadvantage	

of	low	socioeconomic	status	for	secondary	school	completion.	For	more	details	on	the	

specific	goals	of	Study	1,	see	Chapter	3.		

6.1.1 Descriptive statistics of key variables   

Descriptive	statistics	of	the	data	set	used	in	this	analysis	are	presented	in	Table	6.1	and	

Table	6.2.	The	2003	sample	had	a	rate	of	secondary	school	completion	of	81.7%.	

Important	findings	are	summarised	in	the	table	below.	Secondary	school	completion	

was	linked	to	higher	academic	self-concept,	higher	socioeconomic	status	and	gender	

with	females	more	likely	to	complete	than	males.	In	terms	of	sociodemographic	

differences,	Indigenous	adolescents	were	less	likely	to	complete	secondary	school	

compared	to	non-Indigenous	adolescents	in	the	2003	sample.	

Table 6.1: Descriptive statistics of key variables (2003) 

Key	Variable	 Non-Completion	 Completed	
Secondary	School	

Observed	

All	students	 18.3%	 81.7%	 9378	

Male	 21.4%	 78.6%	 4769	

Female	 15.1%	 84.9%	 4609	

Indigenous	 35.3%	 64.7%	 191	

Non-Indigenous	 17.9%	 82.1%	 9187	

Academic	Self-Concept	(Mean,	se)	 2.67	(0.01)	 2.25	(0.01)	 2.64	(0.01)	

Socioeconomic	Status	(Mean,	se)	 -0.13	(0.01)	 0.32	(0.01)	 0.23	(0.01)	

Note. Academic self-concept is negatively scored: 1 = compare very well to others, 5 = compare very poorly to 

others). Socioeconomic status is positively scored: -2 = low, 3 = high. 
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Table 6.2: Descriptive statistics Indigenous vs non-Indigenous 2003 

Key	Variable	 Non-Indigenous	 Indigenous	

Academic	Self-Concept	(Mean,	se)	 2.32	(.01)	 2.57	(.02)	

Socioeconomic	Status	(Mean,	se)	 0.24	(.01)	 -0.24	(.02)	

Achievement	Science	 	 	

Achievement	Maths	 	 	

Achievement	English	 	 	

Note. Academic self-concept is negatively scored: 1 = compare very well to others, 5 = compare very poorly to 

others). Socioeconomic status is positively scored: -2 = low, 3 = high. 

6.1.2 2003 cohort direct effects 

In	the	2003	cohort	(N	=	9378),	adolescent	socioeconomic	background	was	a	

significant	predictor	of	secondary	school	non-completion	(see	Table	6.3).	

Specifically,	socioeconomic	background	had	a	direct	negative	effect	on	secondary	

school	non-completion	(β	=	-0.31,	p	<	.001).	This	result	reproduced	findings	of	

previous	research	showing	socioeconomic	disparities	in	secondary	school	non-

completion	(e.g.,	Kim	et	al.,	2019;	Lamb	&	Huo,	2017;	Lamb	&	Markussen,	2011;	

Sznitman	et	al.,	2017).	An	additional	finding	was	the	impact	of	gender	on	secondary	

school	non-completion	with	boys	reporting	significantly	higher	rates	of	school	non-

completion	than	girls	(β	=	0.38,	p	<	.001)	in	the	2003	dataset.	The	direct	effects	of	

Indigenous	status	and	of	academic	self-concept	on	secondary	school	non-

completion	are	outlined	below.	The	full	regression	results	for	all	variables	included	

in	the	model	for	the	2003	dataset	is	provided	in	Appendix	D.	The	measure	of	

goodness	of	fit	for	this	model	was	a	log-likelihood	value	of	4219.8	(p=<2.2!!"#)	
indicating	a	good	model	fit	with	high	log-likelihood	value	and	p-value	less	than	

0.05	(Qian	&	Wu,	2006).	
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Table 6.3: Direct and interaction effects (2003) 

Pathway	of	Influence	 																	2003	Cohort	

	 																(N	=	9378)	

Direct	Effects	 Coef.	 (S.E.)	

Socioeconomic	status	®	Secondary	school	non-completion	 -0.31**		 (0.02)	

Indigenous	status	®	Secondary	school	non-completion	 0.45**		 (0.07)	

Academic	Self-concept	®	Secondary	school	non-completion	 0.44**		 (0.02)	

Gender	(boys)	®	Secondary	school	non-completion	 0.38**		 (0.05)	

	 	 	

Interaction	Effects	 	 	

Socioeconomic	status	´	Indigenous	status	®	Secondary	school	non-completion	 0.36**		 (0.06)	

Socioeconomic	status	´	Academic	self-concept	®	Secondary	school	non-
completion	

0.04						

	

(0.02)	

	

Note: Academic self-concept is negatively scored, **p < 0.001. 

H	2.1.1	There	is	a	gap	in	secondary	school	completion	between	Indigenous	

students	and	similar-achieving	non-Indigenous	students.	

As	demonstrated	in	Table	6.3,	Indigenous	status	had	a	significant	direct	positive	effect	

on	secondary	school	non-completion	(β	=	0.45,	p	<	.001)	in	the	2003	sample.	As	such,	it	

can	be	said	that	there	is	a	difference,	or	gap,	in	the	secondary	school	completion	of	

Indigenous	adolescents	compared	with	similar-achieving	non-Indigenous	students	in	

the	2003	dataset	having	controlled	for	prior	academic	achievement.	This	result	

reproduced	findings	of	previous	research	that	adolescent	Indigenous	status	has	a	direct	

positive	effect	on	secondary	school	non-completion	(e.g.,	Lamb	et	al.,	2015).	

H	2.2.1	There	is	a	gap	in	secondary	school	completion	between	similar-achieving	

students	with	high	and	low	academic	self-concept	

As	demonstrated	in	Table	6.3,	academic	self-concept	(which	is	negatively	scored)	had	a	

significant	direct	positive	effect	on	secondary	school	non-completion	(β	=	0.44,	p	<	

.001).	This	finding	shows	that	there	is	a	difference,	or	gap,	in	the	secondary	school	

completion	of	students	with	high	academic	self-concept	compared	with	similar	

achieving	students	with	low	academic	self-concept	in	the	2003	dataset	having	

controlled	for	prior	academic	achievement.	This	result	reproduced	findings	of	previous	
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research	that	show	that	adolescent	positive	academic	self-concept	has	a	direct	negative	

effect	on	secondary	school	non-completion	(e.g.,	Peguero	&	Shaffer,	2015).	In	other	

words,	adolescent	positive	academic	self-concept	has	a	direct	positive	effect	on	

secondary	school	completion.		

6.1.3 2003 cohort interaction effects  

RQ	2.3.1	Does	high	socioeconomic	status	facilitate	secondary	school	completion	

to	the	same	degree	for	Indigenous	and	non-Indigenous	students?	

In	this	study,	the	effect	of	student	socioeconomic	status	on	secondary	school	non-

completion	is	shown	to	vary	according	to	Indigenous	status	while	controlling	for	prior	

academic	achievement.	As	shown	in	Table	6.3,	for	the	2003	cohort,	adolescent	

Indigenous	status	had	a	significant	interaction	effect	with	adolescent	socioeconomic	

background	on	secondary	school	non-completion	(β	=	0.36,	p	<	.001).	The	interaction	

effects	of	adolescent	Indigenous	status	with	socioeconomic	background	on	school	non-

completion	for	the	2003	sample	is	further	represented	in	Table	6.4	and	in	Figure	6.1.	

Table	6.4	shows	how	the	probability	of	secondary	school	non-completion	at	high,	

average	and	low	socioeconomic	status	varies	with	Indigenous	status.	Figure	6.1	

demonstrates	the	predicted	probabilities	of	secondary	school	non-completion	by	

socioeconomic	background	and	Indigenous	status	in	the	2003	cohort.	This	study	

advances	previous	research	by	demonstrating	that	the	link	between	socioeconomic	

status	and	secondary	school	non-completion	varies	by	Indigenous	status.		

The	finding	of	a	significant	interaction	effect	suggests	that	high	socioeconomic	status	

may	not	insulate	Indigenous	students	from	school	non-completion	as	it	does	for	non-

Indigenous	students.	In	this	study,	for	non-Indigenous	young	people,	increases	in	

socioeconomic	status	are	associated	with	a	reduced	probability	of	school	non-

completion;	however,	for	Indigenous	young	people,	this	is	not	the	case.	For	Indigenous	

young	people,	increases	in	socioeconomic	status	are	not	correlated	with	reduced	

likelihood	of	school	non-completion.	From	these	findings,	it	appears	that	having	

Indigenous	status	mitigates	the	disadvantage	of	low	socioeconomic	status	on	school	

completion;	however,	Indigenous	adolescents	also	did	not	benefit	from	higher	

socioeconomic	status	in	terms	of	reduced	school	non-completion.		
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Table 6.4: Socioeconomic status and Indigenous status interactions  

Cohort	 SES	 Probability	of	School	Non-Completion	

	 	 Indigenous	 Non-Indigenous	

2003	 High		(1.09)	 .193	 .093	

	 Mean	(0.28)	 .187	 .117	

	 Low		(-0.54)	 .181	 .146	

Note. Predicted probabilities estimated at the average academic self-concept for 2003 cohort and for the most 

populous state (NSW). SES=socioeconomic status. 

 

	

Figure 6.1: Probabilities of school non-completion by socioeconomic status and Indigenous status (2003)  

RQ	2.4.1	Does	socioeconomic	status	facilitate	secondary	school	completion	to	

the	same	degree	for	students	with	varying	levels	of	academic	self-concept?	

In	the	2003	cohort,	academic	self-concept	did	not	have	a	significant	interaction	effect	

with	socioeconomic	background	on	secondary	school	non-completion	(see	Table	6.3).	

The	effect	of	academic	self-concept	with	socioeconomic	background	on	secondary	

school	non-completion	is	represented	in	Table	6.5	and	Figure	6.2.	Table	6.5	indicates	

how	academic	self-concept	influences	the	probability	of	school	dropout	at	high,	

average	and	low	socioeconomic	status	levels.	Figure	6.2	demonstrates	the	predicted	

probabilities	of	secondary	school	completion	by	socioeconomic	background	and	

academic	self-concept	in	the	2003	cohort.	The	results	indicate	that	high	socioeconomic	

status	does	not	protect	adolescents	with	low	academic	self-concept	from	secondary	
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school	non-completion	any	more	than	it	protects	similarly	achieving	students	with	

high	academic	self-concept	from	secondary	school	non-completion.		

Table 6.5: Socioeconomic status and academic self-concept interactions 

Cohort	 SES	 Probability	of	School	Non-Completion	

	 	 High	Self-Concept	 Low	Self-Concept	

2003	 High	(1.09)	 .06	 .14	

	 Mean	(0.28)	 .08	 .17	

	 Low	(-0.54)	 .10	 .21	

Note. Predicted probabilities estimated for non-Indigenous status and for the most populous state (NSW). SES = 

socioeconomic status. 

	
Figure 6.2: Probabilities of school non-completion by socioeconomic status and academic self-concept (2003) 

Note. High SC = High academic self-concept, Low SC = Low academic self-concept. 

6.2 Study 3 Results 

Study	3	replicates	and	builds	on	the	findings	of	Study	2.	Analysis	of	the	2009	cohort	

allows	demonstration	of	the	difference	in	school	non-completion	between	the	2009	

cohort	and	2003	cohort	(presented	in	the	previous	section).	The	difference	in	school	

non-completion	between	the	2009	and	2003	cohorts	is	likely	related	to	the	

implementation	of	a	national	policy	change	increasing	minimum	school	leaving	age.	

The	policy	change	increased	the	compulsory	school	leaving	age	of	students	from	15	
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years	to	17	years	and	was	implemented	across	Australian	states	and	territories	between	

2006	and	2010.	The	2003	dataset	(investigated	in	Study	2)	was	collected	before	the	

policy	was	implemented	across	all	Australian	states	and	territories,	while	the	relevant	

data	of	the	2009	dataset	was	collected	after	policy	implementation.	Study	3	indicated	

cohort	year	(2003	cohort	versus	2009	cohort	samples)	moderated	the	relation	between	

socioeconomic	status	and	school	completion	while	controlling	for	prior	academic	

achievement.	Such	a	moderation	effect	would	be	indicative	of	the	influence	of	

increases	to	the	age	at	which	young	people	are	legally	able	to	leave	compulsory	

schooling	on	their	subsequent	secondary	school	completion.	For	more	details	on	the	

specific	aims	of	Study	3	see	Chapter	3.	

In	this	section,	the	findings	of	Study	3	are	presented	indicating	a	general	alignment	

with	the	key	findings	of	Study	2.	Then	findings	of	Study	3’s	research	questions	

(outlined	in	Chapter	3)	are	presented.	First,	the	descriptive	statistics	of	the	LSAY	

cohorts	2003	and	2009	are	presented	as	an	overview	of	the	differences	in	the	datasets.	

Then	the	direct	effects	of	socioeconomic	status,	Indigenous	status,	academic	self-

concept	and	gender	on	secondary	school	non-completion	for	both	cohorts	are	

provided.	The	interaction	effects	are	presented	for	the	2009	cohort	and	2003	cohorts.	

The	first	interaction	effect	is	the	moderation	of	Indigenous	status	on	the	relation	

between	socioeconomic	status	and	secondary	school	non-completion.	The	second	is	

the	moderation	effect	of	academic	self-concept	on	the	relation	between	socioeconomic	

status	and	secondary	school	non-completion.	Finally,	the	interaction	effects	relating	to	

cohort	year	(i.e.,	pre-	and	post-policy	implementation)	as	a	moderator	of	the	relation	

between	socioeconomic	status	and	secondary	school	non-completion	are	presented.	

To	resolve	the	research	questions	and	hypothesis	of	this	study,	various	statistical	data	

are	presented	in	tables	and	graphs,	particularly	the	results	associated	with	the	

interaction	effects.	For	a	more	in-depth	discussion	of	the	research	findings	in	the	

context	of	the	broader	literature,	see	Chapter	7.		

6.2.1 Descriptive statistics of key variables  

Descriptive	statistics	of	both	data	sets	used	in	this	study	(2003	and	2009)	are	presented	

in	Table	6.6	and	Table	6.7.	While	data	for	the	2003	cohort	has	already	been	shown	in	

Table	6.1	and	Table	6.2	it	is	presented	here	for	comparative	purposes	and	convenience.	
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The	2003	sample	had	a	lower	rate	of	high	school	completion	than	the	2009	sample	

(81.7%	and	86.2%	respectively).	In	both	cohorts,	females	were	more	likely	to	complete	

school	than	males.	In	addition,	across	both	cohorts,	secondary	school	completion	was	

linked	to	higher	academic	self-concept	and	higher	socioeconomic	status.	In	terms	of	

sociodemographic	differences,	Indigenous	adolescents	were	less	likely	to	complete	

school	compared	to	non-Indigenous	adolescents	in	both	cohorts.	

Table 6.6: Descriptive statistics 2003 and 2009 

	 2003	Cohort	

Key	Variable	 Non-completion	 Completed	School	 Observed	

All	students	 18.3%	 81.7%	 9378	

Male		 21.4%	 78.6%	 4769	

Female	 15.1%	 84.9%	 4609	

Indigenous	 35.3%	 64.7%	 191	

Non-Indigenous	 17.9%	 82.1%	 9187	

Academic	Self-Concept	(Mean,	SE)	 2.67	(0.01)	 2.25	(0.01)	 2.64	(0.01)	

Socioeconomic	Status	(Mean,	SE)	 -0.13	(0.01)	 0.32	(0.01)	 0.23	(0.01)	

	 2009	Cohort	

Key	Variable	 Non-completion	 Completed	School	 Observed	

All	students	 13.83%	 86.2%	 8759	

Male		 17.2%	 82.8%	 4270	

Female	 10.6%	 89.4%	 4490	

Indigenous	 22.0%	 78.0%	 270	

Non-Indigenous	 13.6%	 86.4%	 8489	

Academic	Self-Concept	(Mean,	SE)	 2.78	(0.01)	 2.31	(0.01)	 2.33	(0.01)	

Socioeconomic	Status	(Mean,	SE)	 0.04	(0.01)	 0.42	(0.01)	 0.36	(0.01)	
Note. Academic self-concept is negatively scored: 1 = compare very well to others, 5 = compare very poorly to 
others. Socioeconomic status is positively scored: -2 = low, 3 = high. 
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Table 6.7: Descriptive statistics Indigenous vs non-Indigenous (2003 & 2009) 

	 2003	Cohort	 	

Key	Variable	 Non-Indigenous	 Indigenous	

Academic	Self-Concept	(Mean,	se)	 2.32	(.01)	 2.57	(.02)	

Socioeconomic	Status	(Mean,	se)	 0.24	(.01)	 -0.24	(.02)	

Achievement	Index	(Mean,	se)	 -0.08	(.01)	 -0.98	(.03)	

	 2009	Cohort	 	

Key	Variable	 Non-Indigenous	 Indigenous	

Academic	Self-Concept	(Mean,	se)	 2.36	(.01)	 2.68	(.03)	

Socioeconomic	Status	(Mean,	se)	 0.38	(.01)	 -0.09	(.02)	

Achievement	Index	(Mean,	se)	 -0.11	(.01)	 -0.85	(.03)	
Note. Academic self-concept is negatively scored: 1 = compare very well to others, 5 = compare very poorly to 
others). Socioeconomic status is positively scored: -2 = low, 3 = high. 

6.2.2 2009 cohort direct effects 

The	following	details	relate	to	the	replication	of	Study	2	findings	in	Study	3.	The	direct	

effects	in	Study	3	(2009	cohort)	are	compared	with	those	of	Study	2	(2003	cohort).	In	

the	2009	cohort	sample	(N	=	8759),	after	implementation	of	the	school	leaving	age	

policy	reform,	some	variation	in	direct	effect	patterns	were	observed.	In	concordance	

to	the	2003	cohort,	adolescent	socioeconomic	background	was	a	significant	predictor	

of	secondary	school	non-completion,	with	a	similar	direct	negative	effect	(β	=	-0.28,	p	<	

.001)	in	the	2009	cohort,	as	presented	in	Table	6.8.	Also	similar	to	Study	2,	academic	

self-concept	(which	was	negatively	scored)	had	a	significant	direct	positive	effect	on	

secondary	school	non-completion	(β	=	0.34,	p	<	.001).	Also	similar	to	Study	2,	in	the	

2009	cohort	boys	reported	significantly	higher	rates	of	secondary	school	non-

completion	than	girls	(β	=	0.47,	p	<	.001).	However,	in	contrast	to	the	2003	cohort,	

adolescent	Indigenous	status	had	a	non-significant	direct	effect	on	secondary	school	

non-completion.	Prior	academic	achievement	was	controlled	for	in	the	analysis.	While	

data	for	the	2003	cohort	has	already	been	presented	in	Table	6.3,	it	is	shown	here	again	

for	convenience.	The	full	regression	results	for	all	variables	included	in	the	model	for	

the	2009	dataset	is	provided	in	Appendix	D.	The	measure	of	goodness	of	fit	for	this	

model	was	a	log-likelihood	value	of	4439.9	(p=<2.2!−16)	indicating	a	good	model	fit	

with	high	log-likelihood	value	and	p-value	less	than	0.05	(Qian	&	Wu,	2006).	
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Table 6.8: Direct and interaction effects (2003 & 2009) 

Pathways	of	Influence	 2003	Cohort	 2009	Cohort	

	 (N	=	9378)	 (N	=	8759)	

Direct	Effects	 Coef.	(S.E.)	 Coef.	(S.E.)	

Socioeconomic	status	®	Secondary	school	non-completion	 -0.31**	(0.02)	 -0.28**	(0.03)	

Indigenous	status	®	Secondary	school	non-completion	 0.45**	(0.07)	 -0.13**	(0.11)	

Academic	Self-concept	®	Secondary	school	non-completion	 0.44**	(0.02)	 0.34**	(0.02)	

Gender	(boys)	®	Secondary	school	non-completion	 0.38**	(0.05)	 0.47**	(0.07)	

	 	 	

Interaction	Effects	 	 	

Socioeconomic	status	´	Indigenous	status	®	Secondary	school	non-
completion	

0.36**	(0.06)	 0.31**	(0.09)	

Socioeconomic	status	´	Academic	self-concept	®	Secondary	school	non-
completion	

0.04**	(0.02)	 0.06**	(0.02)	

Note. Academic self-concept is negatively scored. *p < .05. **p < .001.  

6.2.3 2009 cohort interaction effects  

Does	socioeconomic	status	facilitate	secondary	school	completion	to	the	same	degree	

for	Indigenous	and	non-Indigenous	students?	

In	Study	3,	the	effect	of	socioeconomic	status	on	secondary	school	non-completion	is	

shown	to	vary	according	to	Indigenous	status.	In	the	2009	cohort,	adolescent	

Indigenous	status	had	a	significant	interaction	effect	with	socioeconomic	status	on	

secondary	school	non-completion	(β	=	0.31,	p	<	.001).	The	2009	cohort	interaction	

effect	findings	from	the	2009	cohort	were	highly	consistent	with	the	interaction	effect	

findings	from	the	2003	cohort	as	described	in	Study	2,	demonstrating	robust	findings.	

For	the	2003	cohort,	adolescent	Indigenous	status	had	a	significant	interaction	effect	

with	adolescent	socioeconomic	background	on	secondary	school	non-completion	(β	=	

0.36,	p	<	.001).	The	interaction	effects	of	student	Indigenous	status	and	socioeconomic	

status	on	secondary	school	non-completion	across	the	2009	and	2003	cohorts	is	

represented	in	Table	6.8	and	Table	6.9.	While	data	for	the	2003	cohort	has	already	

been	presented	in	Table	6.3,	it	is	shown	in	Table	6.8	for	comparison	and	convenience.	

Table	6.9	shows	how	the	probability	of	secondary	school	non-completion	at	high,	

average,	and	low	socioeconomic	status,	varies	with	Indigenous	status.	Table	6.9	
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demonstrates	the	predicted	probabilities	of	secondary	school	non-completion	by	

socioeconomic	status	and	Indigenous	status	in	the	2003	cohort	and	2009	cohorts.		

	

Figure 6.3: Probabilities of school non-completion by socioeconomic status and Indigenous status (2003 and 

2009) 
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Table 6.9: Socioeconomic status - Indigenous status interactions (2003 & 2009) 

Cohort	 SES	 Probability	of	School	Non-Completion	

	 	 Indigenous	 Non-Indigenous	

2003	 High	(1.09)	 .193	 .093	

	 Mean	(0.28)	 .187	 .117	

	 Low	(-0.54)	 .181	 .146	

	 	 	 	

2009	 High	(1.14)		 .099	 .063	

	 Mean	(0.40)	 .097	 .077	

	 Low	(-0.33)	 .096	 .093	

Note. Predicted probabilities estimated at the average academic self-concept for each cohort and for the most 

populous state (NSW). SES = Socioeconomic status. 

Does	high	socioeconomic	status	facilitate	secondary	school	completion	to	the	same	

degree	for	students	with	varying	levels	of	academic	self-concept?	

In	the	Study	3	analysis,	the	effect	of	socioeconomic	status	on	school	non-completion	is	

shown	to	vary	with	a	student´s	academic	self-concept	while	controlling	for	prior	

academic	achievement.	This	effect	did	not	occur	in	Study	2	(2003	cohort).		In	Study	3	

(2009	cohort)	adolescent	academic	self-concept	controlling	for	prior	academic	

achievement	had	a	significant	interaction	effect	with	socioeconomic	status	on	

secondary	school	non-completion	(β	=	0.06,	p	<	0.05).	However,	in	Study	2	(2003	

cohort),	academic	self-concept	did	not	have	a	significant	interaction	effect	with	

socioeconomic	status	on	secondary	school	non-completion.		
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Table 6.10: Socioeconomic status - academic self-concept interactions (2003 & 2009) 

Cohort	 SES	 Probability	of	School	Non-Completion	

	 	 High	Self-Concept	 Low	Self-Concept	

2003	 High	(1.09)	 .06	 .14	

	 Mean	(0.28)	 .08	 .17	

	 Low	(-0.54)	 .10	 .21	

	 	 	 	

2009	 High	(1.09)	 .05	 .10	

	 Mean	(0.28)	 .06	 .12	

	 Low	(-0.54)	 .08	 .14	

Note. Predicted probabilities estimated for non-Indigenous status and for the most populous state (NSW). SES = 

socioeconomic status. 

The	interaction	effect	of	student	academic	self-concept	with	socioeconomic	status	on	

school	non-completion	for	the	2009	cohort	in	comparison	with	the	2003	cohort	is	

represented	in	Table	6.10.	The	Study	2	findings	for	the	2003	cohort	are	presented	

earlier	in	Table	6.4	but	have	been	included	in	Table	6.10	for	ease	of	comparison.	Data	

contained	in	Table	6.10	(also	see	Figure	6.4)	show	how	the	probability	of	secondary	

school	non-completion	varies	with	level	of	academic	self-concept	and	level	of	

socioeconomic	status	for	both	the	2003	and	2009	cohorts.	This	finding	indicates	that	

the	link	between	socioeconomic	status	and	secondary	school	non-completion	is	weakly	

moderated	by	academic	self-concept,	as	the	link	was	found	to	be	statistically	

significant	in	Study	3	(2009	cohort)	but	not	in	Study	2	(2003	cohort),	as	presented	in	

Table	6.8.	The	finding	of	academic	self-concept	as	a	weak	moderator	of	the	relation	

between	socioeconomic	status	and	secondary	school	completion	is	an	advancement	on	

previous	research.	These	results	indicate	that	increased	socioeconomic	status	is	likely	

to	benefit	students	with	low	academic	self-concept	more	than	it	benefits	equally	

achieving	students	with	high	academic	self-concept	in	completing	secondary	school,	at	

least	after	the	policy	implementation	(2009	cohort).		
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Figure 6.4: Probabilities of school non-completion by socioeconomic status and academic self-concept (2003 and 

2009) 

6.2.4 Compulsory school leaving age (cohort year) interaction effect 

Study	3	investigated	the	potential	impact	of	an	increase	to	the	compulsory	school	

leaving	age	by	investigating	cohort	year	(pre-	and	post-policy	implementation)	on	the	

relation	between	socioeconomic	status	and	secondary	school	non-completion.	The	

findings	as	they	relate	to	each	of	the	study	research	questions	are	outlined	below.	
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H	3.1.1	Cohort	year	(before	and	after	lifting	the	compulsory	school	leaving	age)	

influences	secondary	school	completion.	

This	study	indicates	that	students	in	the	2009	cohort	(after	the	compulsory	school	

leaving	age	was	increased	to	17	years)	were	more	likely	to	go	on	to	complete	secondary	

school	than	their	peers	in	the	2003	cohort,	who	were	able	to	leave	school	at	age	15	(See	

Table	6.6).	However,	increased	likelihood	of	school	completion	was	not	enhanced	for	

all	students.	Figure	6.5	(below)	demonstrates	the	impact	of	cohort	year	on	school	non-

completion	for	Indigenous	students	and	non-Indigenous	students.	Specifically,	

Indigenous	adolescents	were	more	likely	to	complete	secondary	school	following	the	

policy	change,	as	the	probability	of	non-completion	reduced	between	the	2003	and	

2009	samples	irrespective	of	student	socioeconomic	status	(Figure	6.5	top).	For	non-

Indigenous	students,	the	probability	of	school	non-completion	varied	with	

socioeconomic	status.	Specifically,	for	low	socioeconomic	students,	the	probability	of	

non-completion	reduced	between	the	2003	and	2009	cohorts,	while	very	little	change	

occurred	for	high	socioeconomic	non-Indigenous	students	(Figure	6.5	bottom).		
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Figure 6.5: Probabilities of school non-completion by socioeconomic status and cohort year for Indigenous and 

non-Indigenous adolescents 
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For	students	with	low	academic	self-concept,	a	considerable	reduction	in	the	

likelihood	of	school	non-completion	occurred	for	those	from	low	socioeconomic	

backgrounds,	while	only	a	slight	reduction	occurred	for	students	from	high	

socioeconomic	backgrounds	(Figure	6.6	top).	The	only	student	group	that	did	not	

benefit	between	the	2003	and	2009	cohorts	was	students	with	high	academic	self-

concept.	Students	with	high	academic	self-concept	from	low	socioeconomic	

backgrounds	were	not	less	likely	to	leave	school	early	in	the	2009	cohort	(after	the	

policy	change)	compared	to	those	in	the	2003	cohort	(before	the	policy	change)	as	it	

appears	the	cohort	year	made	no	difference	to	the	school	completion	of	this	group	(see	

Figure	6.6	bottom).	For	students	with	high	academic	self-concept	from	high	

socioeconomic	backgrounds,	the	policy	implementation	appears	to	have	had	the	

opposite	effect.	Students	with	high	academic	self-concept	and	high	socioeconomic	

status	in	the	2009	cohort	had	a	greater	likelihood	of	leaving	school	before	completing	

Year	12	than	their	high	academic	self-concept,	high	socioeconomic	status	peers	in	the	

2003	cohort	(see	Figure	6.6	bottom).		
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Figure 6.6: Probabilities of non-completion by socioeconomic status and cohort year for low academic self-

concept and high academic self-concept 

RQ	3.1.2	Does	cohort	year	(before	and	after	lifting	the	compulsory	school	

leaving	age)	influence	secondary	school	completion	to	the	same	degree	for	

Indigenous	and	non-Indigenous	students?	

In	this	study,	the	effect	of	socioeconomic	status	on	secondary	school	non-completion	

was	shown	to	vary	with	cohort	year,	with	implications	regarding	increases	to	



 

133 
 

 

compulsory	school	leaving	age,	for	Indigenous	and	non-Indigenous	students	

controlling	for	prior	academic	achievement.	The	moderation	effect	of	cohort	year	

(indicative	of	compulsory	school	leaving	age)	is	demonstrated	in	Table	6.11	which	

shows	probability	of	school	non-completion	for	high,	average	and	low	socioeconomic	

status	for	Indigenous	and	non-Indigenous	students.	To	determine	the	moderation	

effect,	the	test	of	parallelism	of	two	slopes	(Field	et	al.,	2012)	was	used	as	indicated	in	

Figure	6.5,	with	non-parallel	slopes	demonstrated	in	each	graph	indicating	the	

presence	of	an	interaction	between	variables.	However,	the	manner	in	which	cohort	

year	(and	potentially)	compulsory	school	leaving	age	influenced	the	impact	of	

socioeconomic	status	on	secondary	school	non-completion	varied	for	Indigenous	and	

non-Indigenous	adolescents.	Figure	6.5	(top)	demonstrates	that	for	Indigenous	

adolescents	there	is	a	slightly	negative	impact	of	high	socioeconomic	status	on	

likelihood	of	school	non-completion	and	that	this	is	reduced	in	the	2009	cohort	

compared	with	the	2003	cohort.	While	for	non-Indigenous	adolescents,	shown	in	

Figure	6.5	(bottom),	the	2009	cohort	shows	a	reduced	negative	impact	of	low	

socioeconomic	status	on	probability	of	dropout,	compared	with	the	2003	cohort	year,	

making	a	more	equal	playing	field	particularly	for	those	from	low	socioeconomic	

backgrounds.	This	effect	is	not	observed	for	Indigenous	adolescents.	These	results	

suggest	that	the	nationwide	implementation	of	raising	the	compulsory	school	leaving	

age	may	have	been	beneficial	in	increasing	high	school	completion	rates,	particularly	

for	low	socioeconomic	background	non-Indigenous	youth.		
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Table 6.11: Socioeconomic status - cohort year interactions (Indigenous vs non-Indigenous) 

Status	 SES	 Probability	of	School	Non-Completion	

	 	 2003	Cohort	 2009	Cohort	

Indigenous	 High	(1.09)	 .193	 .099	

	 Mean	(0.28)	 .187	 .097	

	 Low	(-0.54)	 .181	 .095	

	 	 	 	

Non-Indigenous	 High	(1.09)	 .093	 .064	

	 Mean	(0.28)	 .117	 .080	

	 Low	(-0.54)	 .146	 .098	

Note. Predicted probabilities estimated at average academic self-concept for each cohort and for the most 

populous state (NSW). SES = socioeconomic status. High, mean and low SES was derived from mean and 

standard deviation socioeconomic status from the 2003 cohort. 

RQ	3.1.3	Does	the	gap	in	Indigenous	and	non-Indigenous	school	completion	

change	with	cohort	year	(before	and	after	an	increase	in	compulsory	school	

leaving	age)?	

Study	3	demonstrates	that	the	difference	in	likelihood	of	school	completion	of	

Indigenous	students	compared	with	non-Indigenous	students	(the	gap	in	school	

completion	between	Indigenous	and	non-Indigenous	students)	narrows	from	the	2003	

cohort	analysed	in	Study	2	to	the	2009	cohort	in	this	study.	As	the	main	difference	

between	the	two	cohorts	was	the	significant	policy	change	implementing	an	increase	

in	compulsory	school	leaving	age	across	Australia	from	15	to	17	years	between	data	

collection	of	each	cohort,	a	moderating	effect	of	the	policy	change	on	school	

completion	outcomes	may	be	inferred.	The	narrowing	of	the	gap	is	demonstrated	in	

Table	6.8.	Table	6.8	shows	the	direct	effects	of	Indigenous	status	on	secondary	school	

completion	across	both	cohorts.	For	the	2003	cohort,	prior	to	policy	implementation,	

the	direct	effect	of	Indigenous	status	on	secondary	school	completion	is	significant	(β	

=0.45,	p	<	0.001),	as	demonstrated	in	Study	1.	However,	for	the	2009	cohort,	after	policy	

implementation,	the	direct	effect	of	Indigenous	status	on	secondary	school	completion	

is	non-significant.	This	finding	indicates	that	a	student´s	Indigenous	status	is	not	

predictive	of	their	secondary	school	completion	for	the	2009	cohort,	but	it	is	predictive	

of	school	completion	for	the	2003	cohort,	prior	to	policy	implementation.	The	
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narrowing	of	the	gap	between	Indigenous	and	non-Indigenous	school	completion	is	

also	demonstrated	in	Error!	Reference	source	not	found..	The	difference	between	

the	slopes	of	the	line	for	Indigenous	students	and	the	line	for	non-Indigenous	students	

is	less	in	the	2009	cohort	than	in	the	2003	cohort,	indicating	a	reduced	range	of	

probabilities	of	school	non-completion	shared	between	Indigenous	and	non-

Indigenous	students	in	the	2009	cohort	compared	to	the	2003	cohort.	

RQ	3.1.4	Does	cohort	year	(before	and	after	lifting	the	compulsory	school	

leaving	age)	influence	secondary	school	completion	to	the	same	degree	for	

students	with	low	academic	self-concept	compared	to	those	with	high	academic	

self-concept?		

The	findings	of	this	study	suggest	that	cohort	year	influences	secondary	school	

completion	to	varying	degrees	for	students	with	low	academic	self-concept	compared	

with	similar	achieving	students	with	high	academic	self-concept.	In	other	words,	the	

effect	of	socioeconomic	status	on	secondary	school	non-completion	was	shown	to	vary,	

between	the	2003	and	2009	cohorts,	for	students	with	high	academic	self-concept	and	

those	with	low	academic	self-concept.	Table	6.12	demonstrates	the	moderation	effect	

of	cohort	year	by	presenting	the	probability	of	school	non-completion	for	adolescents	

with	low	academic	self-concept	and	then	for	adolescents	with	high	academic	self-

concept	across	high,	average	and	low	socioeconomic	status.	High	socioeconomic	status	

was	the	mean	value	on	the	Economic	Social	and	Cultural	Status	(ESCS)	index,	plus	one	

standard	deviation,	while	low	socioeconomic	status	was	the	mean	value	of	the	ESCS	

index	minus	one	standard	deviation.	All	three	values	were	determined	from	their	

relevant	cohort	datasets.		
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Table 6.12: Socioeconomic status - cohort year interactions (low and high academic self-concept) 

Academic	Self-
Concept	

SES	 Probability	of	School	Non-Completion	

	 	 2003	Cohort	 2009	Cohort	

Low	 High	(1.09)	 .14	 .10	

	 Mean	(0.28)	 .17	 .12	

	 Low	(-0.54)	 .21	 .14	

	 	 	 	

High	 High	(1.09)	 .06	 .05	

	 Mean	(0.28)	 .08	 .06	

	 Low	(-0.54)	 .10	 .08	

Note. Predicted probabilities estimated at average academic self-concept for each cohort and for the most 

populous state (NSW). SES = socioeconomic status. High, mean and low SES was derived from mean and 

standard deviation socioeconomic status from the 2003 cohort. 

The	moderation	effect	of	cohort	year	was	determined	using	the	observational	test	of	

parallelism	of	two	slopes	(Field	et	al.,	2012).	Figure	6.6		suggests	significant	moderation	

effects	of	cohort	year	on	the	relation	between	socioeconomic	status	and	secondary	

school	non-completion	for	adolescents	with	both	low	and	high	academic	self-concept.	

Figure	6.6	(top)	shows	the	moderation	effect	of	cohort	year	on	the	relation	between	

socioeconomic	status	and	likelihood	of	school	non-completion	for	adolescents	with	

low	academic	self-concept.	Specifically,	students	with	low	academic	self-concept	were	

more	likely	to	not	complete	Year	12	in	the	2003	cohort	compared	to	in	the	2009	cohort.	

However,	this	effect	was	most	pronounced	for	students	with	low	academic	self-concept	

and	low	socioeconomic	status	who	benefitted	most	across	cohort	years,	and	the	

inferred	role	of	the	change	in	policy	context,	in	terms	of	reduced	likelihood	of	school	

non-completion.	Figure	6.6	(bottom)	shows	the	moderation	effect	for	adolescents	with	

high	academic	self-concept.		

In	Figure	6b	it	can	be	observed	that	increasing	compulsory-school	leaving	age	actually	

had	a	negative	influence	on	high-academic	self-concept	adolescents	from	high	

socioeconomic	backgrounds.	Figure	6b	indicates	that	compulsory-school	leaving	age	

(via	cohort	year)	made	a	bigger	(negative)	impact	on	the	school	completion	rates	of	

high	academic	self-concept	students	with	high	socioeconomic	background	than	for	

high	academic	self-concept	students	from	low	socioeconomic	backgrounds.	For	those	
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students	with	high	academic	self-concept	from	the	lowest	socioeconomic	background,	

increasing	compulsory-school	leaving	age	(via	cohort	year)	appears	to	have	made	very	

little	difference	in	terms	of	the	likelihood	of	school	non-completion.	

As	the	predominant	policy	change	between	data	collection	for	the	2003	and	2009	

cohorts	was	the	nationwide	implementation	of	raising	the	compulsory	school-leaving	

age,	these	results	appear	to	suggest	that	the	change	in	compulsory	school	leaving	age	

may	have	played	out	differently	for	young	people	with	varying	academic	self-concept	

from	different	socioeconomic	status	backgrounds.	Those	with	low	academic	self-

concept	from	the	lowest	socioeconomic	background	appeared	to	benefit	most,	along	

with	those	with	high	academic	self-concept	from	the	moderate	to	high	socioeconomic	

background.		

6.3 Summary 

Studies	2	and	3	used	data	generated	from	multilinear	regression	analyses	of	two	large	

longitudinal	and	representative	datasets.	These	studies	determined	that	the	effect	of	

socioeconomic	status	on	secondary	school	non-completion	varies	according	to	

Indigenous	status	and	according	to	the	educational	policy	context.	This	chapter	

presented	the	findings	of	Study	2	as	they	relate	to	the	Study	2	hypotheses	and	research	

questions.	As	expected,	Study	2	demonstrated	that	the	likelihood	of	an	Indigenous	

student	completing	secondary	school	was	lower	than	that	of	a	similar	achieving	non-

Indigenous	student.	Similarly,	Study	2	demonstrated	that	the	likelihood	of	a	student	

with	high	academic	self-concept	completing	secondary	school	was	higher	than	that	of	

a	similar	achieving	student	with	low	academic	self-concept.	In	addition,	and	unique	to	

this	research,	Study	2	demonstrated	that	high	socioeconomic	status	does	not	facilitate	

secondary	school	completion	to	the	same	degree	for	Indigenous	students	and	for	

similar	achieving	non-Indigenous	students.	Non-Indigenous	students	gained	more	

from	having	high	socioeconomic	status	in	terms	of	school	completion,	whereas	higher	

socioeconomic	status	made	little	difference	to	the	school	completion	of	Indigenous	

students.	In	other	words,	socioeconomic	status	has	a	minimal	effect	on	secondary	

school	completion	for	Indigenous	students	compared	to	the	effect	it	has	on	the	school	

completion	of	similar	achieving	non-Indigenous	students.	Study	2	also	showed	that	
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high	socioeconomic	status	facilitates	secondary	school	completion	to	the	same	degree	

for	students	with	high	academic	self-concept	and	for	similar	achieving	students	with	

low	academic	self-concept.	Overall,	Study	2	demonstrates	that	while	socioeconomic	

status	predicts	rates	of	school	completion,	this	does	not	appear	to	apply	to	Indigenous	

students.	

This	chapter	also	presented	the	findings	of	Study	3,	in	terms	of	how	they	provided	

support	for	Study	2	findings,	and	in	relation	to	the	Study	3	hypothesis	and	research	

questions.	The	findings	of	Study	2	relating	to	the	impact	of	socioeconomic	status	on	

the	school	completion	of	Indigenous	students	compared	to	non-Indigenous	students	

was	consistent	across	both	datasets	(2003	and	2009),	demonstrating	robust	findings.	In	

addition,	Study	3	suggests	that	lifting	the	compulsory	school	leaving	age	may	facilitate	

secondary	school	completion,	as	cohort	year	(before	and	after	increases	to	the	

compulsory	school	leaving	age)	is	associated	with	secondary	school	completion	for	

most	students.	Cohort	year	is	associated	with	increased	school	completion	rates	for	

Indigenous	students,	students	from	low	socioeconomic	backgrounds,	and	students	

with	low	academic	self-concept.	In	addition,	the	gap	in	Indigenous	and	non-

Indigenous	school	completion	narrows	between	the	two	cohorts,	with	increases	to	the	

compulsory	school	leaving	age.	The	study	also	demonstrates	that	cohort	year	made	

more	of	a	difference	to	the	likelihood	of	school	completion	for	students	with	low	

academic	self-concept	than	it	did	for	students	with	high	academic	self-concept.	In	

Chapter	7,	these	findings	will	be	discussed	in	detail.	

	

.	
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Chapter 7: 
Discussion of Research Findings 

“Some	of	us	have	stood	at	the	crossroads	where	it	is	possible	to	choose	a	path	to	
the	good	life	or	the	path	to	continuing	poverty	and	marginalisation.”		

	Marcia	Langton	(2013,	p.	11)	

7.1 Introduction 

In	this	chapter,	I	explain	and	elaborate	on	the	findings	reported	in	this	thesis.	This	is	

achieved	by	discussing	trends	emerging	from	the	findings	that	require	additional	

investigation,	drawing	links	from	the	three	studies	and	positioning	the	findings	within	

the	broader	field	of	literature.	Particularly,	while	the	data	show	some	general	trends,	I	

suggest	that	the	road	to	successful	school	completion	is	nuanced,	particularly	for	

minority	and	historically	marginalised	groups	of	young	people.	For	example,	based	on	

the	data	used	in	this	research,	young	Indigenous	Australians	appear	to	be	relatively	

impervious	to	the	influence	of	socioeconomic	status	on	secondary	school	completion,	

as	I	will	detail	below.	However,	increases	to	the	compulsory	school	leaving	age	across	

Australia	appear	to	have	increased	the	likelihood	of	school	completion	for	Indigenous	

students.	In	this	respect,	this	thesis	suggests	that	implementation	of	this	policy	reform,	

under	the	National	Partnership	Agreement	on	Youth	Attainment	and	Transitions	

(Coalition	of	Australian	Governments,	2009),	may	have	contributed	to	leveling	the	

playing	field	in	terms	of	Year	12	attainment	levels,	in	line	with	the	Australian	

Government´s	‘Closing	the	Gap’	policy	directive.	Building	on	the	results	of	Study	1	

(presented	in	Chapter	5)	and	Studies	2	and	3	(presented	in	Chapter	6),	I	further	argue	

that	the	Sen-Bourdieu	framework	of	capability	and	capital	(Hart,	2013;	Molla	&	Pham,	

2019;	Pham,	2019)	is	a	mechanism	that	helps	to	explain	why	Indigenous	students	
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appear	resistant	to	socioeconomic	status	when	it	comes	to	school	completion.	In	

recognition	of	the	heavy	focus	on	Indigenous	people	as	research	participants	where	

they	often	gain	little,	if	anything	(Bainbridge	et	al.,	2015),	this	research	has	spared	them	

from	being	further	interviewed	and	subjected	to	interventions.	

The	primary	aim	of	this	thesis	was	to	gain	a	deeper	understanding	of	the	interplay	

between	key	sociodemographic	factors,	including	academic	self-concept,	

socioeconomic	status	and	Indigenous	status,	in	predicting	secondary	school	

completion.	A	deeper	understanding	of	this	interplay	was	reached	based	on	responses	

to	the	following	overarching	research	questions	which	guided	each	of	the	three	

studies:		

• Does	positive	academic	self-concept	facilitate	secondary	school	completion	for	

students	across	diverse	social	and	demographic	backgrounds?	(Study	1)	

• Does	socioeconomic	status	facilitate	secondary	school	completion	across	

Indigenous	and	non-Indigenous	students	to	the	same	degree,	and	across	

students	with	varying	levels	of	academic	self-concept	to	the	same	degree?	

(Study	2)	

• Does	cohort	year	(before	and	after	a	national	initiative	that	increases	

compulsory	school	leaving	age)	influence	secondary	school	completion	to	the	

same	degree	for	everyone,	including	Indigenous	and	non-Indigenous	students,	

and	students	with	varying	levels	of	academic	self-concept?	(Study	3).	

This	research	provides	strong	evidence	for	some	of	the	mechanisms	believed	to	

underpin	inequalities	in	educational	outcomes	for	young	Indigenous	Australians	and	

points	to	potential	drivers	of	inequity.	As	such,	the	research	provides	useful	ideas	for	

educational	policy	and	intervention	rather	than	just	highlighting	gaps	in	educational	

outcomes,	which	typically	contribute	to	a	deficit	view	of	Indigenous	Australians	

(Fogarty	et	al.,	2017).	Furthermore,	the	applications	of	these	findings	in	policy,	practice	

or	research	in	Australia	need	to	recognise	the	immense	diversity	of	people	of	

Aboriginal	and	Torres	Strait	Islander	descent	in	terms	of	language	groups	and	cultural	

values	(Purdie	et	al.,	2010).	Finally,	the	similar	histories	of	dispossession,	colonisation,	
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marginalisation,	and	minority-status	of	Indigenous	people	internationally,	particularly	

for	those	within	Anglo-colonised	countries,	make	these	findings	relevant	to	a	broader	

international	audience.			

This	chapter	commences	with	a	summary	of	key	findings	for	the	three	studies.	This	is	

followed	by	a	study-based	discussion	comprising	two	parts:	the	first	discusses	Study	1	

findings	and	the	second	discusses	Study	2	and	Study	3	findings,	elaborating	on	the	

relevance	and	importance	of	key	findings.	In	addition,	strengths,	limitations	and	future	

directions	are	included.	The	chapter	concludes	with	a	general	discussion	and	

implications	for	policy	and	practice	section.	In	this	section	I	discuss	overarching	

themes	related	to	the	findings	of	the	three	studies	and	current	literature,	which	have	

implications	for	research,	policy	and	practice.	

7.2 Summary of key findings 

7.2.1 The relation between academic self-concept and educational outcomes 

Does	positive	academic	self-concept	facilitate	secondary	school	completion	for	

students	across	diverse	socioeconomic	backgrounds?	Study	1	sought	to	answer	this	

overarching	question	via	a	systematic	review	of	9,564	records	investigating	the	nature	

of	the	link	between	academic	self-concept	and	various	educational	outcomes	such	as	

school	completion,	engagement	and	attendance.	From	these	initial	records,	17	studies	

were	assessed	in	terms	of	the	moderation	or	mediation	effect	of	a	third	variable	on	the	

relation	between	academic	self-concept	and	the	educational	outcome	variable.	The	

findings	of	Study	1	as	they	relate	to	the	Study	1	hypotheses	and	research	questions	are	

outlined	below.			

Research	Question	1.1.1	examined	what	factors	have	been	demonstrated	to	moderate	

the	relation	between	a	young	person´s	academic	self-concept	and	their	educational	

outcomes.	There	were	six	moderators	of	the	link	between	academic	self-concept	and	

an	educational	outcome	(e.g.,	student	attendance,	student	engagement,	school	

dropout)	identified	in	the	literature	review.	These	moderators	were	prior	academic	

achievement,	student	stage	of	adolescence,	gender,	socioeconomic	status,	Indigenous	

status	and	student	value	beliefs	relating	to	academic	achievement.	Conversely,	the	

following	variables	were	tested	and	demonstrated	to	not	moderate	the	relation	
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between	academic	self-concept	and	an	educational	outcome:	student	language	status,	

adverse	childhood	experiences,	specific	value	beliefs	relating	to	academic	achievement	

(i.e.,	intrinsic	value,	utility	value,	cost	value),	and	gender.		

Research	Question	1.1.2	examined	what	factors	have	been	demonstrated	to	mediate	the	

relation	between	a	young	person´s	academic	self-concept	and	their	educational	

outcomes.	There	were	six	mediators	identified:	cognitive	engagement,	interest	in	class,	

school	achievement,	educational	expectations,	teacher	student	relationship	and	

student	wellbeing	at	school.	In	addition,	student-to-student	relationship	in	class	was	

the	only	variable	shown	to	not	mediate	the	relation	between	academic	self-concept	

and	an	educational	outcome.	Educational	expectations,	student	interest	in	class	and	

teacher-student	relationship	may	be	influenced	directly	by	the	social	and	cultural	

contexts	of	a	student´s	family	and	community,	particularly	where	these	contexts	vary	

from	that	of	the	school	environment.		

Research	Question	1.2.1	inquired	whether	sociodemographic	factors	moderate	the	

relation	between	a	young	person´s	academic	self-concept	and	their	educational	

outcomes.	Study	1	determined	three	sociodemographic	variables	that	had	a	

moderation	effect	upon	the	relation	in	question.	These	sociodemographic	moderators	

were	socioeconomic	status,	Indigenous	status	and	general	value	beliefs	of	

achievement.	Findings	showed	that	the	general	value	beliefs	of	achievement	as	a	

moderator	yielded	the	greatest	effect	sizes.	Guo	et	al.	(2016)	indicated	that	the	value	

beliefs	of	achievement	influenced	the	strength	of	math	self-concept	as	a	predictor	of	

student	self-reported	effort	in	math	(r	=	.17).	Guo	et	al.	(2016)	also	suggested	that	value	

beliefs	of	achievement	influenced	the	strength	of	math	self-concept	as	a	predictor	of	

teacher-rated	student	behavioural	engagement	in	mathematics	(r	=	.15).	The	study	by	

Guo	et	al.	(2016)	was	assessed	as	having	a	medium	risk	of	bias	and	corresponding	

moderate	quality	of	evidence.	Overall,	this	study	suggests	there	is	some	evidence	that	

sociodemographic	factors	moderate	the	relation	between	a	young	person´s	academic	

self-concept	and	their	educational	outcomes.	

Research	Question	1.3.1	examined	whether	a	young	person´s	socioeconomic	status	

moderates	the	relation	between	their	academic	self-concept	and	their	educational	
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outcomes.	The	role	of	socioeconomic	status	as	a	moderator	was	investigated	in	four	of	

the	17	studies	in	the	review.	In	only	one	of	these	studies	(Bergeron	et	al.,	2011)	was	

socioeconomic	status	shown	to	moderate	the	extent	a	young	person´s	competence	

belief	in	mathematics	predicted	their	intention	to	drop	out	of	secondary	school.	For	

high	socioeconomic	status	students,	intention	to	dropout	reduced	for	those	students	

with	high	competence	beliefs	in	mathematics	(high	mathematics	academic	self-

concept).	However,	for	low	socioeconomic	students,	their	level	of	competence	belief	in	

mathematics	is	not	predictive	of	their	intention	to	drop	out	of	school.	This	relation	

only	seems	to	hold	for	self-beliefs	for	mathematics	competence	but	not	for	self-beliefs	

in	language	arts	competence.	This	study	had	a	high	risk	of	bias	and	low	quality	of	

evidence.	Although	it	had	a	large	sample	and	confounding	variables	identified	and	

controlled,	the	sample	was	not	representative,	and	there	was	little	information	

regarding	the	extent	and	management	of	missing	data.	As	such,	claims	about	

socioeconomic	status	acting	as	a	moderator	of	the	relation	between	academic	self-

concept	in	math	and	intention	to	drop	out	of	secondary	school	should	be	considered	

with	some	caution.	The	findings	of	Studies	2	and	3	of	the	thesis	supports	a	cautious	

approach,	as	the	moderation	effect	of	academic	self-concept	on	the	relation	between	

socioeconomic	status	and	school	non-completion	were	found	to	be	non-significant	in	

Study	2	and	weakly	associated	in	Study	3.	

Research	Question	1.4.1	inquired	whether	the	relation	between	a	young	person´s	

academic	self-concept	and	their	educational	outcomes	varies	according	to	Indigenous	

status.	Study	1	found	that	Indigenous	status	moderated	this	relation	in	only	one	study	

(Bodkin-Andrews,	O’Rourke	&	Craven,	2010).	Bodkin-Andrews,	O’Rourke	and	Craven	

(2010)	indicated	that	for	Indigenous	youth,	mathematics	self-concept	was	a	weaker	

predictor	of	student	aspirations	to	complete	Year	12	compared	with	non-Indigenous	

youth.	The	study	was	assessed	as	having	a	medium	risk	of	bias	and	a	moderate	quality	

of	evidence.	However,	Indigenous	status	was	shown	to	not	moderate	the	relation	

between	school	self-concept	and	student	participation	(Yeung	et	al.,	2013),	nor	the	

relation	between	reading	and	mathematics	self-concepts	and	student	participation	

(Yeung	et	al.,	2013).	Indigenous	status	was	also	shown	to	not	moderate	the	relation	

between	mathematics	or	verbal	self-concept	and	absenteeism,	nor	the	link	between	
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verbal	self-concept	and	a	young	person´s	aspirations	to	complete	Year	12	(Bodkin-

Andrews,	O’Rourke	&	Craven,	2010).	There	is	some	evidence	that	the	association	

between	mathematics	self-concept	and	aspiration	to	complete	Year	12	varies	for	

Indigenous	students	compared	with	non-Indigenous	students.	Accordingly,	

mathematics	self-concept	acts	as	a	weaker	predictor	of	aspiration	to	complete	Year	12	

for	Indigenous	youth	compared	with	non-Indigenous	youth.		

The	findings	of	Study	1	prompted	further	investigation	into	the	role	of	socioeconomic	

status	as	a	predictor	of	school	completion	for	Indigenous	and	non-Indigenous	

students,	and	for	students	of	varying	levels	of	academic	self-concept.	Drawing	upon	a	

quantitative	intersectional	perspective	(Else-Quest	&	Hyde,	2016a,	2016b)	and	Boudon’s	

(1974)	primary	and	secondary	effects	theory,	a	large	statistical	modelling	analysis	was	

undertaken	to	test	the	confidence	in	the	moderation	effects	of	these	variables	and	

clarify	some	of	the	uncertainty	produced	by	the	heterogeneity	between	studies	in	

Study	1.	Heterogeneity	between	studies	was	due	to	differences	in	predictor	and	

outcome	variables,	the	generally	moderate	to	high	risk	of	bias	of	the	studies,	and	the	

small	number	of	studies	with	significant	effects.	

7.2.2 The relation between socioeconomic status and school completion  

Study	2	used	data	generated	from	multilinear	regression	analyses	of	a	large	

longitudinal	and	representative	dataset,	the	LSAY	2003	cohort.	The	overarching	

research	question	this	study	sought	to	address	was	whether	higher	socioeconomic	

status	was	associated	with	secondary	school	completion	according	to	student’s	

Indigenous	status	and	varying	levels	of	academic	self-concept.	The	findings	of	Study	2	

as	they	relate	to	the	Study	2	hypotheses	and	research	questions	are	outlined	here.		

Hypothesis	2.1.1	proposed	that	there	is	a	gap	in	secondary	school	completion	between	

Indigenous	students	and	similar-achieving	non-Indigenous	students.	Study	2	tested	

this	assumption	and	found	that	for	similar-achieving	Indigenous	and	non-Indigenous	

students,	Indigenous	students	were	significantly	more	likely	to	not	complete	secondary	

school	than	non-Indigenous	students	(β	=	0.45,	p	<	.001)	for	the	2003	sample.	This	

finding	reproduces	previous	findings	(e.g.,	Lamb	et	al.,	2015).	In	the	analysis	of	the	

LSAY	2009	cohort	(see	Study	3),	a	different	direct	effect	was	observed.	Student	
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Indigenous	status	had	a	non-significant	direct	effect	on	secondary	school	non-

completion.	This	non-significant	effect	indicates	that	for	the	2009	cohort	there	was	no	

gap	in	the	secondary	school	completion	rates	between	similar-achieving	Indigenous	

and	non-Indigenous	students.		

Hypothesis	2.2.1	proposed	that	there	is	a	gap	in	secondary	school	completion	between	

similar	achieving	students	with	high	and	low	academic	self-concept	(including	

Indigenous	and	non-Indigenous	students).	For	the	2003	cohort,	findings	showed	that	

academic	self-concept	(negatively	scored)	had	a	significant	direct	positive	effect	on	

secondary	school	non-completion	(β	=	0.44,	p	<	.001).	Similar	findings	were	obtained	in	

the	Study	3	analysis	of	the	LSAY	2009	cohort.	For	the	2009	cohort,	academic	self-

concept	(negatively	scored)	had	a	significant	direct	positive	effect	on	secondary	school	

non-completion	(β	=	0.34,	p	<	.001).	Both	direct	effects	are	demonstrative	of	a	gap	in	

the	secondary	school	completion	of	students	with	high	academic	self-concept	

compared	with	similar	achieving	students	with	low	academic	self-concept.		

Research	Question	2.3.1	inquires	whether	high	socioeconomic	status	facilitates	

secondary	school	completion	to	the	same	degree	for	Indigenous	and	non-Indigenous	

students.	Investigating	this	question,	Study	2	found	that	for	the	2003	cohort,	student	

Indigenous	status	had	a	significant	interaction	effect	with	student	socioeconomic	

status	on	secondary	school	non-completion	(β	=	0.36,	p	<	.001).	In	Study	3,	Indigenous	

status	also	had	a	significant	interaction	effect	with	socioeconomic	status	on	secondary	

school	non-completion	(β	=	0.31,	p	<	.001),	a	finding	highly	consistent	with	Study	2.	

These	findings	of	Studies	2	and	3	advance	previous	research	(e.g.,	Parker	et	al.,	2021)	by	

demonstrating	that	the	secondary	school	completion	of	Indigenous	students	is	stable	

across	the	gradient	of	socioeconomic	status,	unlike	that	of	non-Indigenous	students	

where	high	socioeconomic	status	is	associated	with	higher	school	completion.	As	such,	

socioeconomic	status	does	not	facilitate	secondary	school	completion	to	the	same	

degree	for	Indigenous	and	non-Indigenous	students	of	similar	ability.	Indigenous	

students	appear	to	gain	little	advantage	from	high	socioeconomic	status	in	terms	of	

secondary	school	completion	while	their	non-Indigenous	peers	are	advantaged	by	

higher	levels	of	socioeconomic	status.	Subsequently,	Indigenous	students	seem	to	be	

much	less	influenced	by	Boudon’s	(1974)	secondary	effects;	that	is,	by	class	differences	



 

146 
 

in	the	expected	return	of	completing	an	expected	education	level.	This	is	not	to	

suggest	that	socioeconomic	status	is	not	relevant,	only	that	by	itself	socioeconomic	

status	has	very	little	association	with	the	school	completion	outcomes	of	Indigenous	

youth.	

Research	Question	2.4.1	inquired	whether	socioeconomic	status	facilitates	secondary	

school	completion	to	the	same	degree	for	students	with	varying	levels	of	academic	self-

concept.	Study	2	showed	that	for	the	2003	cohort,	academic	self-concept	did	not	have	a	

significant	moderation	effect	on	the	relation	between	socioeconomic	background	and	

secondary	school	non-completion.	This	indicates	for	the	2003	cohort,	that	

socioeconomic	status	facilitated	secondary	school	completion	to	the	same	degree	

across	students	of	all	levels	of	academic	self-concept.	However,	in	Study	3	(2009	

cohort),	student	academic	self-concept	had	a	small	but	significant	interaction	effect	

with	socioeconomic	status	on	secondary	school	non-completion	(β	=	0.06,	p	<	0.05).	

This	significant	interaction	effect	for	the	2009	cohort	indicates	that	socioeconomic	

status	in	this	instance	did	not	facilitate	secondary	school	completion	to	the	same	

degree	across	the	gradient	of	academic	self-concept.	Specifically,	for	equally	achieving	

students,	increased	socioeconomic	status	was	likely	to	benefit	students	with	low	

academic	self-concept,	but	not	students	with	high	academic	self-concept.	Unique	to	

this	research,	academic	self-concept	was	demonstrated	to	be	a	weak	moderator	of	the	

relation	between	socioeconomic	status	and	secondary	school	non-completion.	This	

finding	is	based	on	the	presence	of	a	moderation	effect	in	the	2009	cohort	but	not	the	

2003	cohort.		

7.2.3 Cohort year on socioeconomic status and school completion link 

In	Study	3,	I	explored	whether	the	cohort	year	(as	indicative	of	the	educational	policy	

context)	disrupted	the	linkage	of	socioeconomic	status	and	school	completion.	Study	3	

used	data	generated	from	multilinear	regression	analyses	of	a	large	longitudinal	and	

representative	dataset,	the	LSAY	2009	cohort,	in	comparison	with	similar	analyses	of	

the	LSAY	2003	cohort.	The	overarching	research	question	this	study	sought	to	address	

was:	is	cohort	year	(before	and	after	national	increases	to	compulsory	school	leaving	

age)	associated	with	secondary	school	completion	to	the	same	degree	for	everyone,	

including	Indigenous	and	non-Indigenous	students,	and	students	with	varying	levels	of	
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academic	self-concept?	The	findings	of	Study	3	compared	with	the	findings	of	Study	2	

suggest	that	after	a	change	to	the	policy	context,	the	rate	of	school	completion	

generally	increased,	as	has	been	shown	in	the	United	States	(e.g.,	Rumberger	&	Lim,	

2008).	The	findings	of	Study	3	hypothesis	and	research	questions	are	outlined	here.		

Hypothesis	3.1.1	proposed	that	cohort	year	(before	and	after	lifting	the	compulsory	

school	leaving	age	in	Australia)	is	associated	with	secondary	school	completion.	In	a	

general	sense,	Study	3	tested	this	hypothesis	and	indicates	that	increasing	the	age	at	

which	a	student	is	able	to	withdraw	from	full-time	schooling,	work	or	a	combination	of	

both,	to	17	years	is	associated	with	an	increased	likelihood	that	students	will	go	on	to	

complete	secondary	school.	However,	it	appears	the	difference	in	school	completion	

before	and	after	policy	implementation	varies	for	different	student	groups.	

Interestingly,	the	only	group	of	students	to	be	disadvantaged	by	the	change	in	cohort	

year	with	policy	change	implications	appears	to	be	students	with	high	academic	self-

concept	and	high	socioeconomic	status.	

Research	Question	3.1.2	inquired	whether	cohort	year	(before	and	after	increasing	the	

compulsory	school	leaving	age)	is	associated	with	secondary	school	completion	to	the	

same	degree	for	Indigenous	and	non-Indigenous	students.	The	findings	of	Study	3	

suggest	that	the	moderation	effect	of	cohort	year	(and	inferred	effect	of	increasing	the	

compulsory	school	leaving	age)	is	not	associated	with	secondary	school	completion	to	

the	same	degree	for	Indigenous	and	non-Indigenous	students.	The	findings	suggest	

that	for	the	relation	between	socioeconomic	status	and	secondary	school	completion,	

the	difference	between	Indigenous	and	non-Indigenous	students	varied	across	the	

2003	and	2009	cohorts.	In	the	2009	cohort,	after	the	policy	reform,	Indigenous	

students	were	consistently	more	likely	to	complete	secondary	school;	however,	for	

non-Indigenous	students,	the	likelihood	of	school	completion	varied	with	

socioeconomic	status.	Non-Indigenous	students	with	low	socioeconomic	status	were	

more	likely	to	complete	secondary	school,	while	non-Indigenous	students	with	high	

socioeconomic	backgrounds	received	no	gain	in	the	2009	cohort	compared	with	the	

2003	cohort.	This	finding	implies	that	the	moderation	effect	varies	with	cohort	year	

(that	is,	before	and	after	the	increase	to	the	compulsory	school	leaving	age	was	

implemented).	This	appears	to	result	in	a	more	equal	playing	field,	especially	for	those	



 

148 
 

from	low	socioeconomic	backgrounds,	by	increasing	educational	equity	through	

increasing	their	likelihood	of	high	school	completion.	

Research	Question	3.1.3	inquired	whether	the	gap	in	Indigenous	and	non-Indigenous	

school	completion	changes	with	cohort	year	(before	and	after	lifting	the	compulsory	

school	leaving	age)	for	similarly	achieving	Indigenous	and	non-Indigenous	students	

(that	is,	controlling	for	academic	achievement).	This	research	question	is	effectively	

answered	in	the	response	to	Hypothesis	2.1.1	earlier	in	this	section.	Hypothesis	2.1.1	

proposed	that	there	is	a	gap	in	secondary	school	completion	between	Indigenous	

students	and	similar-achieving	non-Indigenous	students,	and	this	was	found	to	be	the	

case	in	the	2003	cohort	(Study	2)	and	found	not	to	be	the	case	in	the	2009	cohort	

(Study	3).	Given	this	finding,	Study	3	suggests	that	the	gap	in	similar-achieving	

Indigenous	and	non-Indigenous	school	completion	not	only	narrows	between	the	2003	

and	2009	cohort	samples,	but	that	it	no	longer	exists,	given	that	the	direct	effect	of	

Indigenous	status	on	school	completion	for	the	2003	cohort	is	significant	(β	=	.45,	p	=	

.001)	and	for	the	2009	cohort	is	non-significant.		

Research	Question	3.1.4	inquired	whether	cohort	year	(before	and	after	lifting	the	

compulsory	school	leaving	age)	is	associated	with	secondary	school	completion	to	the	

same	degree	for	students	with	low	academic	self-concept	compared	to	those	with	high	

academic	self-concept	(including	Indigenous	and	non-Indigenous	students).	The	

results	of	this	research	indicate	that	for	equally	achieving	students	in	the	2003	cohort	

and	the	2009	cohort,	academic	self-concept	was	a	significant	predictor	of	secondary	

school	non-completion	with	similar	effect	sizes	for	the	2003	sample	(β	=	.44,	p	=	.001)	

and	the	2009	sample	(β	=	.34,	p	=	.001).	However,	for	the	2009	cohort	sample,	academic	

self-concept	interacts	with	socioeconomic	status	to	influence	secondary	school	

completion,	such	that	similarly	achieving	students	at	the	intersection	of	low	academic	

self-concept	and	low	socioeconomic	status	benefit	the	most	from	the	policy	reform	in	

terms	of	increases	to	their	secondary	school	completion.	As	such,	in	response	to	

Research	Question	3.1.4,	compulsory	school	leaving	age	appears	not	to	facilitate	

secondary	school	completion	to	the	same	degree	for	students	with	high	academic	self-

concept	compared	to	students	with	low	academic	self-concept.	Students	with	low	

academic	self-concept	seemed	to	benefit	more	from	the	policy	reform	than	students	
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with	high	academic	self-concept,	particularly	those	from	low	socioeconomic	

backgrounds.			

The	three	studies	of	this	thesis	jointly	make	unique	contributions	to	the	field	of	

education	for	minority	groups.	This	thesis	includes	the	first	systematic	review	of	the	

relation	between	academic	self-concept	and	school	completion	related	variables	to	

examine	the	key	moderators	and	mediators	of	the	relation	(Study	1).	The	analysis	of	

both	moderators	and	mediators,	as	suggested	by	Hattie	(2021),	allowed	me	to	

demonstrate	the	complexity	of	roles	that	they	play	in	the	relation	between	the	

predictor	and	outcome	variables.	In	addition,	Chapter	6	outlines	results	of	the	first	

large-scale	longitudinal	and	representative	Australian	studies	to	explore	the	link	

between	socioeconomic	status	and	school	completion	for	Indigenous	Australian	

students.	Studies	2	and	3	suggest	benefits	of	increasing	compulsory	school	leaving	age	

across	Australia,	by	showing	that	cohort	year,	before	and	after	policy	implementation,	

was	associated	with	a	reduction	in	the	difference	in	school	completion	rates	for	

Indigenous	youth	compared	with	non-Indigenous	youth.		

7.3 Study-level discussion  

7.3.1 Study 1: Systematic review   

A	systematic	review	was	used	in	this	study	to	investigate	differences	and	similarities	in	

academic	self-concept	across	a	variety	of	educational	outcomes	and	across	diverse	

participant	populations	in	17	studies.	In	addition,	the	systematic	review	provided	an	

opportunity	to	explore	the	degree	to	which	differences	in	academic	self-concept	varied	

across	numerous	social	and	cultural	contexts.	The	findings	highlighted	issues	relevant	

to	the	study	of	academic	self-concept	in	understanding	the	often-poorer	educational	

outcomes	of	marginalised	and	ethnic	minority	groups	compared	to	their	broader	

population	peers.	

As	expected,	differences	in	academic	self-concept	followed	the	typical	pattern	of	high	

academic	self-concept	associated	with	positive	educational	outcomes	(Marsh	&	

O’Mara,	2008),	and	low	academic	self-concept	associated	with	negative	educational	

outcomes.	While	the	studies	showed	positive	effects	for	academic	self-concept	as	a	

predictor	of	positive	educational	outcomes,	the	review	indicates	that	at	present,	the	
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availability	of	high-quality	evidence	is	scarce.	The	scarcity	of	high-quality	evidence	is	

exacerbated	by	the	nature	of	the	inclusion	and	exclusion	criteria	of	the	study,	which	

exclusively	invited	observational	studies	as	a	result	of	the	research	questions.	Despite	

this,	there	is	some	evidence	to	suggest	that	various	moderators	and	mediators	of	

academic	self-concept	as	a	predictor	of	educational	outcomes	play	a	role,	and	

differences	and	similarities	exist	across	sociodemographic	contexts.	The	most	

important	findings	from	the	review	are	outlined	below.	

7.3.1.1 Differences in academic self-concept 

Research	Question	1.1.1	asked	what	factors	have	been	shown	to	moderate	the	relation	

between	a	young	person´s	academic	self-concept	and	their	educational	outcomes.	

Effect	sizes	were	small	for	all	moderation	effects	(.10	<	d	<	.20).	The	effects	were	for	

mathematics	self-concept	on	student	self-reported	effort	in	mathematics	(favouring	

high	value	beliefs),	mathematics	self-concept	on	teacher-rated	student	behavioural	

engagement	in	mathematics	(favouring	high	value	beliefs),	mathematics	expectancy	

beliefs	on	emotional	engagement	(favouring	girls),	academic	self-concept	on	student	

engagement	(favouring	high	prior	academic	achievement),	competence	belief	in	

mathematics	on	dropout	intention	(favouring	low	socioeconomic	status),	intellectual	

self-concept	on	student	engagement	(favouring	early	adolescents),	and	mathematics	

self-concept	on	aspiration	to	complete	Year	12	(favouring	non-Indigenous	students).		

A	prominent	finding	of	the	study	was	that	the	effect	sizes	for	academic	self-concept	

differences	on	educational	outcomes	were	domain	specific.	As	such,	there	were	large	

differences	in	effect	size	spanning	across	mathematics	and	verbal	domains.	For	

instance,	while	competence	beliefs	in	mathematics	were	associated	with	reduced	

dropout	intention	for	students	of	high	but	not	low	socioeconomic	schools,	competence	

beliefs	in	language	were	not	significant	(Bergeron	et	al.,	2011).	Another	example	of	this	

trend	showed	mathematics	self-concept	as	a	stronger	predictor	of	aspiration	to	

complete	secondary	school	for	non-Indigenous	students	than	for	Indigenous	students.	

However,	in	the	same	study,	verbal	self-concept	was	not	significantly	associated	with	

completion	aspirations	(Bodkin-Andrews,	O’Rourke	&	Craven,	2010).	As	such,	

researchers	interested	in	investigating	the	role	of	academic	self-concept	on	educational	

outcomes	for	specific	demographic	groups	should	contemplate	appropriate	domain-
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specific	measures.	Such	consideration	is	prudent	given	academic	self-concepts	seem	to	

be	stronger	predictors	of	educational	outcomes	for	mathematics	compared	to	other	

domains	at	school	and	consistent	with	the	work	of	Möller	et	al.	(2016).	Given	this	

trend,	interventions	may	be	best	focused	on	improving	student	self-beliefs	and	

attitudes	in	mathematics,	as	opposed	to	other	domains	such	as	verbal/language	

subjects,	particularly	where	there	are	greater	similarities	than	differences	in	effect	

across	moderators.		

7.3.1.2 Moderator effects for sociodemographic factors  

Although	effect	sizes	were	small	for	all	moderation	effects,	evidence	from	this	study	

suggests	that	the	following	sociodemographic	variables	may	be	influential	in	

moderating	this	link:	value	beliefs,	gender,	age,	socioeconomic	status	and	Indigenous	

status.	However,	the	scarcity	of	research	on	this	topic	and	lack	of	reporting	of	

sociodemographic	factors	in	general	limit	findings	in	this	area.	In	the	current	study,	

less	than	half	of	the	studies	included	in	the	review	reported	student	socioeconomic	

status,	and	of	those,	only	half	controlled	for	socioeconomic	status.	Only	one	of	the	17	

studies,	Bergeron	et	al.	(2011),	tested	socioeconomic	status	as	a	moderator	variable.	

Only	five	studies	made	an	ethnic	group	comparison,	and	only	five	studies	collected	

data	relating	to	Indigenous	status.	In	addition,	the	vast	majority	of	participants	in	the	

studies	were	white,	middle-class	youth	from	Western	countries.	The	low	reporting	of	

sociodemographic	data	in	the	review	studies	aligns	with	the	findings	of	a	US-based	

study	(Gaias	et	al.,	2020),	which	found	only	27%	of	empirical	studies	and	10%	of	

systematic	reviews	reported	participant	ethnicity	across	96	educational	intervention	

studies	and	210	meta-analyses.	The	same	study	showed	that	Indigenous	status	was	

reported	in	only	16%	of	the	intervention	studies	that	reported	ethnicity,	and	in	none	of	

the	meta-analyses.	

It	follows	that	researchers	interested	in	investigating	the	role	of	academic	self-concept	

on	educational	outcomes	across	minority	ethnic	groups,	socioeconomic	status	and	

gender	should	balance	their	research	interests	with	consideration	for	their	

participants.		Involvement	of	minority	ethnic	groups	in	developing,	conducting	and	

accessing	research	about	them	is	important	if	the	research	is	to	be	relevant	and	useful	

to	those	groups.	Interventions	need	to	be	specific	to	the	demographic	of	the	student	
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group	for	which	they	are	intended,	given	the	large	differences	in	academic	self-concept	

across	some	moderators.	For	example,	high	competence	beliefs	in	mathematics	are	

associated	with	reduced	dropout	intention	in	high	socioeconomic	status	school	

samples,	but	high	competence	belief	has	no	effect	in	low	socioeconomic	school	

samples	(Bergeron	et	al.,	2011).	In	addition,	the	findings	suggest	schools	consider	

targeting	interventions	to	improve	academic	self-concept	on	early	rather	than	middle	

adolescence,	to	maximise	the	benefits	on	educational	outcomes.	Also,	schools	should	

consider	targeting	girls	for	interventions	to	improve	academic	self-concept	to	enhance	

outcomes	in	mathematics,	given	the	moderation	effect	of	gender.		

Another	finding	of	this	review	is	that	academic	self-concept	more	weakly	predicts	

secondary	school	completion	aspirations	for	Indigenous	students	than	for	non-

Indigenous	students	(Bodkin-Andrews,	O’Rourke	&	Craven,	2010).	Some	research	has	

indicated	that	Indigenous	and	non-Indigenous	students	are	more	similar	than	they	are	

different	in	terms	of	academic	self-concept	(e.g.,	McInerney,	2003;	McInerney	&	King,	

2013).	However,	the	study	by	Bodkin-Andrews,	O’Rourke	&	Craven	(2010)	found	

Indigenous	students	had	weaker	associations	between	academic	self-concept	and	

school	completion	aspirations	compared	to	their	non-Indigenous	peers.	In	support	of	

findings	in	the	following	section,	it	could	be	argued	that	research	has	largely	failed	to	

identify	cultural	factors	drawn	from	Indigenous	epistemologies	that	may	contribute	to	

stronger	links	between	academic	self-concept	and	educational	outcomes,	particularly	

where	the	value	ascribed	to	the	educational	outcome	varies	(Bodkin-Andrews,	Denson	

&	Bansel,	2013).		

7.3.1.3 Academic self-concept varies with value beliefs  

Of	all	the	moderators	investigated	in	this	study,	value	beliefs	was	the	strongest	

(approx.	d	=	.16;	Guo	et	al.,	2016).	Applied	to	the	context	of	Indigenous	students,	

Guenther	and	Osborne	(2018)	have	suggested	that	consideration	be	given	to	the	idea	

that	the	values	of	Western	education	have	some	inconsistences	with	those	of	

Indigenous	people.	Denny-Smith	and	Loosemore	(2020,	p.1)	assert	that	“one	of	the	

problems	with	government	policies	for	Indigenous	Australians	is	their	lack	of	

sensitivity	to	cultural	differences,	in	particular,	they	fail	to	account	for	Indigenous	

notions	of	value”.	Further,	Dillon	et	al.	(2020,	p.2)	asserts	that	“where	different	cultural	
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values,	beliefs,	and	understandings	on	education	between	Aboriginal	and	the	non-

Aboriginal	students	and	staff	in	the	school	exist,	this	discrepancy	needs	to	be	

recognised	and	responded	to	accordingly”.	Not	doing	so	potentially	leads	to	deficit	

perceptions	being	held	of	Indigenous	students,	obscuring	their	strengths	and	

educational	successes.		

Assessing	Indigenous	students,	particularly	those	in	remote	communities,	based	on	

Western	values	may	mean	their	strengths	are	not	recognised.	Accordingly,	if	a	

Westernised	curriculum	does	not	enable	Indigenous	students	to	use	their	strengths,	

then	it	is	not	surprising	that	the	students	are	less	likely	to	value	Western	education.	

According	to	Expectancy-Value	theory	(Wingfield	&	Eccles,	2000),	a	student´s	

academic	self-concept	(ability	beliefs),	expectations	of	success	and	how	much	they	

value	completing	high	school	all	influence	their	motivation	and	engagement	at	school,	

which	influences	whether	they	complete	high	school	or	not.	Where	Western	education	

holds	little	value	for	Indigenous	students,	expectancy-value	theory	suggests	that	the	

motivation	and	engagement	of	Indigenous	students	at	school	declines.		Students	can	

descend	into	a	“passive	resistance”	(Osborne	&	Guenther,	2013,	p.	92)	and	the	end	

result	is	that	Indigenous	students	are	consequently	seen	as	‘problems	to	be	fixed’.	In	

addition,	as	suggested	by	Ferguson	(2019),	the	perception	of	prejudice	for	Indigenous	

students	may	interfere	with	student´s	ability	beliefs,	expectancies	for	success	and	how	

they	value	academic	tasks	in	Western	educational	contexts.	Given	the	role	of	

(education)	value	beliefs	as	a	moderator	(Guo	et	al.,	2016),	it	is	also	likely	that	

Indigenous	students	will	gain	less	from	positive	academic	self-concept	in	terms	of	

educational	outcomes,	unless	culturally	appropriate	responses	are	provided	that	

incorporate	Indigenous	viewpoints.	Hence,	researchers	focusing	on	academic	self-

concept	with	interest	to	improve	educational	outcomes	need	to	consider	the	cultural	

values	of	Indigenous	students,	and	how	well	student	values	align	with	that	of	the	

school	and	broader	educational	system.	As	also	asserted	by	expectancy-value	theory	

(Wigfield	&	Eccles,	2000),	the	benefits	of	high	academic	self-concept	are	likely	to	be	

reduced	where	student	educational	value	beliefs	are	low	due	to	cultural	misalignment.	

The	potential	importance	of	value	beliefs,	supported	by	findings	of	a	systematic	review	

by	Burgess	et	al.	(2019)	and	Low	et	al.	(2021),	suggests	schools,	educators	and	
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policymakers	engage	with	Indigenous	communities	and	develop	educational	

curriculums	more	aligned	with	Indigenous	values,	rather	than	focusing	on	improving	

poor	engagement	and	achievement	of	students	who	may	question	the	relevance	of	

Western	education	approaches.	Accounting	for	the	different	epistemologies,	axiologies	

and	ontologies	Indigenous	people	(Guenther,	2021)	and	ethnic	minority	groups,	

compared	with	the	broader	majority	population,	in	the	way	schools	teach	children	is	

more	likely	to	increase	student	intrinsic	motivation	(Deci	&	Ryan,	2012).	Krakouer	

(2016)	suggests	that	schools	and	their	educators	need	to	be	prepared	for	the	

Indigenous	children,	in	contrast	to	preparing	Indigenous	children	for	school.	Such	a	

paradigm	shift	encourages	partnership	between	the	school	and	community,	rather	

than	reinforcing	the	idea	that	teachers	are	the	holders	of	knowledge.	Teachers	are	

invited	to	learn	about	the	children	through	their	direct	experience	with	them,	rather	

than	contemplating	how	they	can	‘fix	them’.	Teachers	could	work	with	local	Aboriginal	

teachers	or	Aboriginal	teaching	assistants	to	design	lessons	that	relate	aspects	of	the	

local	culture	and	values	to	curriculum	development	and	lesson	objectives.	For	

example,	when	discussing	the	seasons,	the	teacher	could	lead	the	children	in	

discussing	what	local	activities	take	place	during	the	different	seasons.		

7.3.1.4 Previous reviews  

Over	the	last	15	years,	all	previous	systematic	reviews	and	meta-analyses	conducted	on	

the	topic	of	academic	self-concept	on	educational	outcomes	have	focused	on	academic	

achievement	(Marsh	&	Craven,	2006;	Marsh	&	Martin,	2011;	Möller	et	al.,	2009;	

Schwinger	et	al.,	2014;	Wu	et	al.,	2021).	As	such,	this	review	sought	to	fill	the	

identifiable	corresponding	research	gap,	in	focusing	on	other	educational	outcomes	

aside	from	academic	achievement.	In	this	study,	a	medium	effect	size	was	found	for	

school	achievement	as	a	mediator	of	the	relation	between	academic	self-concept	and	

intention	to	drop	out	of	school	(r	=	-0.38;	Hardré	et	al.,	2009).	This	finding	is	

unsurprising	given	that	previous	reviews	have	focused	almost	exclusively	on	the	

reciprocal	mediation-relation	between	academic	self-concept	and	academic	

achievement.		

For	example,	Marsh	and	Craven´s	(2006)	review	included	an	application	of	the	relation	

across	age	groups	and	cross-cultural	contexts	in	non-Western	countries.	Subsequently,	
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a	number	of	meta-analyses	were	conducted	to	quantitatively	validate	the	findings	of	

Marsh	and	Craven´s	(2006)	review	(Huang,	2011;	Marsh	&	Martin,	2011;	Möller	et	al.,	

2009,	Wu	et	al.,	2021).	In	a	large	meta-analysis	of	Möller	et	al.	(2009)	involving	69	

datasets	(N	=	125,308),	the	effects	of	math	and	verbal	achievements	on	math	and	verbal	

self-concept	were	evaluated.	The	study	demonstrated	strong	correlations	between	self-

concept	and	academic	achievement	when	the	domains	were	matched	(i.e.,	math	self-

concept	correlated	strongly	with	math	achievement).	These	findings	were	reiterated	by	

Huang’s	(2011)	review	of	39	longitudinal	studies	which	found	the	only	significant	

moderator	of	the	relation	between	self-concept	and	subsequent	academic	achievement	

was	the	globality/specificity	of	self-concept.	Marsh	and	Martin’s	(2011)	review	further	

determines	that	prior	academic	self-concept	has	direct	and	indirect	effects	on	

achievement.	In	a	more	recent	meta-analysis	targeting	developmental	phase,	Wu	et	al.	

(2021)	reviewed	68	longitudinal	studies	to	determine	that	the	effect	of	academic	self-

concept	on	academic	achievement	was	stronger	for	adolescents	than	for	children,	

among	other	findings.			

With	the	substantive	research	focus	on	the	relation	between	academic	self-concept	

and	academic	achievement	as	evidenced	above,	these	reviews	highlighted	a	research	

gap	pertaining	to	the	influence	of	academic	self-concept	on	other	educational	

outcomes,	such	as	school	completion,	school	dropout,	student	engagement	and	

student	attendance,	which	the	current	systematic	review	has	sought	to	fill.	As	such,	

this	current	review	did	not	include	studies	with	academic	achievement	as	an	outcome	

variable.	Despite	the	small	number	of	studies	included,	this	systematic	review	has	

made	contributions	to	the	literature	as	it	is	the	first	one	targeting	the	relation	between	

academic	self-concept	and	(non-academic	achievement)	educational	outcomes	in	

consideration	of	the	role	of	sociodemographic	factors.	My	findings	add	to	the	body	of	

knowledge	by	acknowledging	there	is	some	evidence	that	sociodemographic	factors	

play	a	role	in	influencing	the	strength	of	the	association	of	academic	self-concept	on	

educational	outcomes,	although	more	high-quality	evidence	is	needed	to	consolidate	

these	findings.		
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7.3.1.5 Strengths and limitations 

This	systematic	review	is	the	first	review	to	target	the	relation	between	academic	self-

concept	and	educational	outcomes	such	as	school	completion,	dropout,	attendance	

and	engagement,	whereas	all	previous	reviews	have	focused	predominately	on	

academic	achievement	as	the	educational	outcome	under	review.	In	this	section,	the	

strengths	and	limitations	of	this	study	are	discussed,	along	with	the	implications	of	the	

study	results	for	educators,	policymakers	and	researchers.	

A	strength	of	this	systematic	review	was	that	it	oriented	around	the	role	of	

sociodemographic	factors	in	the	relation	between	academic	self-concept	and	

educational	outcomes,	particularly	as	such	factors	are	often	overlooked	and	under-

reported.	Study	1	highlighted	that	basic	demographic	information	about	study	samples	

was	not	included	in	many	of	the	studies,	particularly	in	regard	to	ethnicity	and	

socioeconomic	status.	Low	levels	of	reporting	sociodemographic	data	has	been	shown	

to	be	a	common	trend	in	analyses	of	many	large	systematic	reviews	and	meta-analyses	

(Gaias	et	al.,	2020).	This	review	also	indicated	that	white	middle-class	participants	are	

overrepresented	in	the	literature,	in	support	of	broader	criticisms	of	research	in	

psychology	(e.g.,	Henrich	et	al.,	2010).	While	much	research	has	been	conducted	into	

the	effect	of	academic	self-concept	on	academic	achievement	over	cross-cultural	

studies	involving	non-Western	populations,	a	much	smaller	body	of	research	exists	for	

academic	self-concept	in	relation	to	school	completion	and	related	educational	

outcomes.	This	research	has	been	based	on	much	narrower	sample	groups,	and	

predominantly	from	the	United	States,	Australian,	and	Germany.	Future	research	

should	take	this	into	consideration	and	extend	research	to	include	a	range	of	

populations	that	are	more	diverse.	In	addition,	researchers	need	to	report	demographic	

information	with	greater	detail	in	their	studies	including	the	socioeconomic	status	and	

ethnicity	of	study	participants.	An	additional	strength	of	this	study	was	that	it	built	

upon	the	findings	of	previously	conducted	research,	maximising	the	research	

contribution	and	minimising	the	personal	cost	of	involvement,	particularly	for	

Indigenous	participants.		

In	Study	1,	the	findings	of	all	investigated	studies	were	qualified	by	the	risk	of	bias	of	

the	study	and	the	imprecision	of	effect	sizes.	A	study	limitation	about	which	I	was	not	
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able	to	draw	conclusions	about	was	the	moderation	effects	of	sociodemographic	

factors.	This	limitation	was	due	to	the	scarcity	and	heterogeneity	of	studies	and	their	

moderate	to	high	risk	of	bias.	No	studies	in	the	current	systematic	review	were	

assessed	to	have	a	low	risk	of	bias	based	on	the	risk	of	bias	assessment,	which	used	the	

AXIS	critical	appraisal	tool	(Downes	et	al.,	2016)	and	the	CASP	tool	(CASP,	2018).	For	

example,	very	few	studies	indicated	external	reliability	of	findings	as	samples	were	

rarely	representative	of	the	broader	population.		

Internal	validity	concerns	are	common	in	systematic	reviews.	Protocol	registration	was	

undertaken	in	an	effort	to	increase	the	internal	validity	of	the	study	(Chambers	et	al.,	

2014).	The	internal	validity	of	studies	in	the	review	was	generally	low	as	studies	often	

did	not	control	for	academic	achievement,	socioeconomic	status	or	other	potentially	

confounding	variables.	However,	in	order	to	maintain	some	level	of	rigour,	when	

conducting	this	systematic	review	I	used	the	PRISMA	2020	statement	as	a	quality	

checklist	to	guarantee	transparent	reporting	(Page	et	al.,	2020).		

A	further	methodological	limitation	of	Study	1	was	that	funnel	plots	were	not	able	to	

be	created	to	determine	the	extent	of	publication	bias,	due	to	the	low	numbers	of	

studies	for	each	category	of	outcome	variable.	However,	in	an	effort	to	reduce	potential	

publication	bias,	I	included	unpublished	studies	in	my	review	search.	However,	in	not	

all	instances	was	I	able	to	access	the	identified	unpublished	studies.	As	such,	it	is	likely	

that	relevant	unpublished	studies	may	exist	that	have	not	been	included	in	this	review.	

Research	from	doctoral	theses	was	not	included	in	this	study	as	the	associated	process	

of	peer	review	was	deemed	insufficiently	rigorous.		

The	inclusion	of	studies	reporting	different	educational	outcomes	(e.g.,	school	

attendance,	school	completion,	student	engagement)	was	both	a	strength	and	

limitation	of	the	review.	Inclusion	of	multiple	types	of	outcome	variables	allowed	for	

the	discovery	of	moderation	and	mediation	effects	on	the	impact	of	academic	self-

concept	on	the	different	educational	outcomes.	However,	such	inclusion	added	a	level	

of	heterogeneity	to	the	review	which	precluded	meaningful	meta-analysis,	as	

aggregating	across	the	different	outcomes	reported	by	the	included	studies	was	not	
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possible.	This	difficulty	was	exacerbated	as	the	number	of	effect	sizes	included	in	the	

review	was	low.	

Similarly,	inclusion	of	numerous	variables	under	the	broader	umbrella	of	academic	

self-concept,	including	academic	self-efficacy,	expectancies	of	school	completion,	

aspirations	to	completion,	intentions	to	dropout	along	with	general	academic	self-

concept	and	academic	self-concept	related	to	specific	domains	was	another	study	

limitation.	Although	these	constructs	are	all	academic	competency	self-beliefs,	my	

study	did	not	differentiate	specifically	between	academic	self-concept,	academic	self-

efficacy,	academic	expectancies,	aspirations	and	school	completion	intentions.		

In	common	with	other	systematic	reviews	and	meta-analyses,	this	review	poses	

difficulties	for	our	ability	to	determine	any	form	of	causality.	My	research	did	not	allow	

for	a	causal	inference	regarding	the	relation	between	academic	self-concept	and	the	

educational	outcomes	involved	as	all	the	included	studies	had	a	correlational	study	

design	based	on	observational	studies,	therefore	reducing	quality	of	evidence,	

compared	with	random	controlled	intervention	trials,	for	example.	As	the	studies	were	

observational,	there	were	risks	of	confounding	variables;	that	is,	variables	that	

influence	both	the	predictor	variable	and	the	outcome	variable.	The	risks	were	

exacerbated	by	the	number	of	studies	where	confounding	variables	were	not	controlled	

for	in	study	analyses	to	eliminate	their	effect,	and	the	modest	effect	sizes	observed	in	

this	study.		

In	comparing	the	findings	of	this	systematic	review	with	previous	reviews,	the	benefit	

of	focusing	on	educational	outcomes	such	as	school	completion	may	appear	small	

given	the	limitations	of	this	review	(i.e.,	small	study	numbers,	generally	small	effect	

sizes,	and	study	assessments	of	moderate	to	high	risk	of	bias).	However,	theoretically,	

the	incremental	benefits	identified	in	this	systematic	review	may	be	practically	

meaningful.	Positive	effect	sizes	of	influences	on	student	achievement	have	been	

assessed	by	Hattie	(2009),	in	his	research	based	on	more	than	800	meta-analyses	of	

50,000	research	articles.	Hattie´s	(2009)	research	suggests	that	half	of	the	

interventions	experienced	by	all	students	had	an	effect	size	lower	than	.40.	While	the	

evidence	suggesting	the	moderation	and	mediation	effects	on	the	relation	between	
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academic	self-concept	and	educational	outcomes	in	the	current	study	are	

predominantly	weak	due	to	the	use	of	observational	studies,	it	should	be	noted	that	

previous	reviews	also	heavily	relied	on	observational	studies	in	determining	their	

findings.	There	is	a	need	for	well-designed	large-scale	longitudinal	correlation	studies	

to	enhance	understanding	of	the	more	nuanced	aspects	relating	to	academic	self-

concept	on	educational	outcomes	(Wu	et	al.,	2021).	Further,	additional	research	is	

required	to	investigate	the	interactions	between	sociodemographic	variables.		

7.3.1.6 Future directions for research 

Development	of	Studies	2	and	3	was	determined	in	part	by	the	findings	of	this	review	

(Study	1).	This	systematic	review	was	oriented	around	academic	self-concept	as	the	

predictor	variable.	The	low	effect	sizes	found	in	this	systematic	review,	along	with	a	

study	by	Parker	et	al.	(2019a)	attributing	less	importance	to	academic	self-concept	in	

predicting	educational	outcomes,	suggested	focusing	on	sociodemographic	variables	

(such	as	socioeconomic	status	and	Indigenous	status)	instead.	Such	a	realignment	was	

deemed	important	particularly	given	the	gaping	educational	inequities	faced	by	

Indigenous	young	people,	and	directly	informed	the	research	objectives	of	Study	2	and	

3.		

7.3.2 Studies 2 and 3: Statistical modelling analyses 

The	problem	of	secondary	school	non-completion	was	discussed	comprehensively	in	

the	literature	review	(Chapter	2).	A	distinct	consistency	was	that	young	people	who	

scored	low	on	measures	of	various	educational	outcomes	are	often	from	specific	

sociodemographic	backgrounds,	that	is,	have	Indigenous	status	or	have	low	

socioeconomic	backgrounds.	In	Australia	and	internationally,	Indigenous	adolescents	

have	higher	rates	of	school	non-completion	than	their	non-Indigenous	peers.	This	

research	aimed	to	improve	understanding	of	how	socioeconomic	differences	in	

secondary	school	completion	plays	out	for	Indigenous	and	non-Indigenous	students,	

for	students	with	varying	levels	of	academic	self-concept	and	also	under	different	

policy	contexts.	While	targeting	the	Australian	context,	this	research	has	broader	

implications	for	minority,	ethnic	and	historically	marginalised	groups	in	countries	with	

similar	histories	of	dispossession	and	colonisation.	
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Intersectional	approaches	to	data	analysis	are	highly	valued	in	the	literature	(e.g.,	Berg,	

2010;	Jang,	2019;	Penner	&	Saperstein,	2013)	and	have	provided	a	valuable	approach	in	

this	research.	As	such,	the	gap	in	school	completion	between	high	and	low	

socioeconomic	status	was	explored	in	terms	of	how	it	varied	by	Indigenous	status	and	

academic	self-concept,	while	controlling	for	academic	achievement.	The	findings	

demonstrate	that	the	link	between	socioeconomic	status	and	school	non-completion	

varied	significantly	for	Indigenous	students	compared	with	non-Indigenous	students.	

The	findings	also	showed	that	academic	self-concept	was	a	weak	moderator	of	the	link	

between	socioeconomic	status	and	school	non-completion.	There	are	indications	that	

major	national	policy	reform,	explored	through	investigating	the	difference	in	direct	

and	interaction	effects	across	cohorts,	may	have	impacted	these	intersections.	These	

various	‘intersections’,	as	explored	in	this	thesis,	are	discussed	below.	

7.3.2.1 Intersection of socioeconomic and Indigenous status  

The	main	finding	from	Study	2	(see	Chapter	6)	was	that	the	risk	of	Indigenous	

adolescents	not	completing	secondary	school	was	relatively	stable	across	

socioeconomic	status.		The	literature	has	consistently	demonstrated	a	divide	by	

socioeconomic	status	for	many	educational	outcomes	(e.g.,	Reardon,	2011).	However,	

based	on	the	data	used	in	this	thesis,	it	appears	that	for	Indigenous	students,	

socioeconomic	status	has	little	impact	in	regard	to	secondary	school	completion.	One	

explanation	for	Indigenous	young	people	being	relatively	unaffected	by	socioeconomic	

status	in	terms	of	early	withdrawal	from	school,	compared	to	non-Indigenous	students,	

draws	upon	the	Sen-Bourdieu	framework	(Pham,	2019).	

Under	this	framework,	a	student’s	ability	to	use	their	capital	to	transform	economic	

resources	into	valued	educational	capabilities	(such	as	the	capabilities	required	to	

complete	secondary	school)	can	be	hindered	by	the	mismatch	between	a	student’s	

habitus	and	their	school’s	policies	and	practices.	A	student’s	habitus,	their	stock	of	

social	and	cultural	capital,	(the	norms,	skills	and	dispositions	of	their	family	

background;	Bourdieu,	2006)	shapes	student	attitudes	to	school	and	their	school	

participation.	The	different	forms	of	a	student’s	capital	and	how	they	interact	

influences	how	easily	social	and	cultural	capital	is	transformed	into	economic	capital,	

and	in	turn,	into	educational	capability	and	the	perceived	availability	of	educational	
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and	post-educational	opportunities.	It	is	readily	asserted	that	Indigenous	and	non-

Indigenous	students	possess	different	social	(Parker	et	al.,	2021;	Walter,	2015)	and	

cultural	capital.	Policies	and	practices	of	the	school	determine	the	extent	that	the	

forms	of	capital	assist	or	limit	a	student’s	capacity	to	transfer	resources	to	educational	

capacity	(Pham,	2019)	to	complete	secondary	school.	Accordingly,	schools	that	fail	to	

acknowledge	the	culture	of	Indigenous	students	may	ingrain	curriculum	and	pedagogy	

into	school	practices	that	position	students	from	Indigenous	backgrounds	unequally	in	

their	educational	experiences,	compared	to	their	peers	(Bourdieu,	1977;	Burgess	et	al.,	

2019;	Pham,	2019).	Habitus	mismatches	between	a	student	and	their	schooling	context,	

potentially	based	on	forms	of	social	and	cultural	capital,	may	help	explain	the	

difference	in	academic	outcomes	between	Indigenous	and	non-Indigenous	students	

(Pham,	2019).	

A	flattening	of	the	socioeconomic	status	gradient	in	regard	to	school	completion	for	

Indigenous	students	may	also	be	due	to	the	forms	of	social	and	cultural	capital	

available	to	non-Indigenous	youth	that	are	not	as	readily	available	to	Indigenous	

youth.		Non-Indigenous	youth	are	likely	to	benefit	from	employment	opportunities	

associated	with	socialising	with	higher	social	stature	members	of	the	non-Indigenous	

community.	Indigenous	youth	are	less	likely	to	experience	these	benefits	for	a	variety	

of	reasons	(Stanton-Salazar,	2011).	Accordingly,	Anglo-Australian	society	may	reward	

‘whiteness’	more	highly	than	‘Indigeneity’	in	terms	of	access	to	the	capital	needed	to	

maximise	educational	experiences	and	opportunities	(Parker	et	al.,	2021;	Walter,	2015).	

	This	research	demonstrates	socioeconomic	status	has	a	weaker	association	with	

school	completion	for	Indigenous	people,	a	trend	which	may	also	exist	for	other	forms	

of	social	mobility.	It	is	fitting	that	Bourdieu’s	work	is	based	on	the	reproduction	and	

maintenance	of	power	relations	between	social	classes	(Swartz,	1997).	While	some	

argue	Bourdieu’s	work	is	not	entirely	suitable	for	examining	how	groups	with	little	

economic	capital	may	generate	social	mobility	(Modood,	2004),	I	argue	that	it	is	highly	

suitable	for	examining	how	some	groups	may	have	limited	ability	to	generate	social	

mobility	irrespective	of	their	economic	capital.	Aligned	with	this	concept,	and	

consistent	with	the	findings	of	this	thesis,	other	researchers	have	also	found	a	poor	

association	between	socioeconomic	status	and	university	entry	(Parker	et	al.,	2015)	and	
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school	attendance	(Guenther,	2021)	among	Indigenous	students	compared	to	their	

non-Indigenous	peers.		

Where	student	habitus	and	school	context	are	aligned,	it	seems	more	likely	

educational	outcomes	may	be	achieved.	Where	the	cultural	capital	of	Indigenous	

youth	is	valued,	for	example,	in	culture-based	education	in	Hawaii,	culture	may	

positively	influence	the	educational	outcomes	of	Indigenous	students	(Kana‘iaupuni	et	

al.,	2017;	Lees,	2016).	Lowe	and	colleagues	(2019)	in	their	systematic	review	of	the	

impact	of	school-based	Indigenous	cultural	programs	on	Indigenous	students	in	

Australia	consistently	found	evidence	of	the	importance	of	student	participation	in	

programs	that	facilitated	immersion	in	local	language	and	culture.	The	involvement	of	

Indigenous	students	in	local	language	and	culture	programs	has	been	shown	to	

enhance	resilience	(Armstrong	et	al.,	2012),	improve	connection	to	their	school,	

increase	wellbeing	and	strengthen	their	sense	of	Indigenous	identity	(Cairney	et	al.,	

2017;	Colquhoun	&	Dockery,	2012),	particularly	through	connection	to	Country,	to	kin	

and	to	knowledge	(Dockery,	2020).		

Enhancing	student	engagement	at	school	for	Indigenous	students	has	been	the	

approach	of	numerous	Australian	education	programs	and	has	direct	relevance	to	

school	completion.	For	example,	the	AIME	university-based	mentoring	program	

connects	Indigenous	secondary	school	students	with	mentors	to	increase	secondary	

school	completion	and	has	been	effective	in	increasing	student	aspirations	and	

academic	self-concept	(Bodkin-Andrews,	O’Rourke	&	Grant,	2010;	Fredricks	et	al.,	

2017).	This	approach	engenders	bi-epistemic	practices	to	build	more	egalitarian	

relationships	between	students,	school	staff	and	community	and	embrace	positive	

cultural	identity	(Allan	et	al.,	2019;	Mooney	et	al,	2016;	Rauland	&	Adams,	2015).		

In	Australia,	access	of	young	Indigenous	people	to	the	labour	market	is	seen	as	being	

central	to	increasing	their	educational	attainment.	In	areas	of	higher	community	

capacity,	young	people	are	more	likely	to	be	rewarded	for	going	to	school	and	to	value	

education	more	highly	(White	el	al.,	2013).	However,	where	there	is	no	opportunity	for	

work	or	societal	involvement,	the	rewards	of	schooling	for	young	people	become	

unclear	and	school	engagement	is	likely	to	diminish.		Australian	approaches	have	
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varied	considerably	compared	with	New	Zealand	and	Canadian	approaches	in	this	

respect.	In	New	Zealand	and	Canada,	programs	improved	educational	attainment	by	

reducing	the	‘culture	gap’	between	school	and	the	local	Indigenous	students	and	their	

community,	rather	than	targeting	reducing	the	gap	in	educational,	and	ultimately	

employment	and	socioeconomic	outcomes,	as	in	Australia.	In	New	Zealand´s	Maori	

population,	for	example,	programs	improving	educational	attainment	levels	have	built	

relationships	between	family,	community	and	school,	which	draw	on	the	existing	

unique	social	and	cultural	contexts	of	the	local	Maori	population	(White	et	al.,	2013).			

While	similar	programs	exist	in	Australia,	they	are	generally	viewed	as	highly	

innovative.	For	example,	North	Lakes	High	School	in	New	South	Wales	promotes	and	

teaches	Indigenous	cultural	practices	with	substantially	improved	rates	of	Indigenous	

student	attendance	at	school	as	a	result	(Centre	for	Education	Statistics	and	

Evaluation,	2021).	

The	different	focus	of	the	Australian	approach	compared	with	the	New	Zealand	and	

Canadian	approaches	reflects	two	distinct	schools	of	thought	highlighted	by	

Widdowson	and	Howard	(2013)	in	regard	to	Indigenous	education	approaches	in	

Canada,	that	of	parallelism,	and	of	integrationism.	Parallelism	argues	for	Indigenous	

self-determination	with	independent	schools	incorporating	Indigenous	values	and	

culture	at	their	core.	Conversely,	integrationism	advocates	for	improving	Indigenous	

educational	outcomes	from	within	the	conventional	schooling	system.	Both	

parallelism	and	integrationism	in	the	context	of	Indigenous	educational	attainment	

share	the	same	goal	of	helping	to	realise	the	enormous	untapped	potential	of	

Indigenous	young	people	and	their	communities.	It	could	be	argued	that	Australia,	

over	the	last	20	years	at	least,	has	adopted	a	more	integrationist	approach	to	

Indigenous	education,	while	New	Zealand	and	Canada	have	adopted	approaches	more	

aligned	to	parallelism.	It	remains	to	be	seen	whether	the	risk	of	Indigenous	adolescents	

not	completing	secondary	school	would	also	be	relatively	stable	across	socioeconomic	

status	under	parallelism	educational	approaches	in	New	Zealand	and	in	Canada	

compared	with	predominantly	integrationist	approaches	in	Australia.	It	seems	feasible	

that	parallelism	would	offer	greater	potential	for	increased	engagement	of	Indigenous	

students	with	positive	knock-on	effects	for	student	educational	outcomes.	However,	
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the	influence	of	socioeconomic	status	on	the	school	completion	for	Indigenous	

adolescents	under	a	parallelism	approach	compared	to	an	integrationist	approach	is	

not	clear,	and	hence,	worthy	of	further	investigation.	

Indigenous	Australians	are	similar	to	Indigenous	people	from	around	the	world	in	that	

they	share	similar	histories	of	dispossession,	colonisation,	marginalisation,	and	

minority-group	status	(Prout	&	Hill,	2012).	Indigenous	people	internationally	also	share	

similar	experiences	of	educational	systems	which	manifest	in	poor	educational	

outcomes	(UNDESA,	2020).	The	findings	of	this	thesis	and	the	available	literature	

highlight	some	of	these	educational	outcomes,	such	as	poor	rates	of	school	attendance,	

low	student	engagement	and	low	levels	of	school	completion,	along	with	possible	ways	

to	move	forward	(e.g.,	increased	compulsory	school	leaving	age).	Given	the	similar	

histories	and	experiences	of	Indigenous	people	internationally,	particularly	those	from	

Anglo-colonised	countries	such	as	Australia,	the	findings	of	this	research	are	relevant	

to	other	Indigenous	people	particularly	from	similar	countries	around	the	world.		

7.3.2.2 Intersection of socioeconomic status and academic self-concept 

The	findings	of	this	thesis	indicate	a	relation	between	academic	self-concept	and	

school	non-completion	that	is	nuanced	by	socioeconomic	status,	such	that	academic	

self-concept	is	a	weak	moderator	of	the	relation	between	socioeconomic	status	and	

secondary	school	completion.	As	such,	high	socioeconomic	status	was	more	strongly	

associated	with	school	completion	for	students	with	low	academic	self-concept	than	

for	their	peers	with	high	academic	self-concept.		Accordingly,	students	with	low	

academic	self-concept	are	likely	to	gain	more	from	additional	economic	capital	than	

their	more	confident	peers.	This	finding	supports	similar	results	in	the	literature	in	

terms	of	the	presence	of	an	interaction	effect	between	academic	self-concept	and	

socioeconomic	status	on	an	educational	outcome;	however,	the	results	vary	in	the	

direction	of	the	effect,	as	described	in	the	following	studies	by	Bergeron	et	al.	(2011)	

and	Parker	et	al.	(2018).	Bergeron	and	colleagues	(2011)	found	that	high	socioeconomic	

status	was	more	associated	with	decreased	intention	to	dropout	of	secondary	school	

for	students	with	high	mathematics	competency	beliefs	than	for	their	peers	with	low	

mathematics	competency	beliefs.	It	is	worth	noting	that	in	the	Bergeron	et	al.,	(2011)	

study	the	relation	did	not	hold	when	the	measure	of	academic	self-concept	was	



 

165 
 

 

competence	beliefs	in	language	arts	(i.e.,	French)	as	opposed	to	competence	beliefs	in	

mathematics.		Alternatively,	Parker	et	al.	(2018)	found	that	working	class	(low	

socioeconomic	status)	youth	had	higher	academic	self-concept	than	more	

socioeconomically	advantaged	but	equally	achieving	youth	in	schools	stratified	for	

socioeconomic	ability.	Despite	this,	the	higher	academic	self-concepts	of	working-class	

youth	did	not	seem	to	translate	into	higher	levels	of	academic	attainment.		

The	failure	for	higher	academic	self-concepts	to	translate	into	higher	levels	of	

academic	attainment	is	likely	due	to	the	‘big	fish	little	pond’	effect	(Marsh	et	al.,	1987).	

The	‘big	fish	little	pond’	effect	predicts	that	students	with	equal	academic	abilities	will	

have	higher	academic	self-concepts	when	they	attend	schools	where	the	average	ability	

at	the	school	is	low,	and	lower	academic	self-concept	when	they	attend	schools	where	

the	average	ability	at	the	school	is	high.	The	‘big	fish	little	pond’	effect	is	likely	to	be	

influential	in	Studies	2	and	3	of	this	thesis,	particularly	for	Indigenous	students	with	

high	academic	self-concept	attending	schools	where	the	average	ability	was	lower	for	a	

variety	of	reasons	(Guenther	et	al.,	2016).	It	is	likely	that	as	a	result,	the	academic	self-

concept	levels	of	Indigenous	students	may	have	been	somewhat	artificially	elevated	in	

the	findings	of	both	studies	compared	with	other	study	participants.	

The	findings	of	this	thesis,	that	high	socioeconomic	status	makes	a	bigger	difference	in	

reducing	the	likelihood	of	secondary	school	non-completion	for	students	with	low	

academic	self-concept	compared	to	those	with	high	academic	self-concept,	is	

supported	by	the	Sen-Bourdieu	framework	(Pham,	2019).	Under	the	framework,	high	

socioeconomic	status,	that	is,	having	more	economic	capital	and	correspondingly	more	

of	the	social	capital	conducive	to	secondary	school	completion,	reduces	the	barriers	

that	students	with	low	academic	self-concept	may	otherwise	experience	in	converting	

their	stock	of	capital	into	the	educational	capability	needed	to	complete	secondary	

school.	For	example,	a	high	socioeconomic	background	may	afford	greater	benefits	to	

students	with	low	academic	self-concept,	through	higher	teacher	expectations	for	

student	schooling	outcomes	(Turner-Adams	&	Rubie-Davies,	2019),	enhanced	teacher-

student	relations,	and	student	access	to	more	experienced	or	highly	trained	teachers.	

In	addition,	parental	expectations	for,	and	engagement	in,	their	child's	education	are	

likely	to	be	greater	in	high	socioeconomic	settings,	as	is	the	value	ascribed	to	
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education	within	the	family	(Kraus	et	al.,	2012).	Parents	can	more	easily	provide	

learning	and	remedial	opportunities	to	struggling	students	with	the	greater	financial	

resources	and	well-positioned	social	connections	afforded	to	high	socioeconomic	

families.		

As	applied	to	my	research,	the	Sen-Bourdieu	framework	also	aligns	with	studies	of	Han	

et	al.	(2015)	and	others	(e.g.,	Wang	&	Tong,	2004;	Zhang	&	Chen,	2012),	which	indicate	

that	family	socioeconomic	status	is	significantly	positively	related	to	enabling	forms	of	

social	capital.	Furthermore,	application	of	the	Sen-Bourdieu	framework	to	my	research	

findings	relating	to	the	interaction	between	socioeconomic	status	and	academic	self-

concept	is	also	partially	aligned	with	a	study	by	Turnbull	et	al.	(2020).	In	their	study,	

Turnbull	and	colleagues	tested	a	theoretical	model	in	which	a	student’s	social	capital	

(i.e.,	relationships	with	parents,	peers	and	teachers)	and	cultural	capital	(resources	

related	to	the	study	of	science)	were	seen	as	key	determinants	of	a	student’s	academic	

self-concept	in	science.	Social	and	cultural	factors	shown	to	predict	academic	self-

concept	were	exposure	to	a	passionate	science	teacher,	and	having	peers	that	valued	

science.	Curiously,	science-related	resources	and	parents’	values	in	relation	to	science	

were	not	significant	predictors	of	academic	self-concept;	however,	the	number	of	

generations	within	the	family	who	have	attended	university	had	a	positive	association	

(Turnbull	et	al.,	2020).			

7.3.2.3 Effect of cohort year with inference for policy context  

Based	on	the	findings	of	this	research,	increasing	compulsory	school	leaving	age	is	an	

intervention	that	is	worth	exploring	further	regarding	its	potential	for	improving	

secondary	school	completion	rates.	Previous	research	has	demonstrated	that	this	form	

of	policy	intervention	is	effective	in	improving	the	rates	of	secondary	school	

completion	for	young	people	within	the	United	States	(Rumberger	&	Lim,	2008).		

Study	2	and	3	demonstrated	that	while	Indigenous	students	in	the	2003	cohort	were	

more	likely	to	leave	school	early	than	similar-achieving	non-Indigenous	students,	there	

was	no	significant	difference	between	groups	in	the	2009	dataset.	At	the	same	time,	it	

must	be	noted	that	this	occurred	against	an	overall	background	trend	of	rising	levels	of	



 

167 
 

 

Indigenous	school	completion	and	a	narrowing	of	the	gap	in	completion	between	

Indigenous	and	non-Indigenous	young	people.	

The	current	study	found	that	socioeconomic	status	had	a	greater	positive	effect	on	

secondary	school	completion	in	the	2003	cohort	compared	with	that	of	the	2009	

cohort.	The	results	suggest	that	the	conditions	of	the	2009	sample	increased	secondary	

school	completion	and	also	reduced	the	socioeconomic	disparities	in	secondary	school	

completion	rates.	This	research	provides	support	for	the	idea	that	increasing	the	

compulsory	school	leaving	age	from	15	to	17	years	may	be	advantageous	for	Indigenous	

students.	The	findings	of	Study	3	show	that	the	reduction	in	non-completion	rates	in	

the	2009	cohort	compared	with	the	2003	cohort	was	greater	for	Indigenous	students	

than	for	non-Indigenous	students.			

Study	3	also	indicated	a	significant	gap	between	the	school	completion	of	similarly	

achieving	Indigenous	and	non-Indigenous	students	in	2003.		However,	for	similarly	

achieving	Indigenous	and	non-Indigenous	students	there	was	no	difference	in	their	

school	completion	in	the	2009	cohort.	This	points	to	the	potential	role	of	the	policy	

reform	in	narrowing	the	gap	in	school	completion	between	Indigenous	and	non-

Indigenous	students,	acknowledging	that	cohort	year	was	used	as	a	weak	proxy	

measure	for	compulsory	school	leaving	age.	

In	addition,	this	thesis	indicated	that	a	gap	existed	in	secondary	school	completion	

between	students	with	high	and	low	academic	self-concept	in	both	the	2003	and	2009	

cohorts.	As	such,	the	research	suggests	the	change	in	context	between	the	2003	and	

2009	cohort	years	did	not	eliminate	the	gap	in	school	completion	between	those	with	

high	and	low	academic	self-concept.	As	the	results	showed	similar	associations	

between	academic	self-concept	and	school	non-completion	for	both	cohorts,	it	appears	

the	context	including	the	policy	environment	made	little	impact	in	reducing	the	gap	in	

school	completion	between	students	with	low	and	high	academic	self-concept	while	

controlling	for	academic	achievement.	

Study	3	suggests	that	the	change	in	context	between	the	2003	and	2009	cohorts	

including	lifting	the	compulsory	school	leaving	age,	facilitates	secondary	school	

completion,	given	that	the	2009	cohort	had	a	higher	rate	of	completion	than	the	2003	
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cohort.	However,	the	difference	in	school	completion	before	and	after	policy	

implementation	varies	for	different	student	groups.	The	significant	interaction	effect	

for	the	2009	cohort	but	not	the	2003	cohort	indicates	that	socioeconomic	status	did	

facilitate	secondary	school	completion,	such	that	increased	socioeconomic	status	was	

likely	to	benefit	students	with	low	academic	self-concept	more	than	it	would	benefit	

similarly	achieving	students	with	high	academic	self-concept,	after	the	policy	had	been	

implemented.		

It	appears	that	in	the	2009	cohort	(with	increased	compulsory	school	leaving	age),	the	

playing	field	flattened	more	generally	as	the	likelihood	of	school	completion	for	

Indigenous	students,	low	socioeconomic	status	and	those	with	low	academic	self-

concept	was	increased.	However,	students	with	high	socioeconomic	status	and	high	

academic	self-concept	didn’t	appear	to	benefit	in	terms	of	enhanced	school	completion	

in	the	2009	cohort	compared	to	the	2003	cohort.	It	is	possible	that	the	increased	years	

of	compulsory	schooling,	for	Indigenous,	low	socioeconomic	status	and	low	academic	

self-concept	student	groups,	may	have	reduced	their	levels	of	school	disengagement,	

resulting	in	higher	completion	rates.	However,	for	high	socioeconomic,	high	academic	

self-concept	students,	it	appears	their	access	to	alternative	non-school	opportunities	

may	be	facilitated	by	the	high	social	and	cultural	capital	of	their	families	(Bourdieu,	

2006;	Pham	et	al.,	2019),	via	processes	such	as	opportunity	hoarding	by	their	parents.	

Opportunity	hoarding	is	the	process	by	which	wealthy	parents	pass	on	their	

socioeconomically	privileged	positions	to	their	children	through	economic	devices	that	

regulate	access	to	economic	opportunities	through	exclusionary	means	(Hansen	&	

Toft,	2021;	Tilly,	1999).	In	addition,	the	‘insurance	function’	of	parental	wealth	for	high	

socioeconomic	students,	which	protects	against	the	potentially	negative	consequences	

of	making	risky	choices	(Friedman	&	Laurison,	2019),	provides	a	feasible	premise	for	

why	the	school	completion	of	students	with	high	socioeconomic	and	high	academic	

self-concept	did	not	improve	in	the	2009	sample.	Overall,	implementing	the	policy	of	

increasing	the	age	at	which	students	may	leave	school	could	be	an	intervention	with	

potential	to	increase	the	school	completion	of	minority,	marginalised,	low	self-

confidence,	and	poorly-resourced	groups	of	young	people	who	are	prone	to	lower	rates	

of	school	completion	than	the	broader	population.		
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7.3.2.4 Strength and limitations  

Studies	2	and	3	were	important	as	they	were	the	first	studies	(to	the	author’s	

awareness)	to	test	the	intersection	between	socioeconomic	status	and	Indigenous	

status	for	secondary	school	non-completion.	Furthermore,	Study	3	extended	these	

findings	and	advanced	previous	research	by	exploring	socioeconomic	disparities	for	

both	Indigenous	and	non-Indigenous	students	across	the	context	of	substantive	

national	policy	reform	requiring	young	people	to	complete	Year	10	and	then	remain	in	

full-time	study	or	work,	or	a	combination	of	both,	until	the	age	of	17.	

A	major	strength	of	this	research	was	the	use	of	secondary	datasets	which	reduced	the	

personal	burden	of	research	participation	for	Indigenous	people.	This	is	particularly	

pertinent	given	the	extensive	focus	of	research	on	Indigenous	groups	by	governments	

and	universities	to	achieve	their	own	objectives,	with	often	little	benefit	in	outcomes	

for	Indigenous	people	(Bainbridge	et	al.,	2015).		

Another	strength	is	that	the	LSAY	datasets	used	in	Studies	2	and	3	include	PISA	data	

which	is	representative	of	the	national	population	of	15-year-olds	attending	school	

within	a	country.	A	limitation,	however,	of	the	PISA	datasets	is	that	they	do	not	

account	for	the	young	people	absent	from	school	due	to	expulsion,	truancy,	poor	

attendance	or	early	school	departure	prior	to	15	years	old.	For	low	and	middle-income	

countries	where	children	are	more	likely	to	leave	school	younger,	this	is	seen	as	a	

bigger	issue	than	in	countries	such	as	Australia	(Wils	et	al.,	2019).	However,	

Indigenous	young	people	in	Australia	are	more	likely	to	drop	out	of	school	earlier	than	

non-Indigenous	youth.	In	addition,	the	irregular	school	attendance	of	Indigenous	

youth,	particularly	in	some	rural	and	remote	communities	due	to	family	mobility,	

precludes	those	students	from	taking	part	in	PISA	(Prout	&	Hill,	2012).	The	exclusion	of	

youth	with	low	school	attendance	rates	and	presumably	higher	propensity	to	leave	

school	earlier	means	that	the	true	rate	of	school	non-completion	for	Indigenous	

students	in	the	population	is	likely	to	be	higher	than	that	estimated	in	this	thesis.		

Another	study	limitation	is	the	attrition	rate	in	LSAY	and	the	strong	focus	of	these	

studies	on	the	traditional	age-graded	route	of	secondary	school	students	through	

school	that	does	not	take	into	account	possible	alternative	pathways	to	school	
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completion.	It	is	feasible	that	Indigenous	students	may	take	these	alternative	pathways	

through	school	and,	as	a	result,	Indigenous	students	may	graduate	later	or	graduate	

through	alternative	channels	(Jorgensen,	2020).	It	is	possible	that	by	taking	alternative	

pathways	through	school	this	subset	of	Indigenous	students	may	have	missed	being	

included	in	the	datasets.	It	is	possible	the	2009	cohort	included	students	who	did	not	

continue	at	school	but	whom	complied	with	the	policy	reform	requirements	by	

completing	Year	10	and	then	staying	in	full-time	study	or	work,	or	a	combination	of	

both	up	to	age	17,	through	a	vocational	training	and/or	employment	path	such	as	

apprenticeships	and	traineeships.	Such	students	would	have	been	misrepresented	in	

this	analysis,	that	is,	identified	as	not	completing	school,	where	in	effect	they	may	have	

gone	on	to	complete	an	equivalent	qualification	through	an	alternative	pathway.	

Highest	educational	attainment	rates	tend	to	be	for	individuals	who	take	traditional	

educational	pathways	based	on	their	development,	consistent	with	the	social	age-

graded	schooling	transitions.	For	example,	in	the	United	States	it	is	well	established	

that	students	who	take	traditional	educational	pathways	at	the	typical	age	tend	to	have	

better	outcomes	in	terms	of	secondary	school	completion	than	those	who	use	

alternative	routes	such	as	the	General	Education	Development	(GED)	test	(Rumberger,	

2011).	Indigenous	students	who	take	alternative	pathways	are	likely	to	have	missed	

being	included	in	the	datasets	and	are	more	likely	to	have	poorer	outcomes	with	

respect	to	‘traditional’	school	completion.		

In	regard	to	Indigenous	youth,	the	academic	self-concept	of	Indigenous	students	in	

very	remote	areas	with	exclusively	Indigenous	students	will	likely	be	influenced	by	the	

‘big	fish	little	pond’	effect	(Marsh	et	al.,	1987)	as	discussed	in	a	previous	section.	As	

remote	and	rural	Indigenous	schools	tend	to	have	lower	levels	of	academic	

achievement	for	a	variety	of	reasons	(see	Guenther	and	Osborne,	2018),	the	Indigenous	

students	attending	these	schools	would	report	higher	levels	of	academic	self-concept,	

with	the	effect	of	distorting	the	research	findings	somewhat.	

While	compulsory	school	leaving	age	increases	were	implemented	between	the	data	

collection	of	the	2003	and	2009	samples,	this	occurred	against	the	backdrop	of	other	

educational	reforms,	including	implementation	of	the	Australian	Curriculum	involving	

consistent	national	standards;	national	reporting	on	schools	through	the	My	School	
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website;	standardised	literacy	and	numeracy	assessments	(NAPLAN);	and	partial	

implementation	of	the	‘Gonski’	needs-based	funding	reforms.	Increases	to	the	

compulsory	school	leaving	age	occurred	also	against	a	backdrop	of	increasing	levels	of	

Indigenous	school	completion	and	a	narrowing	of	the	completion	gap.	The	findings	of	

this	study	were	consistent	with	these	background	trends.	Unfortunately,	the	current	

study	was	limited	to	comparison	of	only	two	cohorts,	constraining	the	ability	to	test	

the	influence	of	policy	context	on	subsequent	cohorts.	In	addition,	it	was	not	possible	

to	isolate	the	influences	of	varying	reforms,	nor	investigate	the	robustness	of	the	

finding	in	datasets	from	other	countries.	As	a	result,	the	results	pertaining	to	

moderation	by	cohort	year	should	be	interpreted	as	exploratory	and	preliminary	with	

potential	benefits	of	undertaking	future	research	involving	subsequent	cohorts	to	

determine	consistency	of	results	post-implementation	of	compulsory	school	leaving	

age	increases.		

7.3.2.5 Future directions for research 

Overall,	findings	from	Studies	2	and	3	identify	that	socioeconomic	status	has	a	

different	association	with	secondary	school	completion	for	Indigenous	compared	with	

non-Indigenous	students.	To	a	lesser	degree,	the	association	of	socioeconomic	status	

with	secondary	school	completion	also	appears	to	vary	for	students	with	varying	levels	

of	academic	self-concept.	These	findings	have	implications	for	the	likelihood	of	

secondary	school	completion	for	particular	groups	of	students,	particularly	ethnic	

minority	and	marginalised	groups.	Hence,	researchers	should	further	investigate	the	

role	of	socioeconomic	status	for	other	ethnic	minority	groups	in	light	of	current	gaps	

in	the	research	and	the	current	emphasis	on	socioeconomic	indicators.	In	addition,	

further	investigation	pertaining	to	improving	school	completion	for	Indigenous	

students	should	focus	on	school	sector	and	student	language	background,	along	with	

intersections	with	other	key	variables	such	as	location	(i.e.,	urban	or	remote).	Future	

research	also	needs	to	investigate	the	long-term	attainment	outcomes	of	Indigenous	

and	non-Indigenous	students	who	do	not	complete	secondary	school.	An	additional	

research	focus	should	include	development	of	a	model	of	school	completion	

incorporating	intersectionality	as	relevant	to	Indigenous	Australian	students.		
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Although	this	study	investigated	the	intersection	of	Indigenous	status	and	

socioeconomic	status	predominantly,	along	with	gender,	no	exploration	of	

intersectionality	was	made	from	a	qualitative	perspective.	Given	the	prevalence	of	

qualitative	intersectionality	research,	potential	exists	for	the	beneficial	application	of	

combined	quantitative	and	qualitative	approaches,	along	with	Indigenous	and	Western	

approaches	to	research	conducted	within	the	third	space	(i.e.,	the	space	between	

cultures)	(Dillon	et	al.,	2020).		

7.4 General discussion and implications for policy and practice 

My	findings	provide	evidence	that	the	mechanisms	underpinning	secondary	school	

completion	for	Indigenous	young	people	are	highly	complex	and	nuanced,	likely	

explaining	the	seemingly	intractable	nature	of	persistent	gaps	in	educational	outcomes	

for	Indigenous	young	people,	when	viewed	from	a	Western	perspective.	Further	

contributing	to	the	intractable	nature	is	the	centralised	approach	to	implementing	

solutions	where	local	voices	are	often	sidelined.	Yet	the	findings	of	this	research,	

aligned	with	literature	past	and	present,	indicate	a	clear	direction	forward.	Marcia	

Langton,	prominent	Indigenous	scholar	(2013,	p.	11),	has	said,	as	articulated	at	the	start	

of	this	chapter	“some	of	us	have	stood	at	the	crossroads	where	it	is	possible	to	choose	a	

path	to	the	good	life	or	the	path	to	continuing	poverty	and	marginalization”.	

Unlocking	the	vast	store	of	potential	of	Indigenous	young	people	requires	ensuring	

Indigenous	young	people	can	access	the	crossroads,	to	have	opportunities	to	choose	

the	path	to	the	good	life.		

This	chapter	concludes	by	outlining	themes	and	directions	that	are	suggested	by	the	

research	findings	and	literature	that	indicate	ways	of	moving	forward.	In	addition,	

recommendations	are	made	to	translate	the	research	findings	into	policy	and	practice.	

The	recommendations	are	for	educators,	researchers	and	policymakers	interested	in	

enhancing	the	educational	outcomes	of	Indigenous	young	people	and	may	also	hold	

relevance	for	improvements	in	educational	outcomes	of	other	ethnic-minority	groups.		

7.4.1 Targeting socioeconomic indicators alone is not enough 

Disparities	in	socioeconomic	indicators,	such	as	literacy	and	numeracy,	school	

attendance,	secondary	school	completion,	income	and	employment,	between	
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Indigenous	and	non-Indigenous	people	are	so	often	the	focus	of	policy	and	research.	

While	‘closing	the	gap’	in	educational	outcomes	for	Indigenous	students	is	a	key	goal	

of	the	Australian	Government	(Australian	Government,	2020),	the	findings	of	this	

research	suggest	pursuing	equality	of	educational	outcomes	by	enhancing	Indigenous	

socioeconomic	status	alone	may	not	be	the	best	approach.		

Drawing	on	Bourdieu	(2006),	the	obstinate	differences	in	educational	outcomes	

between	Indigenous	and	non-Indigenous	youth	rest	in	the	role	of	education	systems	in	

maintaining	the	power	relations	between	social	classes	(see	also	Perso	&	Hayward,	

(2020)	discussing	the	Australian	Indigenous	context	drawing	on	the	works	of	Friere,	

1972,	1976).	Bourdieu	focuses	on	how	cultural	socialisation	locates	groups	within	

competitive	status	hierarchies	interlocked	between	domains	of	conflict,	and	how	

groups	struggle	over	valued	resources	utilising	strategies	to	achieve	their	interests	

within	these	domains.	In	doing	so,	group	members	unwittingly	reproduce	the	social	

stratification	order	(Swartz,	1997).	While	Bourdieu´s	work	is	not	entirely	suitable	in	

examining	how	groups	with	low	economic	capital	may	generate	social	mobility	

(Modood,	2004),	it	is	useful	in	consideration	of	how	they	may	not,	based	on	how	the	

dominant	class	reproduces	its	domination.	Unequal	social	and	cultural	capital	of	

parents	directly	impacting	the	educational	capacities	of	their	offspring,	as	outlined	in	

the	Sen-Bourdieu	framework	(Phan	et	al.,	2019),	may	contribute	to	the	persistent	

inequality	in	educational	attainment	along	the	lines	of	race,	ethnicity	and	social	origin	

(Fasang	et	al.,	2014;	Grodsky	et	al.,	2008).	This	is	directly	relevant	to	the	student	groups	

of	interest	in	this	research,	Indigenous	students	and	those	from	low	socioeconomic	

backgrounds,	in	determining	their	ability	to	use	their	capital	to	transform	economic	

resources	into	valued	educational	capabilities.	Such	theory	is	also	useful	in	interpreting	

stubborn	educational	disparities	for	Indigenous	young	people.		

Related	ideas	are	social	closure	and	opportunity	hoarding,	mechanism	by	which	

wealthy	parents	pass	on	their	socioeconomically	privileged	positions	to	their	children	

(Hansen	&	Toft,	2021;	Parkin,	1979),	reproducing	the	social	stratification	order.	Both	

concepts	involve	limiting	access	to	economic	opportunity	by	exclusionary	devices	that	

regulate	who	can	and	cannot	enjoy	such	privileges	(Parkin,	1979;	Tilly	1999).	For	

example,	informal	social	closure	of	parent	networks	in	high	socioeconomic	schools	
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benefits	educational	attainment.	However,	in	low	socioeconomic	schools,	social	

closure	lowers	educational	attainment	(Fasang	et	al.,	2014).		

In	a	similar	vein	and	applied	to	Indigenous	communities,	White	et	al.	(2013)	asserts	

great	potential	exists	for	increasing	educational	attainment	where	Indigenous	cultures	

are	open	rather	than	closed.	In	open	cultures,	bonding	(within	group)	social	capital	

networks	are	integrated	into	wider	society,	for	example,	through	use	of	the	dominant	

language	(English	in	Anglo-colonised	countries),	engagement	of	the	community	in	the	

wider	economy,	and	through	non-exclusionary	cultural	traditions.	The	important	role	

of	sacred	knowledge	in	Australian	Indigenous	culture	may	be	an	example	of	an	

exclusionary	cultural	tradition	in	this	respect.	Open	culture	can	be	understood	as	the	

dominant	cultural	group	(Anglo-Australian	society,	in	this	instance)	gaining	a	clear	

appreciation	of	Indigenous	culture,	which	translates	into	behaviours	consistent	with	

Indigenous	cultural	norms,	which	facilitates	development	of	relations	(White	et	al.,	

2013)	and	allows	for	bridging	social	capital	(horizonal	intergroup	group	relations)	and	

linking	social	capital	(vertical	intergroup	relations	stratified	by	class,	status	and	power	

relations	in	a	society;	Woolcock,	2001).		

The	findings	of	this	research,	within	the	context	of	the	broader	literature,	suggest	that	

not	focusing	on	socioeconomic	outcomes	alone,	but	giving	greater	emphasis	to	power-

sharing	may	be	beneficial	in	improving	Indigenous	educational	outcomes.	Power-

sharing	in	relation	to	Indigenous	education	may	be	achieved	through	enhancement	of	

bridging	and	linking	social	capital	between	Indigenous	communities	and	the	

government	and	non-government	entities	of	policymakers,	educators	and	researchers.	

The	extent	of	engagement	and	collaboration	between	school	and	community	leaders	is	

important	in	influencing	joint	decision-making	to	accomplish	change	in	student	social	

and	academic	outcomes	(Dillon,	2019).	Application	of	genuine	collaborative	

governance	approaches	(e.g.,	Atkins	et	al.,	2019)	offers	potential	for	valuable	

contributions	in	this	area,	particularly	in	facilitating	processes	through	which	

Indigenous	voices	can	be	heard	about	matters	that	concern	them	directly.	Conversely,	

State-preferred	modes	of	organising	Indigenous	sub-populations	have	been	implicated	

in	the	prevalence	of	Indigenous	policy	failure	across	nations	(Andersen,	2014;	Walter	&	

Andersen,	2016).	Promotion	of	self-determination	of	Indigenous	people	through	
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providing	shared	decision-making	authority	at	the	local	level	is	fundamental	to	

improving	Indigenous	student	educational	outcomes	(Langton,	2013).	As	Langton	says,	

“While	education	is	a	key	ideological	battleground	in	debates	about	how	to	address	

Indigenous	disadvantage,	there	is	alarming	evidence	that	the	lack	of	capacity	in	

mainstream	education	to	educate	Indigenous	children	will	continue	to	keep	

Indigenous	families	and	communities	in	poverty”	(2013,	p.	1).	

7.4.2 School engagement, cultural identity and aligning values  

	“The	evidence	is	clear	that	nothing	happens	in	Indigenous	communities	unless	
there	is	local	ownership	of	any	change	process”	(Langton,	2013,	p.	6).		

High	levels	of	engagement	of	Indigenous	students,	their	families	and	their	

communities	at	the	local	school	is	fundamental	(Langton,	2013),	particularly	given	a	

student’s	early	departure	from	secondary	school	has	been	identified	as	the	final	step	in	

a	longer	process	of	student	disengagement	(Fredricks	et	al.,	2004;	Reschly	&	

Christenson,	2012).	Studies	have	found	that	teaching	practices	based	on	positive,	

collaborative,	reciprocal	relationships	are	foundational	to	effective	strategies	for	

enhancing	the	engagement	of	Indigenous	students	(Beveridge	&	Hinde	2009;	Donovan	

2015;	Lewthwaite	et	al.	2015;	Martin	2009).	Enhancing	Indigenous	student	engagement	

has	also	been	achieved	through	reducing	the	gap	between	the	culture	and	values	of	

Indigenous	students	and	that	of	their	school,	by	aligning	the	school	to	the	local	

Indigenous	culture	and	values	(Darcy	&	Auld,	2008;	James,	2014;	Wilson	&	Alloway,	

2013).	Accordingly,	numerous	studies	have	shown	school-based	Indigenous	language	

and/or	cultural	programs	also	have	positive	effects	on	students’	sense	of	cultural	

identity,	on	strengthening	connection	to	community	and	Country,	and	on	the	

intergenerational	sharing	of	cultural	knowledge	(Burgess	et	al.,	2019).	

The	strengthening	of	cultural	identity	of	Indigenous	youth	should	be	promoted	and	

upheld	through	greater	connection	to	their	country,	kin	and	traditional	knowledge	

(Dockery,	2020;	Durmush	et	al.,	2021),	along	with	greater	appreciation	and	integration	

of	strong	Indigenous	cultural	identity	into	broader	Australian	society.	As	such,	

incorporating	local	Indigenous	culture	and	knowledge	into	the	curriculum	of	

Indigenous	students	through	collaborative	processes	with	local	Indigenous	
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communities	should	be	a	key	goal	of	policymakers	and	educators	of	Indigenous	

education.	Aligning	school	values	with	those	of	the	local	Indigenous	community	and	

integrating	locally	relevant	Indigenous	identity	and	culture	into	the	mainstream	

education	may	serve	to	improve	the	relevance	of	education	to	ethnic	minority	groups,	

and	in	particular,	Indigenous	students	(UNDESA,	2020).		

Interventions	and	approaches	need	to	be	grounded	in	the	reality	of	the	local	context	

and	without	the	assumption	that	what	works	for	Anglo-based	cultures	will	work	for	

Indigenous	and	other	minority	ethnic	groups.	Similarly,	given	the	diversity	of	

Indigenous	cultures,	what	works	for	one	Indigenous	community	may	not	work	for	

another.	For	Indigenous	students	to	have	access	to	an	education	that	values	

Indigenous	views	and	understandings,	and	thrive	in	terms	of	cultural	identity	and	

connection,	teachers	need	the	necessary	resources	and	training	to	deliver	education	in	

a	culturally	responsive	and	relevant	way	(e.g.,	see	Turner-Adams,	2021).	Through	

collaborative	governance,	the	voices	and	agency	of	Indigenous	people	are	engaged	to	

determine	shared	values	and	the	associated	actions	which	can	mobilise	the	energy	and	

engagement	of	the	community	to	make	education	more	highly	valued.	

7.4.3 Increasing the compulsory school leaving age  

Study	3	suggested	that	Indigenous	students	may	have	benefited	substantially	in	terms	

of	subsequent	school	completion	from	national	policy	reform	that	increased	the	

compulsory	school	leaving	age	to	17	years.	Students	from	low	socioeconomic	

backgrounds	and	students	with	low	academic	self-concept	also	benefitted.	Such	a	

policy	reform,	however,	does	not	assure	that	all	students	are	engaged	in	their	current	

and	future	learning	contexts	(Bodkin-Andrews,	Denson	&	Bansel,	2013).	Although	the	

findings	cannot	be	attributed	directly	to	the	policy	reform,	the	findings	are	aligned	

with	studies	investigating	the	impact	of	such	reforms	within	the	United	States	

(Rumberger	&	Lim,	2008).	Where	school	leaving	age	remains	low,	policymakers	should	

be	aware	of	the	potential	of	lifting	the	compulsory	school	completion	age	for	levelling	

the	educational	playing	field	by	reducing	disparities	in	school	completion	rates	for	

similarly	achieving	students.		



 

177 
 

 

7.4.4 A more holistic approach to research  

The	quantitative	analyses	conducted	in	this	research	show	moderation	effects	between	

sociodemographic	factors	and	shed	light	onto	mechanisms	underpinning	educational	

inequities	for	Indigenous	youth.	While	additional	analyses	could	be	useful,	either	using	

existing	datasets	or	newly	collected	data,	the	bringing	together	of	qualitative	and	

quantitative,	and	Western	and	Indigenous	research	methods	offers	a	holistic	research	

approach	(Parker	et	al.,	2021)	to	addressing	inequality	in	school	completion	outcomes	

for	Indigenous	youth.	This	is	in	part	due	to	the	lack	of	variables	in	large	databases	such	

as	social	capital,	discrimination,	and	Indigenous	epistemologies	and	ontologies	that	

are	likely	to	be	quantitatively	more	important	for	Indigenous	youth	than	for	non-

Indigenous	youth.	According	to	Firebaugh	(2008),	“qualitative	methods	are	well-suited	

for	providing	thick	description	that	can	help	place	quantitative	results	in	proper	

context”	(p.	26).	Furthermore,	information	translates	to	knowledge	only	when	it’s	

placed	in	context	(Silver,	2012).	Applied	here,	qualitative	approaches	and	Indigenous	

methodologies	allow	for	inclusion	of	factors	specific	to	Indigenous	people	(e.g.,	

cultural	practice	and	significance)	in	a	manner	that	is	amenable	to	Indigenous	

communities	and	would	be	a	step	toward	putting	the	context	back	into	large-scale	

quantitative	research	(Walters	&	Andersen,	2016).	Accordingly,	use	of	qualitative	

research	along	with	quantitative	analysis	of	large	databases,	and	combining	the	

research	methodologies	and	knowledges	of	Western	and	Indigenous	approaches,	

would	offer	substantive	advances	to	educational	research.	Without	grounding	research	

qualitatively	in	the	reality	of	local	contexts	(and	drawing	on	local	insights	and	

knowledges),	the	application	and	extrapolation	of	research	from	narrowly	sampled	

Anglocentric	populations	is	not	justified	and	unlikely	to	be	relevant.		

7.4.5 Strengths-based research 

It	is	important	that	research	approaches	are	adopted	that	engage	positive	strength-

based	narratives	of	Indigenous	youth,	as	opposed	to	focusing	on	disparity,	deprivation,	

disadvantage,	dysfunction	and	difference	(referred	to	as	5D	data;	Walter	&	Suina,	2019)	

compared	to	their	non-Indigenous	peers.	Focusing	on	reducing	gaps	has	often	failed	to	

make	real	progress	for	Indigenous	groups	internationally	(UNDESA,	2020).	Such	

strengths-based	approaches	to	Indigenous	educational	research	inform	the	national	
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narrative	and	the	self-concepts	pertaining	to	Indigenous	youth.	Furthermore,	a	

strengths-based	focus	has	the	potential	to	counter	the	influences	of	earlier	deficit	

discourse	that	characterised	much	of	the	early	research	on	Indigenous	young	people	

and	their	education	(Fogarty	et	al.	2018).		

7.4.6 Promote Indigenous data sovereignty  

Finally,	the	ability	to	ensure	the	use	of,	and	narratives	derived	from,	Indigenous	data	is	

strengths-based	and	constructive	to	the	desired	educational	outcomes	of	Indigenous	

people	is	made	increasingly	difficult	with	the	advent	of	open	publicly	held	data	(Open	

Data)	and	Big	Data	technologies.	Indigenous	people	are	exposed	to	risks	associated	

with	Western	privacy	and	ethical	principles,	and	have	the	need	to	protect	Indigenous	

knowledge	(Dunbar	&	Scrimgeour,	2017).	To	mitigate	the	negative	impacts	of	Open	

Data	and	Big	Data	on	Indigenous	people,	Indigenous	data	requirements	need	to	be	

addressed	through	arrangement	to	strengthen	Indigenous	data	sovereignty	and	data	

governance.	

Indigenous	people	should	be	involved	in	data	collection	and	survey	set-up	so	that	they	

collect	information	and	pursue	research	questions	that	are	meaningful	and	useful	to	

them.	Collaborative	processes	can	therefore	be	used	to	integrate	Indigenous	cultural	

values,	an	important	factor	as	indicated	in	Study	1,	and	methodologies	into	research	

design	and	implementation	in	the	same	way	as	for	enhancing	student	social	and	

academic	outcomes.	This	integrated	approach	to	research	would	yield	higher	quality,	

more	relevant	research	outcomes	as	well	as	promote	greater	Indigenous	sovereignty	in	

research.		

7.5 Chapter summary 

As	outlined	in	detail	in	this	thesis,	Indigenous	secondary	school	completion,	like	many	

other	socioeconomic	indicators,	is	a	target	of	‘closing	the	gap’	policy	objectives.	

Policies	that	aim	to	close	the	gap	seek	to	reduce	the	disparity	between	Indigenous	and	

non-Indigenous	outcomes.	Secondary	school	completion	is	one	such	educational	

outcome	that	is	pursued	under	the	assumption	that	secondary	school	completion	for	

Indigenous	young	people	is	a	milestone	on	the	path	to	the	good	life.	The	results	of	this	

thesis	have	demonstrated	that	socioeconomic	status	influences	secondary	school	
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completion	differently	for	Indigenous	students	compared	to	non-Indigenous	students.	

The	likelihood	of	Indigenous	secondary	school	completion	does	not	appear	to	be	

influenced	by	their	socioeconomic	background	alone.	As	such,	pursuit	of	equality	of	

educational	outcomes	by	enhancing	Indigenous	socioeconomic	status	alone	is	likely	to	

fail.	Should	seeking	equality	of	socioeconomic	outcomes	alone	be	our	focus	when	

Indigenous	youths’	school	completion	seems	to	be	stable	across	the	socioeconomic	

gradient,	as	indicated	by	this	study?	Or	is	there	a	better	way?	Current	evidence	

suggests	that	enhancing	student	engagement	through	genuine	strengthening	of	

Indigenous	youths’	cultural	identity	and	aligning	schools	with	the	local	Indigenous	

culture	and	values	through	genuine	power-sharing	and	collaborative	governance	is	

likely	to	enhance	Indigenous	student	completion.	Let	us	listen	to	the	many	voices	of	

Indigenous	people	about	what	educational	success	looks	like	for	their	young	people,	

rather	than	supposing	that	what	works	for	our	non-Indigenous	youth	works	for	our	

Indigenous	youth.		
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Chapter 8: 
Conclusion 

Not	completing	secondary	school	is	a	current	and	pervasive	problem	associated	with	

detrimental	impacts	to	an	individual´s	physical	and	mental	health.	Lower	incomes	and	

less	employment,	increased	exposure	to	the	criminal	justice	system	and	ultimately	a	

shorter	life	expectancy	are	all	associated	with	not	graduating	from	secondary	school	

(Lansford	et	al.,	2016;	Molla	et	al.,	2004;	Muennig,	2007;	Rumberger	et	al.,	2011).	Given	

the	concentration	of	school	dropout	in	specific	student	populations,	particularly	some	

ethnic	minority	groups	and	Indigenous	populations,	access	to	meaningful	education	

that	caters	to	the	needs	of	these	minority	groups	remains	elusive	for	some	young	

people.	This	is	of	particular	concern	for	the	Indigenous	Australian	population,	given	

the	rate	of	school	completion	for	Indigenous	youth	(at	66	percentage-points)	remains	

at	25	percentage-points	lower	than	their	non-Indigenous	counterparts	for	2018-2019	

(Australian	Government,	2020).		

Research	has	focused	on	the	role	that	contextual	factors	play	(e.g.,	psychosocial	

variables,	sociodemographic	variables,	and	systems-level	policy)	in	predicting,	

facilitating	or	hindering	school	completion.	However,	relatively	little	research	has	been	

undertaken	to	investigate	the	intersections	between	Indigenous	status,	socioeconomic	

status,	and	academic	self-concept	on	a	young	person´s	school	completion	and	the	

underlying	mechanisms	by	which	these	relations	occur.	As	such	the	overarching	

research	objective	of	this	thesis	is	to	understand	the	interplay	between	key	

sociodemographic	factors,	including	academic	self-concept,	socioeconomic	status	and	

Indigenous	status,	in	predicting	secondary	school	completion.	
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To	answer	the	overarching	research	question	of	this	research,	three	interrelated	studies	

were	undertaken	as	part	of	a	quantitative	research	design,	drawing	on	secondary	data.		

8.1 This research 

Study	1	is	a	systematic	review	that	sought	to	examine	whether	academic	self-concept	

facilitates	secondary	school	completion	to	the	same	degree	for	all	students,	particularly	

for	students	from	diverse	sociodemographic	backgrounds.	Study	1	reviewed	research	

identifying	factors	that	influenced	the	relation	between	academic	self-concept	and	

school	completion	and	related	educational	outcomes,	such	as	engagement	and	

attendance.	Studies	2	and	3	analysed	the	impact	of	key	micro-,	meso-	and	macro-level	

influences	on	the	relation	between	socioeconomic	status	and	secondary	school	

completion.	More	specifically,	in	Study	2,	I	tested	the	influence	of	academic	self-

concept	(micro-level)	and	of	Indigenous	status	(meso-level)	on	school	non-

completion.	Study	2	utilised	a	multilinear	regression	modeling	approach	of	a	large	

longitudinal	and	representative	sample	to	investigate	whether	socioeconomic	status	

facilitates	secondary	school	completion	to	the	same	degree	for	Indigenous	and	non-

Indigenous	students,	and	for	students	with	varying	levels	of	academic	self-concept.	

Finally,	Study	3	compared	the	above	relations	before	and	after	a	major	government	

policy	reform	(macro-level).	This	was	done	through	multilinear	regression	modeling	of	

a	separate	large	longitudinal	and	representative	sample.	Study	3	aimed	to	investigate	

whether	cohort	year	(that	is,	before	and	after	the	implementation	of	national	increases	

to	compulsory	school	leaving	age)	was	associated	with	secondary	school	completion	to	

the	same	degree	for	Indigenous	and	non-Indigenous	students,	and	for	students	with	

varying	levels	of	academic	self-concept.	In	drawing	on	pre-existing	secondary	data	in	

the	studies,	I	was	responsive	to	calls	to	spare	Indigenous	people	from	more	research	

surveys	(Bainbridge	et	al.,	2015).	

8.2 Findings of the research 

Study	1	results	indicated	that	there	is	some	evidence	that	various	factors	may	play	a	

role	in	how	academic	self-concept	(at	the	micro-level)	predicts	numerous	educational	

outcomes	related	to	secondary	school	completion.	Some	evidence	indicated	that	

sociodemographic	factors	may	play	a	role	in	moderating	this	relation,	with	value	
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beliefs	being	the	strongest	moderator,	although	effect	sizes	were	small.	Other	relevant	

factors	were	Indigenous	status	and	socioeconomic	status.	The	results	supported	a	shift	

in	the	research	orientation	of	this	thesis	towards	socioeconomic	status	as	the	predictor	

variable	in	the	subsequent	studies	rather	than	academic	self-concept.	

Having	determined	the	role	of	potential	variables	in	the	literature,	the	findings	of	

Study	2	provided	strong	support	for	an	interaction	effect	between	socioeconomic	

status	and	Indigenous	status	on	secondary	school	non-completion	occurring	at	the	

meso-level,	the	most	significant	unique	contribution	to	knowledge	of	this	thesis.	More	

specifically,	the	secondary	school	non-completion	of	Indigenous	students	was	

demonstrated	to	be	fairly	stable	across	the	gradient	of	socioeconomic	status,	unlike	for	

non-Indigenous	students	where	school	non-completion	reduced	with	higher	

socioeconomic	status.	An	additional	finding	unique	to	this	study	was	that	academic	

self-concept	was	demonstrated	to	be	a	weak	moderator	of	the	relation	between	

socioeconomic	status	and	secondary	school	non-completion,	in	the	2009	sample	but	

not	the	2003	sample.	Due	to	the	representative	nature	of	the	LSAY	samples,	inferences	

from	the	findings	could	be	drawn	to	the	broader	population.	Additional	findings	

included	that	there	was	a	gap	in	secondary	school	completion	between	similar-

achieving	Indigenous	and	non-Indigenous	students	for	the	2003	sample,	highly	

consistent	with	that	of	the	2009	sample.	Furthermore,	a	gap	in	secondary	school	

completion	between	similar	achieving	students	with	high	compared	to	low	academic	

self-concept	existed.		

Results	from	the	Study	3	investigation	at	the	macro-level	further	supported	and	

extended	the	results	of	Study	2.	In	addition,	the	findings	of	Study	3	indicated	that	

cohort	year	(2009	compared	with	2003)	was	associated	with	increased	likelihood	that	

students	will	subsequently	continue	at	secondary	school	until	the	end	of	Year	12,	with	

cohort	year	acting	as	a	weak	proxy	for	policy	context	based	on	increases	to	the	age	at	

which	a	student	can	leave	school	from	15	to	17	years.	While	limitations	exist	in	regard	

to	other	possible	factors	that	may	have	influenced	higher	completion	rates	in	the	2009	

cohort,	the	findings	were	consistent	with	other	studies.	Within	the	United	States,	a	

number	of	studies	indicate	that	states	with	higher	compulsory	schooling	ages	had	

lower	rates	of	dropout	or	higher	rates	of	graduation	(Rumberger	&	Lim,	2008).	The	
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study	also	found	that	this	effect	varied	for	Indigenous	and	non-Indigenous	students,	

benefiting	Indigenous	students	more.	It	was	also	determined	that	the	effect	varied	for	

students	with	high	and	low	academic	self-concept	such	that	students	with	low	

academic	self-concept	stood	to	potentially	benefit	more	from	the	policy	reform	than	

those	with	high	academic	self-concept,	especially	when	they	had	low	socioeconomic	

backgrounds.	This	study	suggests	that	the	policy	reform	may	have	contributed	to	

‘closing	the	gap’	in	the	school	completion	of	Indigenous	youth	compared	to	their	non-

Indigenous	peers.		

8.3 Reflections 

In	Australia,	as	in	similar	Anglophone	countries,	Indigenous	young	people	encounter	

educational	inequities	impacted	by	legacies	of	colonialism,	dispossession,	

marginalisation	and	discrimination.	These	same	legacies	have	enduring	influences	on	

the	social	narratives	and	worldviews	as	they	relate	to	identity,	culture	and	knowledge.	

With	this	in	mind,	conducting	research	of	this	nature,	as	a	non-Indigenous	person	

with	a	non-Indigenous	worldview,	was	fraught	with	challenges,	but	also	provided	

opportunities	for	self-reflection.	In	this,	I	was	aided	by	my	experience	of	living	in	

Colombia	for	seven	years	and	working	with	a	not-for-profit	organisation	running	

workshops	involving	Indigenous	youth	displaced	by	Colombia’s	armed	conflict.	

Drawing	upon	the	acumen	of	my	three	Indigenous	supervisors,	I	believe	I	was	able	to	

make	good	progress	in	addressing	challenges	and	managing	the	common	pitfalls.	

Overall,	the	experience	has	expanded	my	perspectives	and	increased	my	concern	for	

the	inequality	of	injustice.		

This	research	would	suggest	that	the	road	to	successful	school	completion	is	highly	

nuanced	for	minority	and	historically	marginalised	groups,	particularly	in	the	face	of	

culture	differences.	For	Indigenous	people,	their	culture	differs	substantially	from	the	

capitalist	Western	culture	that	drives	the	broader	Australian	society.	Despite	the	many	

strengths	of	Indigenous	people,	including	rich	and	enduring	cultures	and	traditions,	

deficit	narratives	exist	regarding	the	educational	outcomes	of	Indigenous	students	in	

comparison	to	their	non-Indigenous	peers.	Indigenous	values	are	not	necessarily	

aligned	with	the	‘learn	to	earn’	orientation	of	neoliberal	educational	approaches	in	
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Australia.	Indigenous	young	people	have	not	failed	at	school;	it	is	more	correct	to	say	

that	the	education	system	has	failed	Indigenous	young	people.	The	gaps	in	educational	

outcomes	such	as	school	completion	for	Indigenous	youth	are	demonstrative	of	the	

misalignment	of	the	Australian	education	system	in	terms	of	its	ability	to	meet	the	

learning	needs	of	Indigenous	youth.	It	is	not	ethical,	or	even	pragmatic,	to	expect	

Indigenous	youth	to	conform	to	the	norms	and	expectations	of	Western	education.	In	

pursuit	of	enhancing	the	Year	12	attainment	rate	for	Indigenous	youth	and	the	

opportunities	that	this	entails	in	terms	of	quality	of	life,	the	path	forward	must	

negotiate	both	Western	society	worldviews	and	that	of	Indigenous	lifeworlds,	the	dual	

intersubjectivities	of	first	world	dispossessed	Indigenous	people	(Walter	&	Suina,	

2019).	Indigenous	students	who	thrive	in	secondary	education	are	more	likely	to	go	on	

to	tertiary	education.	Tertiary	education	enables	individuals	with	professional	

capabilities	and	the	associated	social,	cultural	and	economic	capital	(Pham	et	al.,	2019;	

Bourdieu,	2006)	to	benefit	Indigenous	communities	through	positions	of	enhanced	

power	to	affect	change.	Having	successfully	navigated	secondary	and	tertiary	

education,	Indigenous	people	are	more	empowered	to	make	Indigenous	education	

more	responsive,	beneficial	and	meaningful	for	Indigenous	young	people.	At	the	same	

time,	Indigenous	young	people	with	university	qualifications	may	provide	valuable	role	

models	for	Indigenous	youth.	

For	schools	to	be	responsive	to	the	needs	of	Indigenous	students	and	to	be	effective	in	

facilitating	their	learning,	Indigenous	young	people,	their	families	and	communities	

must	be	engaged	in	the	learning	process.	Student	engagement	has	been	shown	to	

increase	through	student	participation	in	culturally-based	education	programs	which	

enhance	connection	to	kin	and	country	and	strengthen	traditional	knowledge,	

language	and	cultural	identity	(Dockery,	2020;	Durmush,	2021).	Given	dropout	has	

been	defined	as	the	final	step	in	the	process	of	student	disengagement	from	school	

(Rumberger	&	Rotermund,	2012),	enhancing	the	engagement	of	Indigenous	students	

stands	to	benefit	Indigenous	school	completion	rates.	Studies	have	reported	that	the	

degree	of	Indigenous	parent	and	community	engagement	in	their	local	school	is	a	

predictor	and	indicator	of	success	in	remote	schools	(Guenther	et	al.,	2015;	Guenther	et	

al.,	2019).	It	is	anticipated	that	the	findings	of	this	research	translate	into	meaningful	
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change	for	Indigenous	people.	However,	for	this	to	happen,	it	is	vital	that	Indigenous	

voices	are	heard	and	their	needs	addressed	in	regard	to	Indigenous	education	as	

relevant	to	their	local	contexts,	and	across	research,	policy,	and	practice,	more	broadly.	

It	is	fundamental	that	Indigenous	people	are	not	only	consulted	but	central	to	

decision-making	processes	that	affect	the	education	of	their	children.	Genuine	

collaborative	governance	processes	offer	possibilities	for	working	together	moving	

forward	(Atkins	et	al.,	2019;	Twyfords	et	al.,	2012).	

8.4 Recommendations 

While	this	research	aimed	to	understand	the	interplay	between	key	sociodemographic	

factors,	including	academic	self-concept,	socioeconomic	status	and	Indigenous	status,	

in	predicting	secondary	school	completion,	future	research	could	expand	on	the	

intersections	between	different	sociodemographic	variables	to	develop	a	model	of	

school	completion	incorporating	intersectionality	as	it	uniquely	applies	to	Indigenous	

Australian	students.	This	approach	should	incorporate	qualitative	research	with	

quantitative	analysis	of	large	longitudinal	databases,	and	also	incorporate	Indigenous	

and	Western	research	methodologies	and	knowledges.	

The	findings	of	this	research	and	current	literature	suggest	that	improvement	of	

socioeconomic	indicators	alone	is	unlikely	to	be	effective	in	improving	school	

completion	for	Indigenous	students.	Rather,	research	has	suggested	that	strengthening	

the	cultural	identity	of	Indigenous	youth	at	school	by	facilitating	connection	to	

country,	kin	and	traditional	knowledge	appears	likely	to	improve	Indigenous	student	

engagement	at	school	(Dockery	et	al.,	2020;	Lowe	et	al.,	2021)	with	potential	knock-on	

effects	for	school	completion	rates	(Rumberger	&	Rotermund,	2012).	In	this,	the	voices	

and	agency	of	Indigenous	people	need	to	be	engaged.	In	terms	of	research,	it	is	

important	the	data	sovereignty	needs	of	Indigenous	people	are	recognised	and	met.	

Furthermore,	in	countries	where	school	leaving	age	remains	low,	increasing	the	

compulsory	school	leaving	age	to	17	years	may	potentially	level	the	playing	field	in	

terms	of	subsequent	school	completion.	

The	approach	adopted	in	this	thesis	has	provided	a	more	holistic	and	rigorous	

understanding	of	some	of	the	mechanisms	that	underpin	inequality	in	school	
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completion	for	Indigenous	young	people,	with	relevance	for	ethnic	minority	groups	

and	historically	marginalised	groups	more	broadly.	The	vast	potential	of	Indigenous	

young	people	in	Australia	at	present	remains	largely	untapped.	Despite	the	rich	culture	

and	traditions	of	Indigenous	youth,	Australia's	education	system	has	not	worked	

effectively	to	capitalise	on	their	strengths	to	promote	their	enhanced	school	

participation.	

	

	

	





 

189 
 

 

Bibliography 

Abar,	B.,	Abar,	C.	C.,	Lippold,	M.,	Powers,	C.	J.,	&	Manning,	A.	E.	(2012).	Associations	

between	reasons	to	attend	and	late	high	school	dropout.	Learning	and	

Individual	Differences,	22,	856-861.	https://doi.org/10.1016/j.lindif	2012.05.009	

Abbott-Chapman,	J.,	Martin,	K.,	Ollington,	N.,	Venn,	A.,	Dwyer,	T.,	&	Gall,	S.	(2014).	

The	longitudinal	association	of	childhood	school	engagement	with	adult	

educational	and	occupational	achievement:	Findings	from	an	Australian	

national	study.	British	Educational	Research	Journal,	40(1),	102-120.	

Australian	Curriculum	Assessment	and	Reporting	Authority	(ACARA).	(2012)	National	

Report	on	Schooling	in	Australia	2012.	ACARA.	

https://www.acara.edu.au/docs/default-source/default-document-

library/2012-anr_.pdf?sfvrsn=b5d64c07_0	

Adams,	H.	L.	(2015).	Insights	into	processes	of	posttraumatic	growth	through	narrative	

analysis	of	chronic	illness	stories.	Qualitative	Psychology,	2(2),	111-129.	

https://doi.org/10.1037/qup0000025	

Adams,	R.,	&	Wu,	M.	(Eds.).	(2002).	PISA	2000	Technical	Report.	OECD	Publications.		

Adelman,	M.,	Haimovich,	F.,	Ham,	A.,	&	Vazquez,	E.	(2018).	Predicting	school	dropout	

with	administrative	data:	New	evidence	from	Guatemala	and	Honduras.	

Education	Economics,	26,	356-372.	

https://doi.org/10.1080/09645292.2018.1433127		

Ajzen,	I.	(1991).	The	theory	of	planned	behaviour.	Organizational	behaviour	and	human	

decision	processes,	50(2),	179-211.	

Allan,	J.,	Harwood,	V.,	&	Jørgensen,	C.	R.	(Eds.).	(2019).	World	yearbook	of	education	

2020:	Schooling,	governance	and	inequalities.	Routledge.	



 

190 
 

Aloisi,	C.,	&	Tymms,	T.	(2017).	PISA	trends,	social	changes,	and	education	reforms.	

Educational	Research	and	Evaluation,	23(5-6),	180-220.	

https://doi.org/10.1080/13803611.2017.1455290		

Anders,	J.	(2017).	The	influence	of	socioeconomic	status	on	changes	in	young	people’s	

expectations	of	applying	to	university.	Oxford	Review	of	Education,	43(4),	381-

401.	

Andersen,	C.	(2008).	From	nation	to	population:	the	racialisation	of	“Métis”	in	the	

Canadian	census.	Nations	and	Nationalism,	14(2),	347-368.	

https://doi.org/10.1111/j.1469-8129.2008.00331.x	

Andersen,	C.	(2014).	Métis:	Race,	recognition,	and	the	struggle	for	Indigenous	

peoplehood.	University	of	British	Columbia	Press.		

Archambault,	I.,	Janosz,	M.,	Dupéré,	V.,	Brault,	M.	C.,	&	Andrew,	M.	M.	(2017).	

Individual,	social,	and	family	factors	associated	with	high	school	dropout	

among	low-SES	youth:	Differential	effects	as	a	function	of	immigrant	

status.	British	Journal	of	Educational	Psychology,	87(3),	456-477.	

Archambault,	I.,	Janosz,	M.,	Morizot,	J.,	&	Pagani,	L.	(2009).	Adolescent	behavioral,	

affective	and	cognitive	engagement	in	school:	Relationship	to	dropout.	Journal	

of	School	Health,	79(9),	408-415.	

Armstrong,	S.,	Buckley,	S.,	Lonsdale,	M.,	Milgate,	G.,	Bennetts	Kneebone,	L.,	Cook,	L.,	

&	Skelton,	F.	(2012).	Starting	school:	A	strengths-based	approach	towards	

Aboriginal	and	Torres	Strait	Islander	children.	Retrieved	12	April,	2020,	from	

https://research.acer.edu.au/cgi/viewcontent.cgi?article=1027&context=indige

nous_education	

Atkins,	D.,	Best,	D.,	Briss,	P.A.,	Eccles,	M.,	Falck-Ytter,	Y.,	Flottorp,	S.,	Guyatt,	G.H.,	

Harbour,	R.T.,	Haugh,	M.C.,	Henry,	D.,	Hill,	S.,	Jaeschke,	R.,	Leng,	G.,	Liberati,	

A.,	Magrini,	N.,	Mason,	J.,	Middleton,	P.,	Mrukowicz,	J.,	O'Connell,	D.,	Oxman,	

A.D.,	Phillips,	B.,	Schünemann,	H.J.,	Edejer,	T.T.,	Varonen,	H.,	Vist,	G.E.,	

Williams,	J.W.	Jr.,	&	Zaza,	S.	(2004).	Grading	quality	of	evidence	and	strength	

of	recommendations.	BMJ,	328,	1490.	

Atkins,	P.	W.,	Wilson,	D.	S.,	&	Hayes,	S.	C.	(2019).	Prosocial:	Using	evolutionary	science	

to	build	productive,	equitable,	and	collaborative	groups.	Context	Press.	

Atkins,	L.,	&	Wallac,	S.	(2012).	Qualitative	research	in	education.	SAGE	Publication.	



 

191 
 

 

Australian	Government.	(2020).	Closing	the	gap	(Report	2020).	Australian	Government.	

https://ctgreport.niaa.gov.au/sites/default/files/pdf/closing-the-gap-report-

2020.pdf	

Australian	Government	Department	of	Education.	(2020).	Longitudinal	Surveys	of	

Australian	Youth,	2003	cohort	(Version	7.1).	ADA	Dataverse.	

https://doi.org/10.4225/87/5iobpg	

Australian	Government	Department	of	Education.	(2020).	Longitudinal	Surveys	of	

Australian	Youth,	2009	cohort	(Version	9.0).	ADA	Dataverse.	

https://doi.org/10.4225/87/6bw27v	

Babbie,	E.	(2011).	The	basics	of	social	research,	(5th	ed.).	Cengage	Learning.	

Bachman,	J.	G.	(1970).	Youth	in	transition:	The	impact	of	family	background	and	

intelligence	on	tenth-grade	boys,	(Vol.	2).		Institute	for	Social	Research,	Ann	

Arbor.	

Bainbridge,	R.,	Tsey,	K.,	&	McCalman,	J.	(2015).	‘No	one’s	discussing	the	elephant	in	the	

room:	Contemplating	questions	of	research	impact	in	Aboriginal	and	Torres	

Strait	Islander	Australian	health	research’,	BMC	Public	Health,	15,	696–706.		

Bakadorova,	O.,	&	Raufelder,	D.	(2017).	The	interplay	of	students'	school	engagement,	

school	self-concept	and	motivational	relations	during	adolescence.	Frontiers	in	

Psychology,	8.		

Ball,	K.,	&	John,	D.	(2005).	Apprentice	and	trainee	completion	rates,	NCVER.	

Bandura,	A.	(2006).	Guide	for	constructing	self-efficacy	scales.	In	Pajares,	F.,	&	Urdan,	

T.	(Eds.).	Efficacy	beliefs	of	adolescents.	Information	Age.		

Bandura,	A.,	Barbaranelli,	C.,	Caprara,	G.	V.,	&	Pastorelli,	C.	(2001).	Self-efficacy	beliefs	

as	shapers	of	children's	aspirations	and	career	trajectories.	Child	

development,	72(1),	187-206.	

Baron,	R.	M.,	&	Kenny,	D.	A.	(1986).	The	moderator–mediator	variable	distinction	in	

social	psychological	research:	Conceptual,	strategic,	and	statistical	

considerations.	Journal	of	Personality	and	Social	Psychology,	51(6),	1173.	

Berg,	J.	A.	(2010).	Race,	class,	gender,	and	social	space:	Using	an	intersectional	

approach	to	study	immigration	attitudes.	The	Sociological	Quarterly,	51,	278-

302.	https://doi:10.1111/j.1533-8525.2010.01172.x	



 

192 
 

Bergeron,	J.,	Chouinard,	R.,	&	Janosz,	M.	(2011).	The	impact	of	teacher-student	

relationships	and	achievement	motivation	on	students'	intentions	to	dropout	

according	to	socio-economic	status.	Online	Submission.	Retrieved	Aug	26,	

2020,	from	https://eric.ed.gov/?id=ED528321	

Beveridge,	L.,	&	Hinde	McLeod,	J.	(2009).	Action	learning	through	Indigenous	

literature.	Intercultural	Education,	20(2),	187-197.	

Bhabha,	H.	(1990).	The	third	space:	Interview	with	Homi	K.	Bhabha.	In	Rutherford,	J.	

(Ed.).	Identity:	Community,	Culture,	Difference	(pp.	207-221).	Lawrence	and	

Wishart.	

Bhabha,	H.	(1994).	The	Location	of	Culture,	Routledge.	

Biddle,	N.	(2014a).	Developing	a	behavioural	model	of	school	attendance:	Policy	

implications	for	Indigenous	children	and	youth.	Australian	National	University.	

Retrieved	20	April,	2000,	from:	

http://caepr.anu.edu.au/publications/working.php		

Biddle,	N.	(2014b).	Data	about	and	for	Aboriginal	and	Torres	Strait	Islander	Australians.	

Closing	the	Gap	Clearinghouse.		Retrieved	15	July,	2019,	from	

https://aifs.gov.au/publications/search?f%5B0%5D=bm_field_retired_publicati

on%3Aorbm_field_retired_publication%3Afalse		

Biddle,	N.,	Brennan,	C.,	&	Yap,	M.	(2014).	Effectiveness	of	traineeships	and	

apprenticeships	for	the	Aboriginal	and	Torres	Strait	Islander	population.	

Australian	Institute	of	Health	and	Welfare.	Retrieved	10	April	2021,	from	

https://openresearchrepository.anu.edu.au/handle/1885/164297		

Bloom,	D.	(2010).	Programs	and	Policies	to	Assist	High	School	Dropouts	in	the	

Transition	to	Adulthood.	The	Future	of	Children,	20(1),	89-108.	

http://www.jstor.org/stable/27795061	

Bodkin-Andrews,	G.	H.,	Denson,	N.,	&	Bansel,	P.,	(2013).	Teacher	racism,	academic	

self-concept,	and	multiculturalism:	Investigating	adaptive	and	maladaptive	

relations	with	academic	disengagement	and	self-sabotage	for	Indigenous	and	

non-Indigenous		

	 Australian	students.	Australian	Psychologist,	48(3),	226-237	

Bodkin-Andrews,	G.,	Harwood,	V.,	McMahon,	S.,	&	Priestly,	A.	(2013).	AIM(E)	for	

Completing	School	and	University:	Analyzing	the	strength	of	the	Australian	



 

193 
 

 

Indigenous	Mentoring	Experience.	In	Craven,	R.,	&	Mooney,	J.	(Eds.).	Diversity	

in	Higher	Education:	Seeding	success	in	Indigenous	Australian	higher	education,	

(Vol.14,	pp.	113-134).	Emerald	Group	Publishing	Limited.		

Bodkin-Andrews,	G.,	O'Rourke,	V.,	&	Craven,	R.	G.	(2010).	The	utility	of	general	self-

esteem	and	domain-specific	self-concepts:	Their	influence	on	Indigenous	and	

non-Indigenous	students'	educational	outcomes.	Australian	Journal	of	

Education,	54(3),	277-306.	

Bodkin-Andrews,	G.,	O’Rouke,	V.,	Grant,	R.,	Denson,	N.,	&	Craven,	R.	G.	(2010).	

Validating	racism	and	cultural	respect:	Testing	the	psychometric	properties	

and	educational	impact	of	perceived	discrimination	and	multi-culturation	for	

Indigenous	and	non-Indigenous	students.	Educational	Research	and	

Evaluation,	16,	471-493.	

Bogdan,	R.	C.,	&	Biklen,	S.	K.	(2003).	Qualitative	research	for	education:	An	

introduction	to	theory	and	methods	(4th	ed.).	Allyn	&	Bacon.	

Borenstein,	M.	(2009).	Introduction	to	meta-analysis.	Wiley.		

Borman,	G.	D.,	&	Overman,	L.	T.	(2004).	Academic	resilience	in	mathematics	among	

poor	and	minority	students.	The	Elementary	School	Journal,	104,	177-195.	

Boudon,	R.	(1974).	Education,	opportunity	and	social	inequality:	Changing	prospects	in	

western	society.	Wiley.	

Bourdieu,	P.	(1977).	Outline	of	a	Theory	of	Practice.	Cambridge	University	Press.	

Bourdieu,	P.	(1987).	Distinction:	A	social	critique	of	the	judgement	of	taste.	Harvard	

University	Press.	

Bourdieu,	P.	(2002).	Habitus.	In	Hillier,	J.,	&	Rooksby,	E.	(Eds.).	Habitus:	A	sense	of	

place,	(pp.	27-34).	Ashgate.	

Bourdieu,	P.	(2006).	The	forms	of	capital.	In	Lauder,	H.,	Brown,	P.,	Dillabough,	J.,	&	

Halsey,	S.	A.	(Eds.).	Education,	globalisation	and	social	change,	(pp.105–118).	

Oxford	University	Press.	

Bowen,	W.,	McPherson,	M.,	&	Chingos,	M.	M.	(2009).	Crossing	the	finish	line.	

Princeton	University	Press.		

Bowers,	A.	J.,	&	Sprott,	R.	(2012).	Why	tenth	graders	fail	to	finish	high	school:	A	

dropout	typology	latent	class	analysis.	Journal	of	Education	for	Students	Placed	

at	Risk	(JESPAR),	17(3),	129-148.	https://doi.org/10.1080/10824669.2012.692071		



 

194 
 

Bowman,	N.	A.	(2012).	Effect	sizes	and	statistical	methods	for	meta-analysis	in	higher	

education.	Research	in	Higher	Education,	53,	375-382.	

http://dx.doi.org/10.1007/s11162-011-9232-5	

Bowman,	K.,	Stanwick,	J.,	&	Blythe,	A.	(2005).	Factors	pertaining	to	quality	outcomes	of	

shorter	duration	apprenticeships	and	traineeships,	NCVER,	Adelaide.	

Retrieved	15	May	2022,	from	https://files.eric.ed.gov/fulltext/ED493983.pdf.	

Breen,	R.,	&	Goldthorpe,	J.	H.	(1997).	Explaining	educational	differentials:	Towards	a	

formal	rational	action	theory.	Rationality	and	Society,	9(3),	275-305.		

Broer,	M.,	Bai,	Y.,	&	Fonseca,	F.	(2019).	Socioeconomic	inequality	and	educational	

outcomes:	Evidence	from	twenty	years	of	TIMSS.	Springer	Nature.	

Bronfenbrenner,	U.	(1979).	The	ecology	of	human	development:	Experiments	by	nature	

and	design.	Harvard	University	Press.	

Brown,	P.	(2010).	The	global	auction:	The	broken	promise	of	education,	jobs	and	

incomes.	Oxford	University	Press.	

Burgess,	C.,	Tennent,	C.,	Vass,	G.,	Guenther,	J.,	Lowe,	K.,	&	Moodie,	N.	(2019).	A	

systematic	review	of	pedagogies	that	support,	engage	and	improve	the	

educational	outcomes	of	Aboriginal	students.	The	Australian	Educational	

Researcher,	46(2),	297-318.	

Cairney,	S.,	Abbott,	T.,	Quinn,	S.,	Yamaguchi,	J.,	Wilson,	B.,	&	Wakerman,	J.	(2017).	

Interplay	wellbeing	framework:	A	collaborative	methodology	‘bringing	

together	stories	and	numbers’	to	quantify	Aboriginal	cultural	values	in	remote	

Australia.	International	Journal	for	Equity	in	Health,	16(1),	68.		

Calver,	M.	(2015).		Closing	the	Aboriginal	education	gap	in	Canada:	Assessing	progress	

and	estimating	the	economic	benefits.	2015-03.	Centre	for	the	Study	of	Living	

Standards.	http://www.csls.ca/reports/csls2015-03.pdf	

Caprara,	G.	V.,	Fida,	R.,	Vecchione,	M.,	Del	Bove,	G.,	Vecchio,	G.	M.,	Barbaranelli,	C.,	&	

Bandura,	A.	(2008).	Longitudinal	analysis	of	the	role	of	perceived	self-efficacy	

for	self-regulated	learning	in	academic	continuance	and	achievement.	Journal	

of	Educational	Psychology,	100(3),	525-534.	

Carr,	P.	J.,	&	Kefalas,	M.	J.	(2010).	Hollowing	out	the	middle:	The	rural	brain	drain	and	

what	it	means	for	America.	Beacon	Press.	



 

195 
 

 

CASP	(Critical	Appraisal	Skills	Programme),	(2018).	Critical	Appraisal	Skills	Programme	

Systematic	Review	Checklist.	Retrieved	8	November,	2019,	from	https://casp-

uk.net/wp-		

Centre	for	Education	Statistics	and	Evaluation.	(2021).	Supporting	Aboriginal	Students	

to	Attain	the	HSC.	Department	of	Education,	New	South	Wales	Government.	

Accessed	on	2	November,	2021,	https://education.nsw.gov.au/about-

us/educational-data/cese/publications/research-reports/supporting-

aboriginal-students-to-attain-the-hsc	

Chain,	J.,	Shapiro,	V.	B.,	LeBuffe,	P.	A.,	Bryson,	A.	M.,	&	American	Indian	and	Alaska	

Native	Advisory	Committee.	(2017).	Academic	achievement	of	American	

Indian	and	Alaska	Native	students:	Does	social	emotional	competence	reduce	

the	impact	of	poverty.	American	Indian	and	Alaska	Native	Mental	Health	

Research,	24,	1-29.	https://doi.org/10.5820/aian.2401.2017.1	

Chambers,	C.	D.,	Feredoes,	E.,	Muthukumaraswamy,	S.	D.,	&	Etchells,	P.	J.	(2014).	

Instead	of	“playing	the	game”	it	is	time	to	change	the	rules:	Registered	reports	at	

AIMS	neuroscience	and	beyond.	AIMS	Neuroscience,	1,	4–17.	

doi:10.3934/Neuroscience2014.1.4		

Charles,	E.	P.	(2005).	The	correction	for	attenuation	due	to	measurement	error:	

Clarifying	concepts	and	creating	confidence	sets.	Psychological	Methods,	10,	

206-226.	http://dx.doi.org/10.1037/1082-989X.10.2.206	

Chong,	W.	H.,	Liem,	G.	A.	L.,	Huan,	V.	S.,	Kit,	P.	L.,	&	Ang,	R.	P.	(2018).	Student	

perceptions	of	self-efficacy	and	teacher	support	for	learning	in	fostering	youth	

competencies:	Roles	of	affective	and	cognitive	engagement.	Journal	of	

Adolescence,	68,	1-11.	

Christenson,	S.	L.,	&	Thurlow,	M.	L.	(2004).	School	dropouts:	Prevention	

considerations,	interventions,	and	challenges.	Current	Directions	in	

Psychological	Science,	13(1),	36-39.		

Ciarrochi,	J.,	Atkins,	P.	W.	B.,	Hayes,	L.	L.,	Sahdra,	B.	K.,	&	Parker,	P.	(2016).	Contextual	

positive	psychology:	Policy	recommendations	for	implementing	positive	

psychology	into	schools.	Frontiers	in	Psychology,	7.		



 

196 
 

Ciarrochi,	J.,	Morin,	A.	J.	S.,	Sahdra,	B.	K.,	Litalien,	D.,	&	Parker,	P.	D.	(2017).	A	

longitudinal	person-centered	perspective	on	youth	social	support:	Relations	

with	psychological	wellbeing.	Developmental	Psychology,	53(6),	1154–1169.		

Coalition	of	Australian	Governments.	(2009).	National	Partnership	Agreement	on	Youth	

Attainment	and	Transitions.		Retrieved	8	March,	2019,	from	

https://federalfinancialrelations.gov.au/sites/federalfinancialrelations.gov.au/fi

les/2021-01/youth_attainment_transitions_np.pdf	

Cohen,	J.	(1988).	Statistical	power	analysis	for	the	behavioral	sciences,	(2nd	ed.).	

Erlbaum.	

Cohen,	J.	(1992).	A	power	primer.	Psychological	bulletin,	112(1),	155.	

Colquhoun,	S.,	&	Dockery,	A.	M.	(2012).	The	link	between	Indigenous	culture	and	

wellbeing:	Qualitative	evidence	for	Australian	Aboriginal	peoples.	Curtin	

University.	Retrieved	15	November,	2019,	from	http://www.ncsehe.edu.au/wp		

Cowlishaw,	G.	2012.	Culture	and	the	absurd:	the	means	and	meanings	of	Aboriginal	

identity	in	the	time	of	cultural	revivalism.	Journal	of	the	Royal	Anthropological	

Institute,	18(2),	397-417.	10.1111/j.1467-9655.2012.01749.x.	

Craven,	R.,	Tucker,	A.,	Munns,	G.,	Hinkley,	J.,	Marsh,	H.W.,	&	Simpson,	K.	(2005).	

Indigenous	students’	aspirations:	Dreams,	perceptions	and	realities.	DEST.:	

Commonwealth	of	Australia.		

Craven,	R.	G.,	&	Marsh,	H.	W.	(2008).	The	centrality	of	the	self-concept	construct	for	

psychological	wellbeing	and	unlocking	human	potential:	Implications	for	child	

and	educational	psychologists.	Educational	&	Child	Psychology,	25(2),	104-118.	

Craven,	R.	G.,	Ryan,	R.	M.,	Mooney,	J.,	Vallerand,	R.	J.,	Dillon,	A.,	Blacklock,	F.,	&	

Magson,	N.	(2016).	Toward	a	positive	psychology	of	Indigenous	thriving	and	

reciprocal	research	partnership	model.	Contemporary	Educational	Psychology,	

47,	32-43.		

Crissey,	M.	S.,	&	Albee,	G.	W.	(1982).	The	1982	division	27	award	for	distinguished	

contributions	to	community	psychology	and	community	mental	health:	

George	W.	Albee.	American	Journal	of	Community	Psychology,	10(1),	1-36.	

doi:10.1007/BF00903302		



 

197 
 

 

Dæhlen,	M.	(2017).	Completion	in	vocational	and	academic	upper	secondary	school:	

The	importance	of	school	motivation,	self-efficacy	and	individual	

characteristics.	European	Journal	of	Education,	52(3),	336-347.	

Dalton,	B.,	Glennie,	E.,	&	Ingels,	S.	J.	(2009).	Late	high	school	dropouts:	Characteristics,	

experiences	and	changes	across	cohorts.	(NCES	2009-307).	U.S.	Department	of	

Education.	Retrieved	December	2,	2019,	from	

https://files.eric.ed.gov/fulltext/ED505580.pdf	

Darcy,	R.,	&	Auld,	G.	(2008).	The	production	and	distribution	of	Burarra	talking	books.	

Australian	Educational	Computing,	23(1),	19-23.	

Davies,	J.,	&	Brember,	I.	(1999).	Boys	outperforming	girls:	An	8-year	cross-sectional	

study	of	attainment	and	self-esteem	in	year	6.	Educational	Psychology,	19(1),	5-

16.	

De	Bortoli,	L.,	&	Thomson,	S.	(2010).	Contextual	factors	that	influence	the	achievement	

of	Australia’s	Indigenous	students:	Results	from	PISA	2000-2006.	ACER.	

https://research.acer.edu.au/cgi/viewcontent.cgi?article=1006&context=ozpisa	

Deci,	E.	L.,	&	Ryan,	R.	M.	(1985).	Intrinsic	motivation	and	self-determination	in	human	

behavior.	Plenum.	

Deci,	E.	L.,	&	Ryan,	R.	M.	(1995).	Human	autonomy.	In	Efficacy,	agency,	and	self-

esteem,	(pp.	31-49).	Springer.	

Deloitte	Access	Economics.	(2014).	Economic	benefits	of	closing	the	gap	in	Indigenous	

employment	outcomes.	Deloitte	Access	Economics.	

https://www2.deloitte.com/content/dam/Deloitte/au/Documents/finance/del

oitte-au-fas-economic-benefits-closing-gap-10-feb-2014-240914.pdf	

Deluca,	D.,	Gallivan,	M.	J.,	&	Kock,	V.	L.	(2011).	Designing	and	conducting	mixed	

methods	research,	(2nd	ed.).	Sage.	

Denny-Smith,	G.,	&	Loosemore,	M.	(2020).	A	theoretical	framework	of	social	value	in	

construction	employment.	Management,	45,	54.	

Destin,	M.,	Hanselman,	P.,	Buontempo,	J.,	Tipton,	E.,	&	Yeager,	D.	S.	(2019).	Do	

student	mindsets	differ	by	socioeconomic	status	and	explain	disparities	in	

academic	achievement	in	the	United	States?.	AERA	Open,	5(3),	

2332858419857706.	

De	Vaus,	D.	A.	(2014).	Surveys	in	Social	Research,	(6th	ed).	UCL	Press.	



 

198 
 

Devenish,	B.,	Hooley,	M.,	&	Mellor,	D.	(2017).	The	pathways	between	socioeconomic	

status	and	adolescent	outcomes:	A	systematic	review.	American	Journal	of	

Community	Psychology,	59,	219-238.	

Dietrich,	J.,	Parker,	P.,	&	Salmela-Aro,	K.	(2012).	Phase-adequate	engagement	at	the	

post-school	transition.	Developmental	Psychology,	48(6),	1575.	

Dillon,	A.	(2019).	Final	Report	Remote	School	Engagement	and	Attendance,	(Vol.	2).	

Institute	for	Positive	Psychology	and	Education,	Australian	Catholic	

University.	

Dillon,	A.,	Craven,	R.	G.,	Kaur,	G.,	&	Yeung,	A.	S.	(2020).	Support	for	Aboriginal	and	

non-Aboriginal	Australian	students’	wellbeing	at	school.	International	Journal	

of	Educational	Research,	99,	101520.	

Dockery,	A.	M.	(2020).	Inter-generational	transmission	of	Indigenous	culture	and	

children’s	wellbeing:	Evidence	from	Australia.	International	Journal	of	

Intercultural	Relations,	74,	80-93.		

Donovan,	M.	J.	(2015).	Aboriginal	student	stories,	the	missing	voice	to	guide	us	towards	

change.	Australian	Educational	Researcher,	42(5),	613-625.	

Dorling,	D.	(2015).	Injustice:	Why	social	inequality	still	persists,	(ed.2).		Policy	Press.	

Dorn,	S.	(1993).	Origins	of	the	“dropout	problem”.	History	of	Education	

Quarterly,	33(3),	353-373.	https://doi.org/10.2307/368197	

Downes,	M.	J.,	Brennan,	M.	L.,	Williams,	H.	C.,	&	Dean,	R.	S.	(2016).	Development	of	a	

critical	appraisal	tool	to	assess	the	quality	of	cross-sectional	studies	

(AXIS).	BMJ	Open,	6(12),	e011458.	

Dunbar,	T.,	&	Scrimgeour,	M.	(2017).	‘LSIC:	Procedural	ethics	through	an	Indigenous	

ethical	lens’.	In	Walter,	M.,	Martin,	K.L.,	&	Bodkin-Andrews,	G.	(Eds.).	

Indigenous	children	growing	up	strong,	(pp.	61-78).	Palgrave	Macmillan.	

Dupéré,	V.,	Dion,	E.,	Leventhal,	T.,	Archambault,	I.,	Crosnoe,	R.,	&	Janosz,	M.	(2018).	

High	school	dropout	in	proximal	context:	The	triggering	role	of	stressful	life	

events.	Child	Development,	89(2),	107-122.	

Dupéré,	V.,	Leventhal,	T.,	Dion,	E.,	Crosnoe,	R.,	Archambault,	I.,	&	Janosz,	M.	(2015).	

Stressors	and	turning	points	in	high	school	and	dropout:	A	stress	process,	life	

course	framework.	Review	of	Educational	Research,	85(4),	591-629.	



 

199 
 

 

Durmush,	G.,	Craven,	R.	G.,	Brockman,	R.,	Yeung,	A.	S.,	Mooney,	J.,	Turner,	K.,	&	

Guenther,	J.	(2021).	Empowering	the	voices	and	agency	of	Indigenous	

Australian	youth	and	their	wellbeing	in	higher	education.	International	Journal	

of	Educational	Research,	109,	101798.	

Earl,	L.	M.,	Levin,	B.,	Leithwood,	K.,	Fullan,	M.,	&	Watson,	N.	(2000).	Watching	and	

learning:	OISE/UT	evaluation	of	the	implementation	of	the	national	literacy	and	

numeracy	strategies.	Summary:	First	annual	report.	Ontario	Institute	for	

Studies	in	Education,	University	of	Toronto,	DFES	Publications.		

Eccles,	J.,	Adler,	T.	F.,	Futterman,	R.,	Goff,	S.	B.,	Kaczala,	C.,	Meece,	J.	L.,	&	Midgley,	C.	

(1983).	Expectancies,	values	and	academic	behaviors.	In	Spence,	J.	T.	(Ed.).	

Achievement	and	achievement	motives:	Psychological	and	sociological	

approaches,	(pp.	75-146).	W.	H.	Freeman.	

Eccles,	J.	S.,	Midgley,	C.,	Wigfield,	A.,	Buchanan,	C.	M.,	Flanagan,	C.,	Mac	Iver,	D.,	&	

Reuman,	D.	(1993).	Development	during	adolescence:	the	impact	of	

stage/environment	fit.	American	Psychologist,	48,	90e101.	

http://dx.doi.org/10.1037/	0003-066X.48.2.90.	

Eccles,	J.	S.,	&	Wigfield,	A.	(2002).	Motivational	beliefs,	values,	and	goals.	Annual	

Review	of	Psychology,	53,	109-132.	

https://doi.org/10.1146/annurev.psych.53.100901.135153	

Edgerton,	J.	D.,	&	Roberts,	L.	W.	(2014).	Cultural	capital	or	habitus?	Bourdieu	and	

beyond	in	the	explanation	of	enduring	educational	inequality.	Theory	and	

Research	in	Education,	12(2),	193-220.	

Edwards,	J.	R.,	&	Lambert,	L.	S.	(2007).	Methods	for	integrating	moderation	and	

mediation:	A	general	analytical	framework	using	moderated	path	

analysis.	Psychological	Methods,	12(1),	1.	

Ellis,	P.	D.	(2010).	The	essential	guide	to	effect	sizes:	Statistical	power,	meta-analysis,	

and	the	interpretation	of	research	results.	Cambridge	University	Press.	

Else-Quest,	N.	M.,	&	Hyde,	J.	S.	(2016a).	Intersectionality	in	quantitative	psychological	

research:	I.	Theoretical	and	epistemological	issues.	Psychology	of	Women	

Quarterly,	40,	155-170.	https://org/10.1177/0361684316629797	



 

200 
 

Else-Quest,	N.	M.,	&	Hyde,	J.	S.	(2016b).	Intersectionality	in	quantitative	psychological	

research:	II.	Methods	and	techniques.	Psychology	of	Women	Quarterly,	40,	319-

336.	https://org/10.1177/0361684316647953	

Esch,	P.,	Bocquet,	V.,	Pull,	C.,	Couffignal,	S.,	Lehnert,	T.,	Graas,	M.,	Fond-Harmant,	L.,	

&	Ansseau,	M.	(2014).	The	downward	spiral	of	mental	disorders	and	

educational	attainment:	A	systematic	review	on	early	school	leaving.	BMC	

Psychiatry,	14(1),	237.	

Ewijk,	R.,	&	Sleegers,	P.	(2010).	The	effect	of	peer	socioeconomic	status	on	student	

achievement:	A	meta-analysis.	Educational	Research	Review,	5(2)	134-150.	

Eysis,	D.	(2016).	The	usefulness	of	qualitative	and	quantitative	approaches	and	

methods	in	researching	problem-solving	ability	in	science	education	

curriculum,	Journal	of	Education	and	Practice,	7(15),	91-99.	

Fall,	A.	M.,	&	Roberts,	G.	(2012).	High	school	dropouts:	interactions	between	social	

context,	self-perceptions,	school	engagement,	and	student	dropout.	Journal	of	

Adolescence,	35,	787-798.	https://doi.org/10.1016/j.adolescence	

Fan,	W.,	&	Wolters,	C.	A.	(2014).	School	motivation	and	high	school	dropout:	The	

mediating	role	of	educational	expectation.	The	British	Psychological	Society,	

84,	22-39.	

Farrah,	K.,	Young,	K.,	Tunis,	M.	C.,	&	Zhao,	L.	(2019).	Risk	of	bias	tools	in	systematic	

reviews	of	health	interventions:	An	analysis	of	PROSPERO-registered	

protocols.	Systematic	Reviews,	8(1),	1-9.	

Fasang,	A.	E.,	Mangino,	W.,	&	Brückner,	H.	(2014).	Social	closure	and	educational	

attainment.	Sociological	Forum,	29(1),	137-164.	

http://www.jstor.org/stable/43653936	

Feinstein,	L.,	&	Peck,	S.	C.	(2008).	Unexpected	pathways	through	education:	Why	do	

some	students	not	succeed	in	school	and	what	helps	others	beat	the	odds?	

Journal	of	Social	Issues,	64(1),	1-20.	https://doi.org/10.1111/j.1540-

4560.2008.00545.x		

Ferguson,	L.	M.	(2019).	Expectancy-value	theory	of	achievement	motivation:	How	

perceived	racial	prejudice	can	influence	ability	beliefs,	expectancy	beliefs	and	

subject	task	value	of	Metis	post-secondary	students.	Aboriginal	policy	

studies,	8(1).	



 

201 
 

 

	

Ferrara,	M.	M.	(2015).	Parent	involvement	facilitators:	Unlocking	social	capital	

wealth.	School	Community	Journal,	25(1),	29-51.	

Field,	A.,	Miles,	J.,	&	Field,	Z.	(2012).	Discovering	Statistics	Using	R.	Sage	Publications.	

Finn,	J.	D.	(1989).	Withdrawing	from	school.	Review	of	Educational	Research,	59,	117-

142.	

Finn,	J.	D.,	&	Voelkl,	K.	E.	(1993).	School	characteristics	related	to	school	engagement.	

Journal	of	Negro	Education,	62,	249-268.	http://dx.doi.org/10.2307/	i314505		

Finn,	J.	D.,	&	Zimmer,	K.	S.	(2012).	Student	Engagement:	What	is	it?	Why	does	it	

matter.	In	Christenson,	S.	L.,	Reschly,	A.	L.,	&	Wylie,	C.	(Eds.).	Handbook	of	

research	on	student	engagement,	(pp.	97-132).	Springer.	

Firebaugh,	G.	(2008).	Seven	rules	for	social	research.	Princeton	University	Press.	

Fischer,	S.,	&	Stoddard,	C.	(2013).	The	academic	achievement	of	American	Indians.	

Economics	of	Education	Review,	36,	135–152.	

https://doi.org/10.1016/j.econedurev.2013.05.005	

Fleming,	J.	S.,	&	Watts,	W.	A.	(1980).	The	dimensionality	of	self-esteem:	Some	results	

of	a	college	sample.	Journal	of	Personality	and	Social	Psychology,	39(5),	921-

929.	https://doi.org/10.1037/0022-3514.39.5.921	

Fogarty,	W.,	Lovell,	M.,	Langenberg,	J.,	&	Heron,	M.	J.	(2018).	Deficit	discourse	and	

strengths-based	approaches:	Changing	the	narrative	of	Aboriginal	and	Torres	

Strait	Islander	health	and	wellbeing,	The	Lowitja	Institute.		

Fredericks,	B.,	Daniels,	C.,	Kinnear,	S.,	&	Mikecz,	M.	(2017).	The	positive	impacts	of	

AIME	on	Indigenous	education	outcomes:	A	case	study	of	Indigenous	student	

retention	and	transition	in	Central	Queensland.	Central	Queensland	University.						

http://dx.doi.org/10.4226/145/59c9b1bb8242b.		

Fredricks,	J.	A.,	Blumenfeld,	P.	C.,	Friedel,	J.,	&	Paris,	A.	(2005).	School	engagement.	In	

Moore.,	K.A.,	&	Lipp,	A.	L.	(Eds.).	What	do	children	need	to	flourish?:	

Conceptualizing	and	measuring	indicators	of	positive	development,	(pp.	305-

321).	Springer	Science	and	Business	Media.		

Fredricks,	J.	A.,	Blumenfeld,	P.	C.,	&	Paris,	A.	H.	(2004).	School	engagement:	Potential	

of	the	concept,	state	of	the	evidence.	Review	of	Educational	Research,	74(1),	59-

109.	



 

202 
 

Fredricks,	J.	A.,	Hofkens,	T.,	Wang,	M.T.,	Mortenson,	E.,	&	Scott,	P.	(2018).	Supporting	

girls’	and	boys’	engagement	in	math	and	science	learning:	A	mixed	methods	

study.	Journal	of	Research	in	Science	Teaching,	55(2),	271-298.	

Freeman,	J.,	&	Simonsen,	B.	(2015).	Examining	the	impact	of	policy	and	practice	

interventions	on	high	school	dropout	and	school	completion	rates:	A	

systematic	review	of	the	literature.	Review	of	Educational	Research,	85(2),	205-

248.	

Friere,	P.	(1972).	Pedagogy	of	the	oppressed.	Penguin	Books.		

Friere,	P.	(1976).	Education:	The	practice	of	freedom.	London	Writers	and	Readers	

Publishing	Cooperative.	

Friedman,	S.,	&	Laurison.	D.	(2019).	The	class	ceiling:	Why	it	pays	to	be	privileged.	

Policy	Press.	

Gaias,	L.	M.,	Duong,	M.	T.,	Pullmann,	M.	D.,	Brewer,	S.	K.,	Smilansky,	M.,	Halbert,	M.,	

Carey,	C.	M.,	&	Jones,	J.	(2020).	Race	and	ethnicity	in	educational	intervention	

research:	A	systematic	review	and	recommendations	for	sampling,	reporting,	

and	analysis.	Educational	Research	Review,	100356.	

Garrett,	M.	T.,	Parrish,	M.,	Williams,	C.,	Grayshield,	L.,	Portman,	T.	A.	A.,	Rivera,	E.	T.,	

&	Maynard,	E.	(2014).	Invited	commentary:	Fostering	resilience	among	Native	

American	youth	through	therapeutic	intervention.	Journal	of	Youth	and	

Adolescence,	43,	470-490.	https://doi.org/10.1007/s10964-013-0020-8	

Glanville,	J.	L.,	&	Wildhagen,	T.	(2007).	The	measurement	of	school	engagement:	

Assessing	dimensionality	and	measurement	invariance	across	race	and	

ethnicity.	Educational	and	Psychological	Measurement,	67,	1019-1041.	

http://dx.doi.org/10.1177/0013164406299126	

Goldin,	C.,	&	Katz,	L.	F.	(2010).	The	race	between	education	and	technology.	Harvard	

University	Press.		

Gorard,	S.,	&	Taylor,	C.	(2004).	Combining	methods	in	educational	and	social	research.	

McGraw-Hill	Education.	

Gorringe,	S.	(2011).	Honouring	our	strengths	-	Moving	forward.	Education	in	Rural	

Australia,	21(1),	21-37.	



 

203 
 

 

Gough,	D.,	Oliver,	S.,	&	Thomas,	J.	(2017).	Introducing	systematic	reviews.	In	Gough,	

D.,	Oliver,	S.,	&	Thomas,	J.	(Eds.).	An	introduction	to	systematic	reviews,	(2nd	

ed.	pp.	1-18).	Sage.		

Gray,	M.	C.,	Hunter,	B.,	&	Schwab,	R.	G.	(2000).	Trends	in	Indigenous	educational	

participation	and	attainment:	1986-96.	Australian	Journal	of	Education,	44,	

101–117.	https://doi.org/10.1177/000494410004400202	

Greene,	B.	A.,	&	Miller,	R.	B.	(1996).	Influences	on	course	achievement:	Goals,	

perceived	ability,	and	cognitive	engagement.	Contemporary	Educational	

Psychology,	21,	181-192.		

Grodsky,	E.,	Warren,	J.	R.,	&	Felts,	E.	(2008).	Testing	and	social	stratification	in	

American	education.	Annual	Review	of	Sociology	34,	385-404.	

Guay,	F.,	Larose,	S.,	&	Boivin,	M.	(2004).	Academic	self-concept	and	educational	

attainment	level:	A	ten-year	longitudinal	study.	Self	and	Identity,	3(1),	53-68.		

Gubbels,	J.,	van	der	Put,	C.	E.,	&	Assink,	M.	(2019).	Risk	factors	for	school	absenteeism	

and	dropout:	A	meta-analytic	review.	Journal	of	Youth	and	Adolescence,	48(9),	

1637-1667.	

Guenther,	J.	(2019,	December	2).	Evidence	on	what	doesn’t	work	for	very	remote	

schools	(attendance	strategies)	and	what	does.	EduResearch	Matters.	Retrieved	

5	Dec,	2020,	from	https://www.aare.edu.au/blog/?p=4797	

Guenther,	J.		(2021).	Taken	for	a	ride?	The	disconnect	between	high	school	completion,	

employment	and	income	for	remote	Australian	First	Nations	Peoples.	Race,	

Ethnicity	and	Education,	24(1),	132-147.			

Guenther,	J.,	Disbray,	S.,	&	Osborne,	S.	(2015).	Building	on	“red	dirt”	perspectives:	what	

counts	as	important	for	remote	education?	Australian	Journal	of	Indigenous	

Education,	44(2),	194-206.		

Guenther,	J.,	Disbray,	S.,	&	Osborne,	S.	(2016).	Red	dirt	education:	A	compilation	of	

learnings	from	the	remote	education	system	project.	Ninti	One	Limited.	

Retrieved	23	September,	2000,	from	http://www.crc-

rep.com.au/resource/RedDirtEducation_CompilationLearningsRES_EBook.pd.	

Guenther,	J.,	&	Osborne,	S.	(2018).	Red	dirt	education	leaders	‘caught	in	the	middle’:	

Priorities	for	local	and	nonlocal	leaders	in	remote	schools.	The	Australian	

Journal	of	Indigenous	Education,	1-13.	https://doi.org/10.1017/jie.2018.17.	



 

204 
 

Guo,	J.,	Nagengast,	B.,	Marsh,	H.	W.,	Kelava,	A.,	Gaspard,	H.,	Brandt,	H.,	Cambria,	J.,	

Flunger,	B.,	Dicke,	A.,	Hafner,	I.,	Brisson,	B.,	&	Trautwein,	U.	(2016).	Probing	

the	unique	contributions	of	self-concept,	task	values,	and	their	interactions	

using	multiple	value	facets	and	multiple	academic	outcomes.	AERA	Open,	2(1),	

1-20.	

Guyatt,	G.,	Oxman,	A.D.,	Akl,	E.A.,	Kunz,	R.,	Vist,	G.,	Brozek,	J.,	Norris,	S.,	Falck-Ytter,	

Y.,	Glasziou,	P.,	DeBeer,	H.,	Jaeschke,	R.,	Rind,	D.,	Meerpohl,	J.,	Dahm,	P.,	&	

Schünemann,	H.J.	(2011).	GRADE	guidelines:	1.	Introduction	-	GRADE	evidence	

profiles	and	summary	of	findings	tables.	Journal	of	Clinical	Epidemiology,	64,	

383-394.	

Guyatt,	G.,	Oxman,	A.,	Vist,	G.,	Kunz,	R.,	Falck-Ytter,	Y.,	Alonso-Coello,	P.,	&	

Schünemann,	H.	(2008).	GRADE:	An	emerging	consensus	on	rating	quality	of	

evidence	and	strength	of	recommendations.	BMJ,	336(7650),	924-926.	

Han,	J.,	Chu,	X.,	Song,	H.,	&	Li,	Y.,	(2015).	Social	capital,	socioeconomic	status	and	self-

efficacy.	Applied	Economics	and	Finance,	2(1),	1-10.	

Hansen,	M.	N.,	&	Toft,	M.	(2021)	Wealth	accumulation	and	opportunity	hoarding:	

Class	origin	wealth	gaps	over	a	quarter	of	a	century	in	a	Scandinavian	country.	

American	Sociological	Review,	86(4),	603-638.	

Hansford,	B.	C.,	&	Hattie,	J.	A.	(1982).	The	relationship	between	self	and	

achievement/performance	measures.	Review	of	Educational	Research,	52(1),	

123-142.	

Hardré,	P.	L.,	Crowson,	H.	M.,	Ly,	C.,	&	Xie,	K.	(2007).	Testing	differential	effects	of	

computer-based,	web-based,	and	paper-based	administration	of	questionnaire	

research	instruments.	British	Journal	of	Educational	Technology,	38(1),	5-22.		

Hardré,	P.	L.,	&	Reeve,	J.	(2003).	A	motivational	model	of	rural	students’	intentions	to	

persist	in,	versus	drop	out	of	high	school.	Journal	of	Educational	Psychology,	

95(2),	347-356.		

Hardré,	P.,	Sullivan,	D.,	&	Crowson,	H.	(2009).	Student	characteristics	and	motivation	

in	rural	high	schools.	Journal	of	Research	in	Rural	Education,	24(16).	Retrieved	

20	May,	2019,	from	http://jrre.psu.edu/articles/24-16.pdf		

Harris,	A.,	&	Leonardo,	Z.	(2018).	Intersectionality,	race-gender	subordination,	and	

education.	Review	of	Research	in	Education,	42(1),	1-27.	



 

205 
 

 

Hart,	C.	S.	(2013).	Aspirations,	education	and	social	justice:	Applying	Sen	and	Bourdieu.	

Bloomsbury.	

Hattie,	J.	A.	(2009).	Visible	learning:	A	synthesis	of	800	meta-analyses	on	achievement.	

Abingdon.		

Hattie,	J.	(2012).	Visible	learning	for	teachers:	Maximizing	impact	on	learning.	

Routledge.	

Hattie,	J.	(2021).	Visible	Learning:	The	Sequel.	Retrieved	30	September,	2021,	from	

https://www.youtube.com/watch?v=QLsxCbKugPU	

Hau,	K.	T.,	&	Marsh,	H.	W.	(2015).	Academic	and	achievement.	In	Wright,	D.	(Ed.).	

International	encyclopedia	of	the	social	and	behavioral	sciences,	(2nd	ed.).	

Elsevier.	

Henrich,	J.,	Heine,	S.	J.,	&	Norenzayan,	A.	(2010).	The	weirdest	people	in	the	world?	

Behavioral	and	Brain	Sciences,	33,	61-83.	doi:10.1017/	S0140525X0999152X		

Henry,	K.	L.,	Knight,	K.	E.,	&	Thornberry,	T.	P.	(2012).	School	disengagement	as	a	

predictor	of	dropout,	delinquency,	and	problem	substance	use	during	

adolescence	and	early	adulthood.	Journal	of	Youth	and	Adolescence,	41(2),	156-

166.	

Herbert,	J.	(2012).	Ceaselessly	circling	the	centre:	Historical	contextualization	of	

Indigenous	education	within	Australia.	History	of	Education	Review,	41(2),	91-

103.	

Hetlevik,	Ø.,	Bøe,	T.,	&	Hysing,	M.	(2018).	GP-diagnosed	internalizing	and	

externalizing	problems	and	dropout	from	secondary	school:	A	cross-sectional	

study.	The	European	Journal	of	Public	Health,	28(3),	474-479.	

Higgins,	J.	P.,	&	Green,	S.	(Eds.).	(2011).	Cochrane	handbook	for	systematic	reviews	of	

interventions,	(Vol.	4).	John	Wiley	&	Sons.	

Higgins,	J.P.,	Thomas,	J.,	Chandler,	J.,	Cumpston,	M.,	Li,	T.,	Page,	M.	J.,	&	Welch,	V.A.	

(2019).	Cochrane	handbook	for	systematic	reviews	of	interventions.	Version	6.0.	

(Updated	July	2019).	Cochrane.	Retrieved	1	May,	2020,	from	

www.training.cochrane.org/handbook	

Homel,	J.,	Mavisakalyan,	A.,	Nguyen,	H.	T.,	&	Ryan,	C.	(2012).	School	completion:	What	

we	learn	from	different	measures	of	family	background,	NCVER.	



 

206 
 

Huang,	C.	(2011).	Self-concept	and	academic	achievement:	A	meta-analysis	of	

longitudinal	relations.	Journal	of	School	Psychology,	49(5),	505-528.	

Jackson,	M.	(Ed.).	(2013).	Determined	to	succeed?:	Performance	versus	choice	in	

educational	attainment.	Stanford	University	Press.	

James,	M.	(2014).	The	honey	ant	readers:	An	innovative	and	bold	approach	to	engaging	

rural	Indigenous	students	in	print	literacy	through	accessible,	culturally	and	

linguistically	appropriate	resources.	Australian	and	International	Journal	of	

Rural	Education,	24(1),	79-89.		

Jang,	S.	T.	(2018).	The	implications	of	intersectionality	on	Southeast	Asian	female	

students’	educational	outcomes	in	the	United	States:	A	critical	quantitative	

intersectionality	analysis.	American	Educational	Research	Journal,	55,	1268-

1306.	https://doi.org/10.3102/0002831218777225	

Jang,	S.	T.	(2019).	Schooling	experiences	and	educational	outcomes	of	Latinx	secondary	

school	students	living	at	the	intersections	of	multiple	social	constructs.	Urban	

Education,	1-32.	https://doi.org/10.1177/0042085919857793	

Janosz,	M.,	Archambault,	I.,	Morizot,	J.,	&	Pagani,	L.	S.	(2008).	School	engagement	

trajectories	and	their	differential	predictive	relations	to	dropout.	Journal	of	

Social	Issues,	64,	21-40.	https://doi.org/10.1111/j.1540-4560.2008.00546.x		

Janosz,	M.,	&	Bouthillier,	C.	(2004).	Report	of	questionnaire	validation	on	social	

educative	environment	-	Secondary	school	version.	University	de	Montreal.		

Janosz,	M.,	Le	Blanc,	M.,	Boulerice,	B.,	&	Tremblay,	R.	E.	(2000).	Predicting	different	

types	of	school	dropouts:	A	typological	approach	with	two	longitudinal	

samples.	Journal	of	Educational	Psychology,	92,	171-190.	

https://doi.org/10.1037//0022-0663.92.1.171		

John,	D.	(2003)	Rates	of	apprenticeship	and	traineeship	non-completion	in	

Queensland,	NCVER,	for	Queensland	Department	of	Employment	and	

Training,	Brisbane.	Retrieved	15	May	2022,	from	

https://www.voced.edu.au/content/ngv:26455#.	

Johnson,	B.,	&	Christensen,	L.	(2012).	Educational	research,	qualitative,	quantitative	and	

mixed	approach,	(4th	ed).	Sage.	

Johnston-Goodstar,	K.,	&	VeLure	Roholt,	R.	(2017).	“Our	kids	aren’t	dropping	out;	

they’re	being	pushed	out”:	Native	American	students	and	racial	



 

207 
 

 

microaggressions	in	schools.	Journal	of	Ethnic	&	Cultural	Diversity	in	Social	

Work,	26,	30-47.	https://doi.org/10.1080/15313204.2016.1263818	

Jorgensen,	R.	(2020).	Creating	opportunities	for	vulnerable	indigenous	learners	to	

succeed	in	vocational	education.	ZDM,	52,	571-580.	

https://doi.org/10.1007/s11858-019-01117-w	

Jovanović,	V.,	Marković-Čekić,	J.,	Jokić,	T.,	&	Ranković,	T.	(2017).	Effectiveness	of	

individualised	support	measures	in	the	dropout	prevention	model	(DPM)	in	

Serbian	schools.	Psihološka	Istraživanja,	20(1),	171-193.	

Judd,	C.	M.,	&	Kenny,	D.	A.	(1981).	Estimating	the	effects	of	social	intervention.	CUP	

Archive.	

Kana‘iaupuni,	S.	M.,	Ledward,	B.,	&	Malone,	N.	(2017).	Mohala	i	ka	wai.	American	

Educational	Research	Journal,	54,	311S-339S.	

https://doi.org/10.3102/0002831216664779	

Kashdan,	T.	B.,	&	Ciarrochi,	J.	(2013).	Mindfulness,	acceptance	and	positive	psychology:	

The	seven	foundations	of	well-being.	Context	Press.	

Kawulich,	B.	(2012).	Selecting	a	research	approach:	Paradigm,	methodology	and	

methods,	In	Wagner,	C.,	Kawalich,	B.,	&	Garner,	M.	(Eds.).	Doing	social	

research:	A	global	context,	(pp.	51-61).		McGraw	Hill.	

Kim,	J.	(2019).	Ethnic	capital,	migration,	and	citizenship:	A	Bourdieusian	perspective.	

Ethnic	and	Racial	Studies,	42,	357-385.	

https://doi.org/10.1080/01419870.2019.1535131	

Kim,	S.	W.,	Cho,	H.,	&	Kim,	L.	Y.	(2019).	Socioeconomic	status	and	academic	outcomes	

in	developing	countries:	A	meta-analysis.	Review	of	Educational	

Research,	89(6),	875-916.	

Kline,	R.	B.	(2010).	Principles	and	practice	of	structural	equation	modeling,	(3rd	ed.).	

Guilford.	

Kothari,	C.	R.	(2004).	Research	methodology:	Methods	and	techniques.	New	Age	

International.	

Krakouer,	J.	(2016).	Aboriginal	early	childhood	education:	Why	attendance	and	true	

engagement	are	equally	important.	Australian	Council	for	Educational	

Research.	



 

208 
 

Kraus,	M.	W.,	Piff,	P.	K.,	Mendoza-Denton,	R.,	Rheinschmidt,	M.	L.,	&	Keltner,	D.	

(2012).	Social	class,	solipsism,	and	contextualism:	How	the	rich	are	different	

from	the	poor.	Psychological	review,	119(3),	546.		

Kukutai,	T.,	&	Taylor,	J.	(2016).	Data	sovereignty	for	Indigenous	peoples:	Current	

practice	and	future	needs.	In	Kukutai,	T.,	&	Taylor,	J.	(Eds.).	Indigenous	data	

sovereignty:	Toward	an	agenda,	(pp.1-24).	CAEPR	Research	Monograph,	

2016/34,	ANU	Press.	

Kymlicka,	W.	(2009).	Multicultural	odysseys:	Navigating	the	new	international	politics	

of	diversity.	Oxford	University	Press.	

Lamb,	S.	(2011).	School	dropout	and	inequality.	In	Lamb,	S.,	Markussen,	E.,	Teese,	R.,	

Sandberg,	N.,	&	Polesel,	J.	(Eds.).	School	dropout	and	completion,	(pp.	369-

390).	Springer.	

Lamb,	S.	and	Huo,	S.	(2017)	Counting	the	costs	of	lost	opportunity	in	Australian	

education.	Mitchell	Institute	Report	No.	02/2017.	Mitchell	Institute.	

Lamb,	S.,	Jackson,	J.,	Walstab,	A.,	&	Huo,	S.	(2015).	Educational	opportunity	in	Australia	

2015:	Who	succeeds	and	who	misses	out.	Centre	for	International	Research	on	

Educational	Systems,	Victoria	University,	for	the	Mitchell	Institute.	Mitchell	

Institute.	

Lamb,	S.	&	Markussen,	E.	(2011)	School	dropout	and	completion:	An	international	

perspective.	In	Lamb,	S.	&	Markussen,	E.	(Eds.).	School	dropout	and	

completion:	International	comparative	studies	in	theory	and	policy,	(pp.	1-20).	

Springer.	

Lansford,	J.	E.,	Dodge,	K.	A.,	Pettit,	G.	S.,	&	Bates,	J.	E.	(2016).	A	public	health	

perspective	on	school	dropout	and	adult	outcomes:	A	prospective	study	of	risk	

and	protective	factors	from	age	5	to	27	years.	The	Journal	of	Adolescent	Health,	

58(6),	652-658.		

Langton,	M.	(2013).	The	right	to	the	good	life:	Improving	educational	outcomes	for	

Aboriginal	and	Torres	Strait	Islander	children.	Sydney	Centre	for	Independent	

Studies.	

Laukaityte,	I.	&	Wiberg,	M.	(2017)	Using	plausible	values	in	secondary	analysis	in	large-

scale	assessments,	Communications	in	Statistics	-	Theory	and	Methods,	46:22,	

11341-11357,	https://doi.org/10.1080/03610926.2016.1267764	



 

209 
 

 

Lees,	A.	(2016).	Roles	of	urban	Indigenous	community	members	in	collaborative	field-

based	teacher	preparation.	Journal	of	Teacher	Education,	67,	363-378.	

https://doi.org/10.1177/0022487116668018		

Leithwood,	K.,	Jantzi,	D.,	&	Steinbach,	R.	(1999).	Changing	leadership	for	changing	

times.	Open	University	Press.	

Lenhard,	W.,	&	Lenhard,	A.	(2016).	Calculation	of	effects	sizes.	Psychometrica.		

Retrieved	on	4	April,	2020,	from	www.psychometrica.de/effect_size.html.	

https://doi.org/10.13140/RG.2.2.17823.92329	

Lerner,	R.	M.,	&	Galambos,	N.	L.	(1998).	Adolescent	development:	Challenges	and	

opportunities	for	research,	programs,	and	policies.	Annual	review	of	

psychology,	49(1),	413-446.	

Lewthwaite,	B.,	Osborne,	B.,	Lloyd,	N.,	Llewellyn,	L.,	Boon,	H.,	Webber,	T.	(2015).	

Seeking	a	pedagogy	of	difference:	What	Aboriginal	students	and	their	parents	

in	North	Queensland	say	about	teaching	and	their	learning.	Australian	Journal	

of	Teacher	Education,	40(5),	132-159.		

Li,	S.T.,	Nussbaum,	K.M.,	&	Richards,	M.H.	(2007).	Risk	and	protective	factors	for	

urban	African	American	youth.	American	Journal	of	Community	Psychology,	

39,	21-35.	

Li,	Y.,	&	Lerner,	R.	M.	(2013).	Interrelations	of	behavioral,	emotional,	and	cognitive	

school	engagement	in	high	school	students.	Journal	of	Youth	and	Adolescence,	

42,	2-32.	https://doi.org/10.1007/s10964-012-9857-5		

Lim,	P.	(2011).	Weighting	the	LSAY	programme	of	international	student	assessment	

cohorts.	NCVER.	

Lim,	P.,	&	Gemici,	S	(2011).	Measuring	the	socioeconomic	status	of	Australian	youth.	

NCVER.	

Lingard,	B.,	Creagh,	S.,	&	Vass,	G.	(2012).	Education	policy	as	numbers:	Data	categories	

and	two	Australian	cases	of	misrecognition.	Journal	of	Education	Policy,	27(3),	

315-333.	

Lowe,	K.,	Tennent,	C.,	Moodie,	N.,	Guenther,	J.,	&	Burgess,	C.	(2021).	School-based	

Indigenous	cultural	programs	and	their	impact	on	Australian	Indigenous	

students:	A	systematic	review,	Asia-Pacific	Journal	of	Teacher	Education,	49(1),	

78-98,	https://doi.org/10.1080/1359866X.2020.1843137	



 

210 
 

Lumley,	T.	(2011).	Complex	surveys:	a	guide	to	analysis	using	R.	John	Wiley	&	Sons.	

Lumley,	T.,	&	Scott,	A.	(2017).	Fitting	regression	models	to	survey	data.	Statistical	

Science,	265-278.	

Machell,	K.	A.,	Disabato,	D.	J.,	&	Kashdan,	T.	B.	(2016).	Buffering	the	negative	impact	of	

poverty	on	youth:	The	power	of	purpose	in	life.	Social	Indicators	

Research,	126(2).	

Manojan,	K.	P.	(2018).	Indigenous	knowledge	in	education:	A	study	among	Paniya	

tribes	in	Kerala.	Journal	of	Social	Work	Education	and	Practice,	3,	43-55.	

Manstead,	A.	S.	(2018).	The	psychology	of	social	class:	How	socioeconomic	status	

impacts	thought,	feelings,	and	behaviour.	British	Journal	of	Social	Psychology,	

57(2),	267-291.	

Marcenaro-Gutierrez,	O.	D.,	&	Lopez-Agudo,	L.	A.	(2017).	The	influence	of	the	gap	

between	parental	and	their	children’s	expectations	on	children’s	academic	

attainment.	Child	Indicators	Research,	10(1),	57-80.	

Markussen,	E.,	&	Sandberg,	N.	(2011).	Policies	to	reduce	school	dropout	and	increase	

completion.	In	Lamb,	S.	(Ed.).	School	dropout	and	completion:	International	

comparative	studies	in	theory	and	policy,	(pp.	391-406).	Springer.	

Marsh,	H.	W.	(1986).	Verbal	and	math	self-concepts:	An	internal/external	frame	of	

reference	model.	American	Educational	Research	Journal,	23(1),	129-149.	

Marsh,	H.	W.	(1987).	The	big-fish-little-pond	effect	on	academic	self-concept.	Journal	

of	Educational	Psychology,	79(3),	280-295.	https://doi.org/10.1037/0022-

0663.79.3.280	

Marsh,	H.	W.	(1990a).	Self	description	questionnaire	II	(SDQ	II)	manual.	University	of	

Western	Sydney.		

Marsh,	H.	W.	(1990b).	The	structure	of	academic	self-concept:	The	Marsh/Shavelson	

model.	Journal	of	Educational	Psychology,	82,	623-636.	

https://doi.org/10.1037/0022-	0663.82.4.623	

Marsh,	H.	W.,	Abduljabbar,	A.	S.,	Abu-Hilal,	M.	M.,	Morin,	A.	J.,	Abelfattah,	F.,	Leung,	

K.	C.,	Xu,	M.	K.,	Nagengast,	B.,	&	Parker,	P.	D.	(2013).	Factorial,	convergent,	

and	discriminant	validity	of	TIMSS	math	and	science	motivation	measures:	A	

comparison	of	Arab	and	Anglo-Saxon	countries.	Journal	of	Educational	

Psychology,	105(1),	108-128.	https://doi.org/10.1037/a0029907	



 

211 
 

 

Marsh,	H.	W.,	Bornmann,	L.,	Mutz,	R.,	Hans-Dieter,	D.,	&	O’Mara,	A.	(2009).	Gender	

effects	in	the	peer	reviews	of	grant	proposals:	A	comprehensive	meta-analysis	

comparing	traditional	and	multilevel	approaches.	Review	of	Educational	

Research,	79(3),	1290-1326.	https://doi.org/10.3102/0034654309334143	

Marsh,	H.	W.,	Byrne,	B.	M.,	&	Shavelson,	R.	J.	(1988).	A	multifaceted	academic	self-

concept:	Its	hierarchical	structure	and	its	relation	to	academic	achievement.	

Journal	of	Educational	Psychology,	80(3),	366-380.		

Marsh,	H.	W.,	&	Craven,	R.	G.	(2006).	Reciprocal	effects	of	self-concept	and	

performance	from	a	multidimensional	perspective:	Beyond	seductive	pleasure	

and	unidimensional	perspectives.	Perspectives	on	Psychological	Science,	1(2),	

133-163.	

Marsh,	H.	W.,	Ellis,	L.	A.,	Parada,	R.	H.,	Richards,	G.,	&	Heubeck,	B.	G.	(2005).	A	short	

version	of	the	self	description	questionnaire	II:	Operationalizing	criteria	for	

short-	form	evaluation	with	new	applications	of	confirmatory	factor	analyses.	

Psychological	Assessment,	17(1),	81-105.		

Marsh,	H.	W.,	&	Martin,	A.	J.	(2011).	Academic	self-concept	and	academic	achievement:	

Relations	and	causal	ordering.	British	Journal	of	Educational	Psychology,	81(1),	

59-77.	

Marsh,	H.	W.,	&	O'Mara,	A.	(2008).	Reciprocal	effects	between	academic	self-concept,	

self-esteem,	achievement,	and	attainment	over	seven	adolescent	years:	

Unidimensional	and	multidimensional	perspectives	of	self-concept.	

Personality	and	Social	Psychology	Bulletin,	34(4),	542-552.		

Marsh,	H.	W.,	Parker,	P.	D.,	&	Pekrun,	R.	(2018).	Three	paradoxical	effects	on	academic	

self-concept	across	countries,	schools,	and	students.	European	Psychologist.	

24(3),	231-242.	

Marsh,	H.	W.,	Pekrun,	R.,	Parker,	P.	D.,	Murayama,	K.,	Guo,	J.,	Dicke,	T.,	&	Arens,	A.	K.	

(2019).	The	murky	distinction	between	self-concept	and	self-efficacy:	Beware	

of	lurking	jingle-jangle	fallacies.	Journal	of	Educational	Psychology,	111(2),	331.	

Marsh,	H.	W.,	&	Yeung,	A.	S.	(1997).	Causal	effects	of	academic	self-concept	on	

academic	achievement:	Structural	equation	models	of	longitudinal	

data.	Journal	of	Educational	Psychology,	89(1),	41.	



 

212 
 

Martin,	K.	(2009).	Aboriginal	worldview,	knowledge	and	relatedness:	

Reconceptualising	Aboriginal	schooling	as	a	teaching-learning	and	research	

interface.	Journal	of	Australian	Indigenous	Issues,	12(1),	66-78.	

Marx,	K.,	Engels,	F.,	Moore,	S.,	&	McLellan,	D.	(1992).	The	communist	manifesto.	

Oxford	University	Press.	

Matthews,	J.	S.,	&	López,	F.	(2020).	Race-reimaging	educational	psychology	research:	

Investigating	constructs	through	the	lens	of	race	and	culture.	Contemporary	

Educational	Psychology,	61,	101878.		

https://doi.org/10.1016/j.cedpsych.2020.101878	

Maxwell,	J.	A.	(2013).	Qualitative	research	design:	An	interactive	approach,	(3rd	ed).	

Sage.	

McBride	Murry,	V.,	Berkel,	C.,	Gaylord-Harden,	N.	K.,	Copeland-Linder,	N.,	&	Nation,	

M.	(2011).	Neighborhood	poverty	and	adolescent	development.	Journal	of	

Research	on	Adolescence,	21(1),	114-128.	

McCoy,	D.	C.,	Yoshikawa,	H.,	Ziol-Guest,	K.	M.,	Duncan,	G.	J.,	Schindler,	H.	S.,	

Magnuson,	K.,	Yang,	R.,	Koepp,	A.,	&	Shonkoff,	J.	P.	(2017).	Impacts	of	early	

childhood	education	on	medium-	and	long-term	educational	

outcomes.	Educational	Researcher,	46(8),	474-487.	

https://doi.org/10.3102/0013189X17737739	

McDermott,	E.	R.,	Anderson,	S.,	&	Zaff,	J.	F.	(2018).	Dropout	typologies:	Relating	

profiles	of	risk	and	support	to	later	educational	re-engagement.	Applied	

Developmental	Science,	22(3),	217-232.	

McGrath,	S.	(2017).	Binary	discourses	and	‘othering’	Indigenous	Australians.	Retrieved	1	

October,	2021,	from	

https://www.researchgate.net/publication/324062155_Binary_discourses_and_

'othering'_Indigenous_Australians	

McInerney,	D.	M.	(2003).	Motivational	goals,	self-concept,	and	sense	of	self	-	What	

predicts	academic	achievement?	In	Marsh,	H.	W.,	Craven,	R.	G.,	&	McInerney,	

D.	(Eds.).	International	advances	in	self	research,	(Vol.	1,	pp.	315-346).	

Information	Age	Press.		

McInerney,	D.	M.,	&	King,	R.	B.	(2013).	Harnessing	the	power	of	motivational	factors	

for	optimizing	the	educational	success	of	remote	indigenous	students:	A	cross-



 

213 
 

 

cultural	study.	In	Craven,	R.	G.	&	Mooney,	J.	(Eds.).	Seeding	success	in	

Indigenous	Australian	higher	education,	(pp.	81–111).	Emerald	Group	Publishing	

Limited.		

McKenzie,	J.	E.,	&	Brennan,	S.	E.	(2019).	Synthesizing	and	presenting	findings	using	

other	methods.	In	Higgins,	J.	P.	T.,	Thomas,	J.,	Chandler,	J.,	Cumpston,	M.,	Li,	

T.,	Page,	M.	J.,	Welch,	V.	A.	(Eds.).	Cochrane	handbook	for	systematic	reviews	

of	interventions,	version	6.0,	(Chapter	12).	Updated	July	2019.	Cochrane.	

Retrieved	4	April,	2020,	from	

fhttps://training.cochrane.org/handbook/archive/v6.1/chapter-12		

McRae-Williams,	E.	(2014).	Aspirations	for	meaningful	livelihoods:	Challenges	of	

pathway	navigation.	Journal	of	Australian	Indigenous	Issues,	17,	57-71.	

Melkevik,	O.,	Nilsen,	W.,	Evensen,	M.,	Reneflot,	A.,	&	Mykletun,	A.	(2016).	

Internalizing	disorders	as	risk	factors	for	early	school	leaving:	A	systematic	

review.	Adolescent	Research	Review,	1(3),	245-255.	

Mena,	J.	A.	(2011).	Latino	parent	home-based	practices	that	bolster	student	academic	

persistence.	Hispanic	Journal	of	Behavioral	Sciences,	33(4),	490-506.		

Metz,	G.	W.	(2004).	Challenge	and	changes	to	Tinto's	persistence	theory:	A	historical	

review.	Journal	of	College	Student	Retention:	Research,	Theory	and	Practice,	

6,	191-207.		

Midgley,	C.,	Maehr,	M.	L.,	Hruda,	L.	Z.,	Anderman,	E.,	Anderman,	L.,	Freeman,	K.	E.,	

Gheen,	M.,	Kaplan,	A.,	Kumar,	R.,	Middleton,	M.	J.,	Nelson,	J.,		Roeser,	R.,	&	

Urdan,	T.	(2000).	Manual	for	patterns	of	adaptive	learning	scales.	University	of	

Michigan.	

Modood,	T.	(2004).	Capitals,	ethnic	identity	and	educational	qualifications.	Cultural	

Trends,	13(2),	87-105.	

Moher,	D.,	Shamseer,	L.,	Clarke,	M.,	Ghersi,	D.,	Liberati,	A.,	Petticrew,	M.,	Shekelle,	P.,	

Stewart,	L.	A.	(2015).	Preferred	reporting	items	for	systematic	review	and	meta-

analysis	protocols	(PRISMA-P)	2015	statement.	Systematic	Reviews,	4(1),	1-9.	

Molla,	M.	T.,	Madans,	J.	H.,	&	Wagener,	D.	K.	(2004).	Differentials	in	adult	mortality	

and	activity	limitation	by	years	of	education	in	the	United	States	at	the	end	of	

the	1990s.	Population	and	Development	Review,	30(4),	625-646.		



 

214 
 

Molla,	T.,	&	Pham,	L.	(2019).	Editorial:	Capital,	capability	and	educational	

justice.	Policy	Futures	in	Education,	17(5),	575-581.	

Möller,	J.,	&	Marsh,	H.	W.	(2013).	Dimensional	comparison	theory.	Psychological	

Review,	120(3),	544.	

Möller,	J.,	Pohlmann,	B.,	Köller,	O.,	&	Marsh,	H.	W.	(2009).	A	meta-analytic	path	

analysis	of	the	internal/external	frame	of	reference	model	of	academic	

achievement	and	academic	self-concept.	Review	of	Educational	

Research,	79(3),	1129-1167.	

Möller,	J.,	Müller-Kalthoff,	H.,	Helm,	F.,	Nagy,	N.,	&	Marsh,	H.	W.	(2016).	The	

generalized	internal/external	frame	of	reference	model:	An	extension	to	

dimensional	comparison	theory.	Frontline	Learning	Research,	4(2),	1-11.	

Mooney,	J.,	Seaton,	M.,	Kaur,	G.,	Marsh,	H.	W.,	&	Yeung,	A.	(2016).	Cultural	

perspectives	on	indigenous	and	non-indigenous	Australian	students’	school	

motivation	and	engagement.	Contemporary	Educational	Psychology,	47,	11-23.	

https://doi.org/10.1016/j.cedpsych.2016.04.006	

Moore,	R.	(2008).	Capital.	In	Grenfell,	M.	(Ed.).	Pierre	Bourdieu	Key	Concepts,	(pp.101-

118).	Acumen.	

Muennig,	P.	(2007).	Consequences	in	health	status	and	costs.	In	Belfield,	C.,	&	Levin,	

H.	(Eds.).	The	price	we	pay:	Economic	and	social	consequences	of	inadequate	

education.	Brookings	Institution	Press.	

Muller,	D.,	Judd,	C.	M.,	&	Yzerbyt,	V.	Y.	(2005).	When	moderation	is	mediated	and	

mediation	is	moderated.	Journal	of	Personality	and	Social	Psychology,	89(6),	

852.	

Müller-Kalthoff,	H.,	Helm,	F.,	&	Möller,	J.	(2017).	The	big	three	of	comparative	

judgment:	On	the	effects	of	social,	temporal,	and	dimensional	comparisons	on	

academic	self-concept.	Social	Psychology	of	Education,	20,	849-873.	

http://dx.doi.org/10.1007/s11218-017-9395-9	

Nadal,	K.,	Davidoff,	K.,	Davis,	L.,	Wong,	Y.,	Marshall,	D.,	&	McKenzie,	V.	(2015).	A	

qualitative	approach	to	intersectional	microaggressions:	Understanding	

influences	of	race,	ethnicity,	gender,	sexuality	and	religion.	Qualitative	

Psychology,	2,	147-163.	



 

215 
 

 

Nakata,	M.	2007.	Disciplining	the	Savages:	Savaging	the	Disciplines.	Aboriginal	Studies	

Press.	

National	Health	and	Medical	Research	Council	(Australia).	(2018).	Ethical	conduct	in	

research	with	Aboriginal	and	Torres	Strait	Islander	Peoples	and	communities:	

Guidelines	for	researchers	and	stakeholders.	National	Health	and	Medical	

Research	Council.	

NCVER,	(2010).	Longitudinal	Surveys	of	Australian	Youth	(LSAY)	2003	cohort	user	

guide,	NCVER.	

NCVER,	(2018).	Longitudinal	Surveys	of	Australian	Youth	(LSAY)	2009	cohort	user	

guide,	NCVER.			

Nelson,	J.	&	Campbell,	C.	(2017).	Evidence-informed	practice	in	education:	meanings	

and	applications.	Educational	Research,	59(2),	127-135.	

Newman,	M.,	&	Gough,	D.	(2020).	Systematic	reviews	in	educational	research:	

Methodology,	perspectives	and	application.	In	Zawacki-Richter,	Kerres,	M.,	

Bedenlier,	S.,	Bond,	M.,	&	Buntins,	K.	Systematic	reviews	in	educational	

research	methodology,	perspectives	and	application,	(pp.3-22).	Springer	

Fachmedien.	https://doi.org/10.1007/978-3-658-27602-7	

Newmann,	F.	M.	(Ed.).	(1992).	Student	engagement	and	achievement	in	American	

secondary	schools.	New	York	Teachers	College	Press.		

Ntamakiliro,	L.,	Monnard,	I.,	&	Gurtner,	J.	L.	(2000).	Measure	of	adolescents’	

motivation	at	school:	Construction	and	validation	of	three	behavioural	

variables.	L’Orientation	Scolaire	et	Professionnelle,	29(4),	673-693.		

OECD	(Organization	for	Economic	Co-operation	and	development).	(2004).	The	PISA	

2003	Assessment	Framework:	Mathematics,	Reading,	Science	and	Problem-

Solving	Knowledge	and	Skills,	PISA,	OECD	Publishing,	

https://doi.org/10.1787/9789264101739-en	

OECD	(Organisation	for	Economic	Co-operation	and	Development).	(2005).	PISA	2003	

Technical	Report,	OECD	Publishing.	

https://www.oecd.org/education/school/programmeforinternationalstudentas

sessmentpisa/35188570.pdf	

OECD	(Organisation	for	Economic	Co-operation	and	Development).	(2012).	PISA	2009	

Technical	Report.	OECD	Publishing.		



 

216 
 

OECD	(Organisation	for	Economic	Co-operation	and	Development).	(2019).	Education	

at	a	glance	2019.	OECD	Publishing.	https://doi.org/10.1787/eag-2015-en	

OECD	&	PISA,	(Organisation	for	Economic	Co-operation	and	Development	&	

Programme	for	International	Student	Assessment).	(2017).	PISA	2015	Technical	

Report.	OECD	Publishing.	

Orlowski,	P.	(2011).	Teaching	about	hegemony:	Race,	class	and	democracy	in	the	21st	

century,	(Vol.17).	Springer	Science	&	Business	Media.		

Osborne,	S.,	&	Guenther,	J.	(2013).	Red	dirt	thinking	on	aspiration	and	success.	The	

Australian	Journal	of	Indigenous	Education,	42(2),	88-99.	

Osborne,	N.,	Howlett,	C.,	&	Grant-Smith,	D.	(2019).	Intersectionality	and	Indigenous	

peoples	in	Australia:	Experiences	with	engagement	in	native	title	and	mining.	

In	Hankivsky,	O.,	&	Jordan-Zachery,	J.	S.	(Eds.).	The	palgrave	handbook	of	

intersectionality	in	public	policy,	(pp.	389-411).	Springer	International.	

https://doi.org/10.1007/978-3-319-98473-5_17	

Ou,	S.	R.,	&	Reynolds,	A.	J.	(2008).	Predictors	of	educational	attainment	in	the	Chicago	

longitudinal	study.	School	Psychology	Quarterly,	23,	199-229.	

https://doi.org/10.1037/1045-3830.23.2.199	

Page,	M.	J.,	McKenzie,	J.	E.,	Bossuyt,	P.	M.,	Boutron,	I.,	Hoffmann,	T.	C.,	Mulrow,	C.	D.,	

...	&	Moher,	D.	(2021).	The	PRISMA	2020	statement:	An	updated	guideline	for	

reporting	systematic	reviews.	BMJ,	372.		

Pan,	J.,	Zaff,	J.	F.,	&	Donlan,	A.	E.	(2017).	Social	support	and	academic	engagement	

among	reconnected	youth:	Adverse	life	experiences	as	a	moderator.	Journal	of	

Research	on	Adolescence,	27(4),	890-906.	

Panhwar,	A.	H.,	Ansari,	S.,	&	Shah,	A.	A.	(2017).	Post-positivism:	An	effective	paradigm	

for	social	and	educational	research.	International	Research	Journal	of	Arts	&	

Humanities	(IRJAH),	45(45).	

Parkin,	F.,	1979.	Marxism	and	class	theory:	A	bourgeois	critique.	Columbia	University	

Press.	

Parker,	P.	D.,	Bodkin-Andrews,	G.,	Marsh,	H.	W.,	Jerrim,	J.,	&	Schoon,	I.	(2015).	Will	

closing	the	achievement	gap	solve	the	problem?	An	analysis	of	primary	and	

secondary	effects	for	indigenous	university	entry.	Journal	of	Sociology,	51(4),	

1085-1102.	https://doi.org/10.1177/1440783313498946	



 

217 
 

 

Parker,	P.D.,	Bodkin-Andrews,	G.,	Trudgett,	M.	&	Walter,	M.	(2021).	Gateways	to	

occupational	success:	Educational	mobility	and	attainment	for	Australian	

Aboriginal	and	Torres	Strait	Islander	peoples.	In	Marshall,	E.	A.,	&	Symonds,	J.	

E.	(Eds.).	Young	adult	development	at	the	school-to-work	transition:	

International	pathways	and	processes,	(pp.	376-397).	Oxford	University	Press.		

Parker,	P.,	Guo,	J.,	&	Sanders,	T.	(2019a).	Socioeconomic	inequality	and	student	

outcomes	in	Australia.	In	Socioeconomic	Inequality	and	Student	Outcomes	(pp.	

189-204).	Springer,	Singapore.	

Parker,	P.	D.,	Marsh,	H.	W.,	Thoemmes,	F.,	&	Biddle,	N.	(2019b).	The	negative	year	in	

school	effect:	Extending	scope	and	strengthening	causal	claims.	Journal	of	

Educational	Psychology,	111(1),	118.	

Parker,	P.	D.,	Marsh,	H.	W.,	Guo,	J.,	Anders,	J.,	Shure,	N.,	&	Dicke,	T.	(2018).	An	

information	distortion	model	of	social	class	differences	in	math	self-concept,	

intrinsic	value,	and	utility	value.	Journal	of	Educational	Psychology,	110(3),	445.	

Parker,	P.	D.,	Schoon,	I.,	Tsai,	Y.	M.,	Nagy,	G.,	Trautwein,	U.,	&	Eccles,	J.	S.	(2012).	

Achievement,	agency,	gender,	and	socioeconomic	background	as	predictors	of	

postschool	choices:	A	multicontext	study.	Developmental	Psychology,	48(6),	

1629-1642.		

Parker,	P.	D.,	Van	Zanden,	B.,	Marsh,	H.	W.,	Owen,	K.,	Duineveld,	J.	J.,	&	Noetel,	M.	

(2019c).	The	intersection	of	gender,	social	class,	and	cultural	context:	A	meta-

analysis.	Educational	Psychology	Review,	32,	197-228.	

Peguero,	A.	A.,	&	Shaffer,	K.	A.	(2015).	Academic	self-efficacy,	dropping	out,	and	the	

significance	of	inequality.	Sociological	Spectrum,	35(1),	46-64.		

Penner,	A.	M.,	&	Saperstein,	A.	(2013).	Engendering	racial	perceptions:	An	

intersectional	analysis	of	how	social	status	shapes	race.	Gender	&	Society,	27,	

319-344.	https://doi:10.1177/0891243213480262	

Peris,	N.	(2021).	Australian	Indigenous	Education	Foundation.	Accessed	10	Oct,	2021,	at	

http://www.aief.com.au/cms/workspace/uploads/140607-aus-50th-nova-

peris.pdf	

Perry,	L.	B.,	&	McConney,	A.	(2010).	School	socioeconomic	composition	and	student	

outcomes	in	Australia:	Implications	for	education	policy.	Australian	Journal	of	

Education,	54(1),	72-85.	



 

218 
 

Perso,	T.,	&	Hayward,	C.	(2020).	Teaching	Indigenous	students:	Cultural	awareness	and	

classroom	strategies	for	improving	learning	outcomes.	Routledge.	

Peterson,	R.	A.,	&	Brown,	S.	P.	(2005).	On	the	use	of	beta	coefficients	in	meta-analysis.	

Journal	of	Applied	Psychology,	90,	175-181.	http://dx.doi.org/10.1037/0021-

9010.90.1.175	

Pham,	L.	(2019).	Capital	and	capabilities	in	education:	Re-examining	Australia’s	2015	

PISA	performance	and	context	assessment	framework.	Policy	Futures	in	

Education,	17(5),	599-617.	

Phan,	H.	P.,	Bing,	H.	N.,	&	Oqab,	A.	(2016).	Role	of	student	wellbeing:	A	study	using	

structural	equation	modeling.	Psychological	Reports,	119(1)	77-105.	

Phillips,	D.	C.,	&	Burbules,	N.	C.	(2000).	Post-positivism	and	educational	research.	

Rowman	&	Littlefield.	

Piers,	E.	V.,	&	Herzberg,	D.	(2002).	Piers-Harris	children’s	self-concept	scale,	(2nd	ed.).	

Western	Psychological	Services.		

Piketty,	T.	(2014).	Capital	in	the	twenty-first	century.	Harvard	University	Press.	

Pinrich,	P.	R.	(2000)	The	role	of	goal	orientation	in	self-regulated	learning.	In	

Boekaerts,	M.	P.,	Pinrich,	R.,	&	Zeidner,	M.	(Eds.).	Handbook	of	self-

regulation:	Theory,	research,	and	application,	(pp.	451-502).	

http://dxdoi.org/10.1016/B978-012109890-2/50043-3	

Pintrich,	P.	R.,	Smith,	D.	A.	F.,	Garcia,	T.,	&	McKeachie,	W.	J.	(1991).	A	manual	for	the	

use	of	the	motivated	strategies	for	learning	questionnaire	(MSLQ).	Ann	Arbor,	

National	Centre	for	Research	to	Improve	Postsecondary	Teaching	and	

Learning.		

Pintrich,	P.	R.,	Smith,	D.	A.	F.,	Garcia,	T.,	&	McKeachie,	W.	J.	(1993).	Reliability	and	

predictive	validity	of	the	motivated	strategies	for	learning	questionnaire	

(MSLQ).	Educational	and	Psychological	Measurement,	53,	810-814.	

Polidano,	C.,	Hanel,	B.,	&	Buddelmeyer,	H.	(2013).	Explaining	the	socio-economic	

status	school	completion	gap.	Education	Economics,	21(3),	230-247.	

Portes,	A.	(1998).	Social	capital:	Its	origins	and	applications	in	modern	

sociology.	Annual	Review	of	Sociology,	24(1),	1-24.	

Prout,	S.,	&	Hill,	A.	(2012).	Situating	Indigenous	student	mobility	within	the	global	

education	research	agenda.	International	Journal	of	Educational	Research,	54,	



 

219 
 

 

60-68.	

Purdie,	N.,	Dudgeon,	P.,	&	Walker,	R.	(2010).	Working	together:	Aboriginal	and	Torres	

Strait	Islander	mental	health	and	wellbeing	principles	and	practice	(Techical	

Report),.	Office	of	Aboriginal	and	Torres	Strait	Islander	Health,	Department	of	

Ageing,	Australian	Government.	

Qian,	G.,	&	Wu,	Y.	(2006).	Strong	limit	theorems	on	model	selection	in	generalized	

linear	regression	with	binomial	responses.	Statistica	Sinica,	16(4),	1335–1365.	

http://www.jstor.org/stable/24307791	

Rainie,	S.	C.,	Schultz,	J.	L.,	Briggs,	E.,	Riggs,	P.,	&	Palmanteer-Holder,	N.	L.	(2017).	Data	

as	a	strategic	resource:	Self-determination,	governance,	and	the	data	challenge	

for	Indigenous	Nations	in	the	United	States.	The	International	Indigneous	

Policy	Journal.	8(2).	

Raufelder,	D.,	Sahabandu,	D.,	Martínez,	G.	S.,	&	Escobar,	V.	(2015).	The	mediating	role	

of	social	relationships	in	the	association	of	adolescents’	individual	school	self-

concept	and	their	school	engagement,	belonging	and	helplessness	in	school.	

Educational	Psychology,	35(2),	137-157.		

Rauland,	C.,	&	Adams,	T.	(2015).	A	stronger,	smarter	future:	Multicultural	education	in	

Australia.	Reclaiming	Children	and	Youth,	23(4),	30.	

R	Core	Team.	(2020).	R:	A	language	and	environment	for	statistical	computing.	R	

Foundation	for	Statistical	Computing.	Retrieved	2	September,	2020,	from	

https://www.R-project.org/	

Reardon,	S.	F.	(2011).	The	widening	academic	achievement	gap	between	the	rich	and	

the	poor:	New	evidence	and	possible	explanations.	In	Murnane,	R.,	&	Duncan.,	

G.	(Eds.).	Whither	opportunity:	Rising	inequality	and	the	uncertain	life	chances	

of	low-income	children,	(pp.	91-116).	Russell	Sage	Foundation.	

Reardon,	R.	M.	(2013).	Towards	best	practice	in	ethics	education	for	scholarly	

practitioners	of	leadership:	An	undistorted	view	of	reality.	Planning	and	

Changing,	44(3/4),	286-307.		

Rentzsch,	K.,	Schröder-Abé,	M.,	&	Schütz,	A.	(2015).	Envy	mediates	the	relation	

between	low	academic	self-esteem	and	hostile	tendencies.	Journal	of	Research	

in	Personality,	58,	143-153	



 

220 
 

Renzulli,	J.	S.,	&	Park,	S.	(2000).	Gifted	dropouts:	The	who	and	the	why.	Gifted	Child	

Quarterly,	44(4),	261-271.	

Reschly,	A.L.,	&	Christenson,	S.L.	(2012).	Jingle,	jangle,	and	conceptual	haziness:	

Evolution	and	future	directions	of	the	engagement	construct.	In	Christenson,	

S.,	Reschly,	A.,	&	Wylie,	C.	(Eds.).	Handbook	of	research	on	student	

engagement.	Springer.	https://doi-org.ezproxy2.acu.edu.au/10.1007/978-1-4614-

2018-7_1	

Robeyns,	I.	(2008).	Three	models	of	education:	Rights,	capabilities	and	human	capital.	

Theory	and	Research	in	Education	4(1),	69-84.		

Robeyns,	I.	(2011).	The	capability	approach.	Stanford	Encyclopaedia	of	Philosophy,	

(Summer	of	2011	ed.).	Retrieved	8	October,	2019,	from	

http://plato.satnford.edu/archives/sum2011/entries/capability-approach		

Robson,	C.	(2002).	Real	world	research	-	A	resource	for	social	scientists	and	practitioner-

researchers,	(2nd	ed.).	Blackwell.	ISBN	978-0-631-21305-5.	

Roderick,	M.,	Kelley-Kemple,	T.,	Johnson,	D.	W.,	&	Beechum,	N.	O.	(2014).	Preventable	

failure:	Improvements	in	long-term	outcomes	when	high	schools	focused	on	

the	ninth-grade	year.	University	of	Chicago	Consortium	on	Chicago	School	

Research	(UChicago	CCSR).	Retrieved	March	1,	2020,	from	

https://eric.ed.gov/?id=ED553174	

Rosen,	J.	A.,	Porter,	S.	R.,	&	Rogers,	J.	(2017).	Understanding	student	self-reports	of	

academic	performance	and	course-taking	behavior.	AERA	Open,	3(2).	

https://doi.org/10.1177/2332858417711427	

Rosenberg,	M.	S.	(1994).	Parametric	measures	of	effect	size.	In	Cooper,	H.,	&	Hedges,	L.	

V.,	(Eds.).	The	handbook	of	research	synthesis,	(pp.	231-244).	Russell	Sage	

Foundation.		

Rosenberg,	M.	S.	(2010).	A	generalized	formula	for	converting	Chi-square	tests	to	effect	

sizes	for	meta-analysis.	PLoS	ONE	5(4),	e10059.	Retrieved	7	April,	2021,	from	

https://doi.org/10.1371/journal.pone.0010059		

Rudolph,	S.	(2019).	Unsettling	the	gap:	Race,	politics	and	Indigenous	education,	Peter	

Lang	Publishing.	

Rumberger,	R.	W.	(2011).	Dropping	out:	Why	students	quit	school	and	what	can	be	done	

about	it.	Harvard	University	Press.	



 

221 
 

 

Rumberger,	R.	W.	(2012).	Why	students	drop	out	of	high	school	and	what	can	be	done.	

Retrieved	4	July,	2019,	from	https://escholarship.org/uc/item/58p2c3wp	

Rumberger,	R.	W.,	&	Lim,	S.	A.	(2008).	Why	students	drop	out	of	school:	A	review	of	25	

years	of	research,	California	Dropout	Research	Project.	Retrieved	2	December,	

2019,	from	http://cdrp.ucsb.edu/dropouts/pubs_reports.htm#15	

Rumberger,	R.	W.,	&	Rotermund,	S.	(2012).	The	relationship	between	engagement	and	

high	school	dropout.	In	Handbook	of	research	on	student	engagement,	(pp.	491-

513).	Springer.	

Rutkowski,	L.,	&	Rutkowski,	D.	(2010).	Getting	it	‘better’:	the	importance	of	improving	

background	questionnaires	in	international	assessment,	Journal	of	Curriculum	

Studies,	42(3),	411-430.	http://dx.doi.org/10.1080/00220272.2010.487546		

Rutkowski,	L.,	&	Rutkowski,	D.,	(2013).	Measuring	socioeconomic	background	in	PISA:	

One	size	might	not	fit	all.	Research	in	Comparative	and	International	

Education,	8(3),	259-278.	

Samuel,	R.,	&	Burger,	K.	(2020).	Negative	life	events,	self-efficacy,	and	social	support:	

Risk	and	protective	factors	for	school	dropout	intentions	and	dropout.	Journal	

of	Educational	Psychology,	112(5),	973-986.	

Sanderson,	S.,	Tatt,	I.D.,	&	Higgins,	J.P.	(2007).	Tools	for	assessing	quality	and	

susceptibility	to	bias	in	observational	studies	in	epidemiology:	A	systematic	

review	and	annotated	bibliography.	International	Journal	of	Epidemiology,	

36(3),	666-676.		

Sarra,	C.,	Spillman,	D.,	Jackson,	C.,	Davis,	J.,	&	Bray,	J.	(2018).	High-expectations	

relationships:	A	foundation	for	enacting	high	expectations	in	all	Australian	

schools.	The	Australian	Journal	of	Indigenous	Education,	1(14).	

Saunders,	J.,	Davis,	L.,	Williams,	T.,	&	Williams,	J.	H.	(2004).	Gender	differences	in	self-

perceptions	and	academic	outcomes:	A	study	of	African	American	high	school	

students.	Journal	of	Youth	and	Adolescence,	33(1),	81-90.	

Schaufeli,	W.	B.,	&	Leiter,	M.	P.	(1996).	Maslach	burnout	inventory-general	survey.	The	

Maslach	Burnout	Inventory-test	Manual,	1,	19-26.		

Schöne,	C.,	Dickhaeuser,	O.,	Spinath,	B.,	&	Stiensmeier-Pelster,	J.	(2002).	Skalen	zur	

erfassung	des	schulischen	selbstkonzepts	[Scales	to	assess	school	self-concept]	

Manual.	Hogrefe.		



 

222 
 

Schoon,	I.,	&	Eccles,	J.	S.	(Eds.).	(2014).	Gender	differences	in	aspirations	and	

attainment:	A	life	course	perspective.	Cambridge	University	Press.		

Schoon,	I.,	&	Ng-Knight,	T.	(2017).	Co-development	of	educational	expectations	and	

effort:	Their	antecedents	and	role	as	predictors	of	academic	success.	Research	

in	Human	Development,	14(2),	161-176.	

Schulz,	W.	(2006).	Measuring	the	socio-economic	background	of	students	and	its	effect	

on	achievement	in	PISA	2000	and	PISA	2003.	Annual	Meetings	of	the	American	

Educational	Research	Association	(AERA).	

Schünemann,	H.J.,	Best,	D.,	Vist,	G.,	Oxman,	A.D.,	&	Group,	G.W.	(2003).	Letters,	

numbers,	symbols	and	words:	How	to	communicate	grades	of	evidence	and	

recommendations.	Canadian	Medical	Association	Journal,	169,	677-680.	

Schünemann,	H.J.,	Higgins,	J.P.T.,	Vist,	G.E.,	Glasziou,	P.,	Akl,	E.A.,	Skoetz,	N.,	&	

Guyatt,	G.H.	(2021).	Completing	‘summary	of	findings’	tables	and	grading	the	

certainty	of	the	evidence.	In	Higgins,	J.	P.	T.,	Thomas,	J.,	Chandler,	J.,	

Cumpston,	M.,	Li,	T.,	Page,	M.J.,	and	Welch,	V.	A.	(Eds.).	Cochrane	handbook	

for	systematic	reviews	of	intervention,	version	6.2,	(Chapter	14).	Cochrane.	

www.training.cochrane.org/handbook	

Schünemann,	H.	J.,	Jaeschke,	R.,	Cook,	D.	J.,	Bria,	W.	F.,	El-Solh,	A.	A.,	Ernst,	A.,	Fahy,	

B.	F.,	Gould,	M.	K.,	Horan,	K.	L.,	Krishnan,	J.	A.,	Manthous,	C.	A.,	Maurer,	J.	R.,	

McNicholas,	W.	T.,	Oxman,	A.	D.,	Rubenfeld,	G.,	Turino,	G.	M.,	&	Guyatt,	G.	

(2006).	An	official	ATS	statement:	Grading	the	quality	of	evidence	and	

strength	of	recommendations	in	ATS	guidelines	and	

recommendations.	American	Journal	of	Respiratory	and	Critical	Care	

Medicine,	174,	605-614.	

Schünemann,	H.	J.,	Vist,	G.	E.,	Higgins,	J.	P.	T.,	Santesso,	N.,	Deeks,	J.	J.,	Glasziou,	P.,	

Akl,	E.	A.,	&	Guyatt,	G.	H.,	on	behalf	of	the	Cochrane	GRADEing	Methods	

Group,	(2021).	Interpreting	results	and	drawing	conclusions.	In	Higgins,	J.	P.,	

Thomas,	J.,	Chandler,	J.,	Cumpston,	M.,	Li,	T.,	Page,	M.J.,	Welch,	V.A.	

(Eds.).	Cochrane	handbook	for	systematic	reviews	of	interventions,	version	6.2.	

(Chapter	15).	Cochrane.	Available	from	www.training.cochrane.org/handbook.	



 

223 
 

 

Schwinger,	M.,	Wirthwein,	L.,	Lemmer,	G.,	&	Steinmayr,	R.	(2014).	Academic	self-

handicapping	and	achievement:	A	meta-analysis.	Journal	of	Educational	

Psychology,	106(3),	744.	

Seaton,	M.,	Parker,	P.,	Marsh,	H.	W.,	Craven,	R.	G.,	&	Yeung,	A.	S.	(2014).	The	

reciprocal	relations	between	self-concept,	motivation	and	achievement:	

Juxtaposing	academic	self-concept	and	achievement	goal	orientations	for	

mathematics	success.	Educational	Psychology,	34(1),	49-72.	

Sen,	A.	(2000).	Development	as	freedom.	Anchor	Books.	

Sikora,	J.,	&	Biddle,	N.	(2015).	How	gendered	is	ambition?	Educational	and	

occupational	plans	of	Indigenous	youth	in	Australia.	International	Journal	of	

Educational	Development,	42,	1-13.	https://doi.org/10.1016/j.ijedudev.2015.02.011	

Silver,	N.	(2012).	The	signal	and	the	noise.	Why	so	many	predictions	fail	but	some	don´t.	

The	Penguin	Press.		

Singar,	S.	N.,	&	Zainuddin,	A.	(2017).	Exploring	the	school	dropout	factors	among	

Indigenous	students	in	Melaka.	Journal	of	Administrative	Science	Special	

Edition:	Socio-Economic	Issue,	14(3),	1-13.	

Sirin,	S.	R.	(2005).	Socioeconomic	status	and	academic	achievement:	A	meta-analytic	

review	of	research.	Review	of	Educational	Research,	75(3),	417-453.	

Skinner,	E.,	Furrer,	C.,	Marchand,	G.,	&	Kindermann,	T.	(2008).	Engagement	and	

disaffection	in	the	classroom:	Part	of	a	larger	motivational	dynamic?	Journal	of	

Educational	Psychology,	100(4),	765-781.	https://doi.org/10.1037/a0012840		

Skinner,	E.	A.,	&	Wellborn,	J.	G.	(1994).	Coping	during	childhood	and	adolescence:	a	

motivational	perspective.	In	Featherman,	D.,	Lerner,	R.,	&	Perlmutter,	M.	

(Eds.).	Life-span	development	and	behavior,	(Vol.	12,	pp.	91-133).	Erlbaum.		

Smith,	L.	2012.	Decolonizing	methodologies:	Research	and	Indigenous	Peoples,	(2nd	ed.).	

Zed	Books.		

Smith,	E.,	&	Smith	Jr,	J.	(2008).	Using	secondary	data	in	educational	and	social	research.	

McGraw-Hill	Education.	

Snell,	D.,	&	Hart,	A.	(2008).	Reasons	for	non-completion	and	dissatisfaction	among	

apprentices	and	trainees:	A	regional	case	study.	International	Journal	of	

Training	Research,	6(1),	44-73.	



 

224 
 

Song,	S.,	Perry,	L.	B.,	&	McConney,	A.	(2014).	Explaining	the	achievement	gap	between	

Indigenous	and	non-Indigenous	students:	An	analysis	of	PISA	2009	results	for	

Australia	and	New	Zealand.	Educational	Research	and	Evaluation,	20,	178-198.	

https://doi.org/10.1080/13803611.2014.892432	

Stanton-Salazar,	R.	D.	(2011).	A	social	capital	framework	for	the	study	of	institutional	

agents	and	their	role	in	the	empowerment	of	low-status	students	and	

youth.	Youth	&	Society,	43(3),	1066-1109.	

Stearns,	E.,	Moller,	S.,	Blau,	J.,	&	Potochnick,	S.	(2007).	Staying	back	and	dropping	out:	

the	relationship	between	grade	retention	and	school	dropout.	Sociology	of	

Education,	80,	210-240.	https://doi.org/10.1177/	003804070708000302.		

Steering	Committee	for	the	Review	of	Government	Service	Provision.	(2012).	2012	

Indigenous	Expenditure	Report.	Productivity	Commission.	Canberra.	

http://www.pc.gov.au/__data/	assets/pdf_file/0007/119356/indigenous-

expenditure-report-2012.pdf		

Stein,	G.	L.,	&	Hussong,	A.	(2007).	Social	and	academic	expectations	about	high	school	

for	at-risk	rural	youth.	American	Secondary	Education,	36,	59-79.		

Steinberg,	L.,	&	Morris,	A.	S.	(2001).	Adolescent	development.	Annual	Review	of	

Psychology,	52(1),	83-110.	

Sterne,	J.	A.	C.,	Egger,	M.,	&	Moher,	D.	(2008).	Addressing	reporting	biases.	In	Higgins,	

J.	P.	T.,	&	Green,	S.	(Eds.),	Cochrane	handbook	for	systematic	reviews	of	

interventions,	(pp,	297-333).	John	Wiley	&	Sons.	

Suárez-Orozco,	C.,	Pimentel,	A.,	&	Martin,	M.	(2009).	The	significance	of	relationships:	

Academic	engagement	and	achievement	among	newcomer	immigrant	youth.	

Teachers.	College	Record,	111(3),	712-749.			

Suina,	M.,	&	Chosa,	C.	T.	(2021).	Growing	pueblo	data	sovereignty.	In	Walter,	M.,	

Kukutai,	T.,	Carroll,	S.	R.,	&	Rodriguez-Lonebear,	D.	(Eds.).	Indigenous	data	

sovereignty	and	policy,	(pp.	51-61).	Taylor	&	Francis.	

Swartz,	D.	(1997).	Culture	and	power:	The	sociology	of	Bourdieu.	University	of	Chicago	

Press.	

Sznitman,	S.	R.,	Reisel,	L.,	&	Khurana,	A.	(2017).	Socioeconomic	background	and	high	

school	completion:	Mediation	by	health	and	moderation	by	national	context.	



 

225 
 

 

Journal	of	Adolescence,	56,	118-126.	

https://doi.org/10.1016/j.adolescence.2017.02.004	

Taber,	K.S.	(2018).	The	use	of	Cronbach’s	alpha	when	developing	and	reporting	

research	instruments	in	science	education.	Research	in	Science	

Education,	48,	1273-1296.		

Taboada	Barber,	A.	M.,	Buehl,	M.	M.,	&	Beck,	J.	S.	(2017).	Dynamics	of	engagement	and	

disaffection	in	a	social	studies	classroom	context.	Psychology	in	the	Schools,	

54(7),	736-755.	

Taylor,	J.	&	Kukutai,	T.	(2016).	Indigenous	data	sovereignty,	Australian	National	

University.	Centre	for	Aboriginal	Economic	Policy	Research,	ANU.	

Tenenbaum,	H.	R.,	Porche,	M.	V.,	Snow,	C.	E.,	Tabors,	P.,	&	Ross,	S.	(2007).	Maternal	

and	child	predictors	of	low-income	children’s	educational	attainment.	Journal	

of	Applied	Developmental	Psychology,	28,	227-238.	

https://doi.org/10.1016/j.appdev.2007.02.002	

Thomson,	S.	(2018).	Achievement	at	school	and	socioeconomic	background:	An	

educational	perspective.	Science	Learn	3,	5.	https://doi.org/10.1038/s41539-018-

0022-0	

Thomson,	S.,	De	Bortoli,	L.,	&	Buckley,	S.	(2013).	PISA	2012:	How	Australia	measures	up.	

ACER.	

https://research.acer.edu.au/cgi/viewcontent.cgi?article=1015&context=ozpisa	

Thomson,	S.,	De	Bortoli,	L.,	&	Underwood,	C.	(2017).	PISA	2015:	Reporting	Australia's	

results.	Australian	Council	for	Educational	Research	(ACER).	Retrieved	12	

August,	2019,	from	https://research.acer.edu.au/ozpisa/22	

Thouin,	É.,	Lavoie,	L.,	Dupéré,	V.,	&	Archontakis,	C.	(2018).	Examining	school	dropout	

through	the	lens	of	psychosocial	and	socio-geographic	context,	the	dynamic	

stress	process,	and	students’	life	courses:	A	proposal	for	a	theoretical	

framework.	Les	Sciences	de	l'education-Pour	l'Ere	nouvelle,	51(3),	61-77.	

Tieken,	M.	C.	(2014).	Why	rural	schools	matter.	The	University	of	North	Carolina	Press.	

Tilly,	D.,	1999,	Durable	Inequality.	University	of	California	Press.	

Tinto,	V.	(1987).	Leaving	college:	Rethinking	the	causes	and	cures	for	student	attrition.	

University	of	Chicago	Press.		



 

226 
 

Tinto,	V.	(1994).	Leaving	college:	Rethinking	the	causes	and	cures	for	student	attrition,	

(2nd	ed.).	University	of	Chicago	Press.	

Tschannen-Moran,	M.,	Woolfolk	Hoy,	A.,	&	Hoy,	W.	K.	(1998).	Teacher	efficacy:	Its	

meaning	and	measure.	Review	of	Educational	Research,	68(2),	202-248.		

Turnbull,	S.	M.,	Meissel,	K.,	Locke,	K.,	&	O'Neale,	D.	R.	(2020,	April).	The	impact	of	

science	capital	on	self-concept	in	science:	A	study	of	university	students	in	

New	Zealand.	In	Frontiers	in	Education,	(Vol.	5,	pp.	27).	Frontiers.	

Turner-Adams,	H.	(2021).	Review	of	Matiu	Rātima,	Jennifer	Smith,	Angus	Macfarlane,	

and	Sonja	Macfarlane:	The	hikairo	schema	for	primary:	Culturally	responsive	

teaching	and	learning.	New	Zealand	Journal	of	Education	Studies,	56,	325-327.	

https://doi-org.ezproxy1.acu.edu.au/10.1007/s40841-021-00217-0	

Turner-Adams,	H.,	&	Rubie-Davies,	C.M.	(2019).	Teacher	expectations	and	educational	

equity	in	teacher	education.	In	Peters,	M.	(Ed.).	Encyclopedia	of	Teacher	

Education,	Springer.	https://doi.org/10.1007/978-981-13-1179-6_335-1	

Twyfords,	V.,	Waters,	S.,	Hardy,	M.,	&	Dengate,	J.	(2012).	The	power	of	co:	The	smart	

leaders’	guide	to	collaborative	governance,	Twyford	Consulting.	

United	Nations,	(1989).	Convention	on	the	rights	of	the	child,	Annual	Review	of	

Population	Law,	16,	95-501.	

United	Nations,	(2017).	State	of	the	world’s	Indigenous	peoples:	Education,	(Vol.	3).	

United	Nations,	retrieved	4	April,	2020,	from	

www.un.org/develoopment/desa/indigenouspeoples/wp-

content/uploads/sites/19/2017/12/State-of-Worlds-Indigenous	

Peoples_III_WEB2018.pdf	

United	Nations	Department	of	Economic	and	Social	Affairs	(UNDESA).	(2020).	State	of	

the	world´s	Indigenous	peoples:	Education,	(Vol	3).	United	Nations	Department	

of	Economic	and	Social	Affairs.		

Vallerand,	R.	J.,	Fortier,	M.	S.,	&	Guay,	F.	(1997).	Self-determination	and	persistence	in	

a	real-life	setting:	Toward	a	motivational	model	of	high	school	

dropout.	Journal	of	Personality	and	Social	psychology,	72(5),	1161.	

Van	Zanden,	B.,	Marsh,	H.	W.,	Seaton,	M.,	and	Parker,	P.	(2015).	Self-concept:	From	

unidimensional	to	multidimensional	and	beyond.	In	Wright,	J.	D.,	



 

227 
 

 

(Ed.).	International	encyclopedia	of	the	social	and	behavioral	sciences,	(pp.	460-

468).	Elsevier.	https://doi.org/10.1016/B978-0-08-097086-8.25089-7	

Vasconcellos,	D.,	Parker,	P.	D.,	Hilland,	T.,	Cinelli,	R.,	Owen,	K.	B.,	Kapsal,	N.,	Lee,	J.,	

Antczak,	D.,	Ntoumanis,	M.,	Ryan,	M.	R.,	&	Lonsdale,	C.	(2020).	Self-

determination	theory	applied	to	physical	education:	A	systematic	review	and	

meta-analysis.	Journal	of	Educational	Psychology,	112(7),	1444-1469.	

Veiga,	F.	H.	(2013).	Envolvimento	dos	alunos	na	escola:	Elaboração	de	uma	nova	escala	

de	avaliação.	International	Journal	of	Developmental	and	Educational	

Psychology,	1,	441-449.		

Victorian	TAFE	Association	Inc.	(2000)	Victoria’s	apprenticeship	and	traineeship	

system:	A	critical	analysis,	a	submission	to	the	review	of	the	quality	of	training	

in	Victoria’s	apprenticeship	system.	Retrieved	15	May	2022,	from	

https://vta.vic.edu.au/wp-content/uploads/2021/12/apprentice-1.pdf.	

Veiga,	F.	H.,	Garcia,	F.,	Reeve,	J.,	Wentzel,	K.,	&	Garcia,	O.	(2015).	When	adolescents	

with	high	self-concept	lose	their	engagement	in	school.	Revista	de	

Psicodidactica,	20(2),	305-320.	

Waldfogel,	J.,	Garfinkel,	I.,	&	Kelly,	B.	(2005).	Public	assistance	programs:	How	much	

could	be	saved	with	improved	education.	Centre	for	Educational	Equity.	

Walter,	M.	(2015).	The	vexed	link	between	social	capital	and	social	mobility	for	

Aboriginal	and	Torres	Strait	Islander	people.	Australian	Journal	of	Social	

Issues,	50(1),	69-88.	https://doi.org/10.1002/j.1839-4655.2015.tb00335.x	

Walter,	M.	(2018)	The	voice	of	Indigenous	data:	Beyond	the	markers	of	disadvantage:	

First	things	first.	Griffith	Review,	60,	256-263.	

Walter,	M.	(2019)	Social	Research	Methods	ebook,	Oxford	University	Press,	ProQuest	

Ebook	Central,	Retrieved	1	Aug,	2021,	from	

http://ebookcentral.proquest.com/lib/acu/detail.action?docID=5979410	

Walter,	M.,	&	Andersen,	C.	(2016).	Indigenous	statistics:	A	quantitative	research	

methodology.	Routledge.	

Walter,	M.,	&	Carrol,	S.	R.	(2021).	Indigenous	data	sovereignty	governance	and	the	link	

to	Indigenous	policy.	In	Walter,	M.,	Kukutai,	T.,	Carroll,	S.	R.,	&	Rodriguez-

Lonebear,	D.	(Eds.).	Indigenous	data	sovereignty	and	policy.	Taylor	&	Francis.	



 

228 
 

Walter,	M.,	Lovett,	R.,	Maher,	B.,	Williamson,	B.,	Prehn,	J.,	Bodkin-Andrews,	G.,	&	Lee,	

V.	(2021).	Indigenous	data	sovereignty	in	the	era	of	big	data	and	open	

data.	Australian	Journal	of	Social	Issues,	56(2),	143-156.	

Walter,	M.,	&	Suina,	M.	(2019).	Indigenous	data,	Indigenous	methodologies	and	

Indigenous	data	sovereignty.	International	Journal	of	Social	Research	

Methodology,	22(3),	233-243.	https://doi.org/10.1080/13645579.2018.1531228		

Wang,	M.	T.,	&	Eccles,	J.	S.	(2012).	Adolescent	behavioral,	emotional,	and	cognitive	

engagement	trajectories	in	school	and	their	differential	relations	to	

educational	success.	Journal	of	Research	on	Adolescence,	22,	31-39.	

https://doi.org/10.1111/j.1532-7795.2011.00753.x	

Wang,	M.	T.,	&	Eccles,	J.	S.	(2013).	School	context,	achievement	motivation,	and	

academic	engagement:	A	longitudinal	study	of	school	engagement	using	a	

multidimensional	perspective.	Learning	and	Instruction,	28,	12-23.	

Wang,	Y.,	&	Tong,	X.	(2004).	Analysis	on	the	social	supporting	network	of	the	rural	

migrants.	Sociological	Research,	2,	42-48.	

Wang,	M.	T.,	&	Fredericks,	J.	(2014).	The	reciprocal	links	between	school	engagement,	

youth	problem	behaviors,	and	school	dropout	during	adolescence.	Child	

Development,	85,	722-737.	https://doi.org/10.1111/cdev	12138.		

Wang,	M.	T.,	Fredricks,	J.	A.,	Ye,	F.,	Hofkens,	T.	L.,	&	Linn,	J.	S.	(2016).	The	math	and	

science	engagement	scales:	Scale	development,	validation,	and	psychometric	

properties.	Learning	and	Instruction,	43,	16-26.	

Waring,	C.	D.	L.	(2017).	“It’s	like	we	have	an	‘in’	already.”	Du	Bois	Review:	Social	Science	

Research	on	Race,	14,	145-163.	https://doi.org/10.1017/S1742058X16000357	

Webb,	N.	M.,	Shavelson,	R.	J.,	&	Haertel,	E.	H.	(2006).	4	Reliability	coefficients	and	

generalizibility	theory.	Handbook	of	statistics,	26,	81-124.		ISSN	0169-7161.	

Wehlage,	G.	G.,	Rutter,	R.	A.,	Smith,	G.	A.,	Lesko,	N.,	&	Fernandez,	R.	R.	(1989).	

Reducing	the	risk:	Schools	as	communities	of	support.	Falmer	Press.		

White,	J.,	Spence,	N.,	&	Maxim,	P.	(2013).	A	new	approach	to	understanding	Aboriginal	

educational	outcomes:	The	role	of	social	capital.	In	Widdowson,	F.,	&	Howard,	

A.	(Eds.).	Approaches	to	Aboriginal	education	in	Canada:	Searching	for	

solutions,	(pp.	161-179).	Brush	Education.	



 

229 
 

 

Widdowson,	F.,	&	Howard,	A.	(Eds.).	(2013).	Approaches	to	Aboriginal	education	in	

Canada:	Searching	for	solutions.	Brush	Education.	

Wigfield,	A.	(1994).	Expectancy-value	theory	of	achievement	motivation:	A	

developmental	perspective.	Educational	Psychology	Review,	6(1),	49-78.	

Wigfield,	A.,	&	Eccles,	J.	S.	(2000).	Expectancy–value	theory	of	achievement	

motivation.	Contemporary	Educational	Psychology,	25(1),	68-81.		

Willms,	J.	D.	(2003).	Student	engagement	at	school:	A	sense	of	belonging	and	

participation.	Results	from	PISA	2000.	Organization	for	Economic	Cooperation	

and	Development	(OECD).	Retrieved	8	September,	2019	from	

https://meteoreducation.com/wp-content/uploads/oecd-student-engagement-

study.pdf	

Wils,	A.,	Sheehan,	P.,	&	Shi,	H.	(2019).	Better	secondary	schooling	outcomes	for	

adolescents	in	low-and	middle-income	countries:	Projections	of	cost-effective	

approaches.	Journal	of	Adolescent	Health,	65(1),	S25-S33.	

https://doi.org/10.1016/j.jadohealth.2019.03.024	

Wilson,	K.,	&	Alloway,	T.	(2013).	Expecting	the	unexpected:	Engaging	diverse	young	

people	in	conversations	around	science.	Australian	Educational	Researcher,	

40(2),	195-206.	

Woolcock,	M.	(2001).	The	place	of	social	capital	in	understanding	social	and	economic	

outcomes.	In	Helliwell,	J.	F.,	(Ed.),	The	contribution	of	human	and	social	capital	

to	sustained	economic	growth	and	well-being,	International	Symposium	Report,	

(pp.	65-88).	Human	Resources	Development	Canada	and	OECD.	OECD	

Publications.	

Wu,	H.,	Guo,	Y.,	Yang,	Y.,	Zhao,	L.,	&	Guo,	C.	(2021).	A	meta-analysis	of	the	

longitudinal	relationship	between	academic	self-concept	and	academic	

achievement.	Educational	Psychology	Review.	Retrieved	27	August,	2021	from	

https://doi.org/10.1007/s10648-021-09600-1	

Xing,	X.,	&	Gordon,	H.R.D.	(2021).	Mediating	effects	of	school	engagement	between	

high	school	on-time	completion	and	career	and	technical	education.	Vocations	

and	Learning,	14,	1-21.	https://doi.org/10.1007/s12186-020-09252-2	



 

230 
 

Yeung,	A.	S.,	Craven,	R.	G.,	&	Ali,	J.	(2013).	Self-concepts	and	educational	outcomes	of	

Indigenous	Australian	students	in	urban	and	rural	school	settings.	School	

Psychology	International,	34(4),	405-427.	

Zaff,	J.	F.,	Donlan,	A.,	Gunning,	A.,	Anderson,	S.	E.,	McDermott,	E.,	&	Sedaca,	M.	

(2017).	Factors	that	promote	high	school	graduation:	A	review	of	the	

literature.	Educational	Psychology	Review,	29(3),	447-476.	

Zandvliet,	D.,	Brok,	P.,	Mainhard,	T.,	&	Tartwijk,	J.	(2014).	The	theory	and	practice	of	

interpersonal	relationships	in	education.	In	Zandvliet,	D.,	Brok,	P.	D.,	

Mainhard,	T.,	&	Tartwijk,	J.	V.	(Eds.).	Interpersonal	relationships	in	education:	

From	theory	to	practice,	(pp.	1-7).	Sense	Publishers.		

Zechmeister,	E.	B.,	Shaughnessy,	J.	J.,	&	Zechmeister,	J.	S.	(1997).	A	practical	

introduction	to	research	methods	in	psychology.	McGraw-Hill	Humanities,	

Social	Sciences	&	World	Languages.	

Zhang,	S.,	&	Chen,	F.	(2012).	Social	capital	and	social-economic	identity	among	urban	

residents.	Journal	of	Xi'an	Jiaotong	University	(Social	Sciences),	32(3),	95-100.	

	

	

	



 

231 
 

 

Appendix A: 
Eligibility Criteria for Systematic Review 
(Study 1) 

1) Inclusion	of	academic	self-concept	and	educational	outcome	variables	

Studies	need	to	include	(at	least)	one	academic	self-perception	variable	(for	example,	

self-concept,	perceived	competence,	self-efficacy,	expectancy	for	success,	or	self-

confidence	measure)	AND	(at	least)	one	educational	outcome	variable	(school	

graduation,	school	completion,	Year	12	completion,	high	school	diploma,	school	

attendance,	educational	attainment,	school	engagement,	add	additional)	

 

2) Self-concept	measures	needs	to	be	domain	specific			

That is, self-concept measures are required to be specific to academics or mathematics, 

numeracy, literacy, science, information technology, etc. General self-concept measures are 

not included unless related to a school domain. Domain specific measures may include: 

academic self-concept, reading self-efficacy, general academic self-concept, perceived 

competence in (education, school, physics, mathematics, reading), a general measure that 

includes more than one domain (e.g., science and mathematics combined). Measures that are 

not domain specific may include: self-concept, self-efficacy, self-esteem 

 

3) Quantitative	measures	and	statistical	information	required	

Studies	demonstrate	a	quantitative	relationship	between	an	evaluative	self-construct	

such	as	academic	self-concept	or	academic	self-efficacy	and	educational	outcomes,	

such	as	school	completion,	school	attendance,	grade	promotion	or	student	
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engagement.	That	is,	studies	must	include	interaction	effects	or	moderation	

(demonstrated	by	effects	sizes	such	as	Cohen´s	d	coefficient	or	other	relevant	values	

e.g.	standardised	mean	differences,	t	values,	f		values,	and	correlation	coefficients)	or	

appropriate	model	goodness	of	fit	(demonstrated	by	deviance,	Fisher	scoring	

algorithm,	Akaike	Information	Criteria	or	the	Hosmer-Lemeshow	Goodness	of	Fit	test.	

 

4) Types	of	study	to	be	included	and	excluded	

Studies	will	be	included	if	studies	meet	the	following	criteria:	

• Studies	that	have	quantitative	methods	or	includes	a	quantitative	component	

• Papers	written	in	English	

• Papers	published	in	any	year	

• Published	full-text	papers	from	peer	reviewed	journals	and	books,	and	unpublished	

full-text	papers	(grey	literature),	such	as	theses,	dissertations,	and	conference	

papers	

• Studies	that	used	data	collected	specifically	for	the	study	purpose	(primary	data)	or	

pre-existing	data	(secondary	data)		

• Studies	involving	school-aged	individuals,	approximately	4	to	18	years	old,	as	

anticipated	to	attend	pre-school	to	Year	12	or	equivalent.	Participants’	age	or	school	

participation	must	be	demonstrated.		

• Special	needs	students	may	be	included	only	where	present	as	part	of	a	broader	

sample.	For	example,	students	with	learning	disabilities	such	as	dyslexia,	may	be	

included	as	they	are	not	usually	separated	from	a	mainstream	class	environment.		

• Studies	will	be	included	if	the	self-concept	variable	is	specific	to	an	academic	

competency	(e.g.,	academic	self-concept,	academic	self-efficacy,	mathematics	self-

concept,	reading	self-efficacy,	perceived	competence	in	chemistry,	STEM	self-

efficacy).	

Studies	will	be	excluded	if	they	meet	one	or	more	of	the	following	criteria:	

• Published	abstracts	without	a	full-text	paper.	
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• Meta-analyses,	systematic	reviews	or	literature	reviews	that	report	on	existing	

findings.	

• Studies	where	participants	are	exclusively	students	with	special	needs,	such	as	

mental	or	physical	disabilities,	as	related	findings	may	not	be	relevant	to	

mainstream	students.	

• Studies	where	participants	are	undertaking	any	form	of	post-secondary	study.	

• Studies	where	the	educational	outcome	variable	is	academic	achievement,	

academic	performance	or	other	score-based	measure	of	cognitive	ability	will	be	

excluded,	as	a	large	body	of	research	has	previously	affirmed	the	positive	link	

between	self-concept	and	academic	achievement.	
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Appendix B: 
Database Searches for Systematic Review 
(Study 1) 

Search Terms and Search Strategy 

ERIC	Database	

S1=	TI	(	“self-concept"	OR	"self-efficacy"	OR	"self-esteem"	OR	“self-belief”	OR	“self	

belief”	OR	"competenc*	perception*"	OR	"competenc*	belief*"	OR	“perceived	

competence”	OR	“self-perceived	competence”	OR	“perception*	of	competenc*”	OR	

"self-perception*"	OR	“expecta*"	OR	“expectancy	*	success”	OR	“expectation	*	success”	

OR	“self-confidence”	OR	“self-regard”	OR	“self-evaluat*”	)		

AND		

TI	(	“dropout*”	OR	“drop*	out”	OR	“student	attrition”	OR	"school	attrition"	OR	“school	

completion”	OR	“school	non-completion”	OR	"school	attendance”	OR	“student	

attendance”	OR	"attendance	at	school"	OR	“school	retention”	OR	“retention	of	

students”	OR	“retention	at	school”	OR	"retention	rate"	OR	“school	leaver*”	OR	“truan*”	

OR	“school	graduat*”	OR	“school	refusal”	OR	“student	engagement”	OR	“school	

engagement”	OR	"engagement	at	school"	OR	“educational	outcome*”	OR	“school	

attainment”	OR	“school	diploma”	OR	"school	certificate"	OR	"school	equivalen*	

diploma"	OR	"school	equivalen*	certificate"	OR	“school	failure”	OR	“academic	failure”	

OR	“school	success”	OR	“year	level	promotion”	OR	“grade	promotion”	OR	“student	

promotion”	OR	“academic	promotion”	OR	“grade	retention”	OR	"year	level	retention")	

S2	=	AB	(“self-concept"	OR	"self-efficacy"	OR	"self-esteem"	OR	“self-belief”	OR	“self	

belief”	OR	"competenc*	perception*"	OR	"competenc*	belief*"	OR	“perceived	
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competence”	OR	“self-perceived	competence”	OR	“perception*	of	competenc*”	OR	

"self-perception*"	OR	“expecta*"	OR	“expectancy	*	success”	OR	“expectation	*	success”	

OR	“self-confidence”	OR	“self-regard”	OR	“self-evaluat*”)		

AND		

AB	(	“dropout*”	OR	“drop*	out”	OR	“student	attrition”	OR	"school	attrition"	OR	

“school	completion”	OR	“school	non-completion”	OR	"school	attendance”	OR	“student	

attendance”	OR	"attendance	at	school"	OR	“school	retention”	OR	“retention	of	

students”	OR	“retention	at	school”	OR	"retention	rate"	OR	“school	leaver*”	OR	“truan*”	

OR	“school	graduat*”	OR	“school	refusal”	OR	“student	engagement”	OR	“school	

engagement”	OR	"engagement	at	school"	OR	“educational	outcome*”	OR	“school	

attainment”	OR	“school	diploma”	OR	"school	certificate"	OR	"school	equivalen*	

diploma"	OR	"school	equivalen*	certificate"	OR	“school	failure”	OR	“academic	failure”	

OR	“school	success”	OR	“year	level	promotion”	OR	“grade	promotion”	OR	“student	

promotion”	OR	“academic	promotion”	OR	“grade	retention”	OR	"year	level	retention")		

S3	=	S1	OR	S2	

PsychINFO Database 

S1=	TI		(	“self-concept"	OR	"self-efficacy"	OR	"self-esteem"	OR	“self-belief”	OR	“self	

belief”	OR	"competenc*	perception*"	OR	"competenc*	belief*"	OR	“perceived	

competence”	OR	“self-perceived	competence”	OR	“perception*	of	competenc*”	OR	

"self-perception*"	OR	“expecta*"	OR	“expectancy	*	success”	OR	“expectation	*	success”	

OR	“self-confidence”	OR	“self-regard”	OR	“self-evaluat*”	)		

AND		

TI	(	“dropout*”	OR	“drop*	out”	OR	“student	attrition”	OR	"school	attrition"	OR	“school	

completion”	OR	“school	non-completion”	OR	"school	attendance”	OR	“student	

attendance”	OR	"attendance	at	school"	OR	“school	retention”	OR	“retention	of	

students”	OR	“retention	at	school”	OR	"retention	rate"	OR	“school	leaver*”	OR	“truan*”	

OR	“school	graduat*”	OR	“school	refusal”	OR	“student	engagement”	OR	“school	

engagement”	OR	"engagement	at	school"	OR	“educational	outcome*”	OR	“school	

attainment”	OR	“school	diploma”	OR	"school	certificate"	OR	"school	equivalen*	
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diploma"	OR	"school	equivalen*	certificate"	OR	“school	failure”	OR	“academic	failure”	

OR	“school	success”	OR	“year	level	promotion”	OR	“grade	promotion”	OR	“student	

promotion”	OR	“academic	promotion”	OR	“grade	retention”	OR	"year	level	retention")	

S2	=	AB	(“self-concept"	OR	"self-efficacy"	OR	"self-esteem"	OR	“self-belief”	OR	“self	

belief”	OR	"competenc*	perception*"	OR	"competenc*	belief*"	OR	“perceived	

competence”	OR	“self-perceived	competence”	OR	“perception*	of	competenc*”	OR	

"self-perception*"	OR	“expecta*"	OR	“expectancy	*	success”	OR	“expectation	*	success”	

OR	“self-confidence”	OR	“self-regard”	OR	“self-evaluat*”)		

AND		

AB	(	“dropout*”	OR	“drop*	out”	OR	“student	attrition”	OR	"school	attrition"	OR	

“school	completion”	OR	“school	non-completion”	OR	"school	attendance”	OR	“student	

attendance”	OR	"attendance	at	school"	OR	“school	retention”	OR	“retention	of	

students”	OR	“retention	at	school”	OR	"retention	rate"	OR	“school	leaver*”	OR	“truan*”	

OR	“school	graduat*”	OR	“school	refusal”	OR	“student	engagement”	OR	“school	

engagement”	OR	"engagement	at	school"	OR	“educational	outcome*”	OR	“school	

attainment”	OR	“school	diploma”	OR	"school	certificate"	OR	"school	equivalen*	

diploma"	OR	"school	equivalen*	certificate"	OR	“school	failure”	OR	“academic	failure”	

OR	“school	success”	OR	“year	level	promotion”	OR	“grade	promotion”	OR	“student	

promotion”	OR	“academic	promotion”	OR	“grade	retention”	OR	"year	level	retention")		

S3	=	S1	OR	S2	

Web of Science Database 

S1=	TOPIC:	(“self-concept"	OR	"self-efficacy"	OR	"self-esteem"	OR	“self-belief”	OR	“self	

belief”	OR	"competenc*	perception*"	OR	"competenc*	belief*"	OR	“perceived	

competence”	OR	“self-perceived	competence”	OR	“perception*	of	competenc*”	OR	

"self-perception*"	OR	“expecta*"	OR	“expectancy	*	success”	OR	“expectation	*	success”	

OR	“self-confidence”	OR	“self-regard”	OR	“self-evaluat*”)	

S2	=	TOPIC:	(“dropout*”	OR	“drop*	out”	OR	“student	attrition”	OR	"school	attrition"	

OR	“school	completion”	OR	“school	non-completion”	OR	"school	attendance”	OR	

“student	attendance”	OR	"attendance	at	school"	OR	“school	retention”	OR	“retention	
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of	students”	OR	“retention	at	school”	OR	"retention	rate"	OR	“school	leaver*”	OR	

“truan*”	OR	“school	graduat*”	OR	“school	refusal”	OR	“student	engagement”	OR	

“school	engagement”	OR	"engagement	at	school"	OR	“educational	outcome*”	OR	

“school	attainment”	OR	“school	diploma”	OR	"school	certificate"	OR	"school	

equivalen*	diploma"	OR	"school	equivalen*	certificate"	OR	“school	failure”	OR	

“academic	failure”	OR	“school	success”	OR	“year	level	promotion”	OR	“grade	

promotion”	OR	“student	promotion”	OR	“academic	promotion”	OR	“grade	retention”	

OR	"year	level	retention")	

S1	AND	S2	

ProQuest Sociology 

S1	=	TI(“self-concept"	OR	"self-efficacy"	OR	"self-esteem"	OR	“self-belief”	OR	“self	

belief”	OR	"competenc*	perception?"	OR	"competenc*	belief?"	OR	“perceived	

competence”	OR	“self-perceived	competence”	OR	“perception?	of	competenc*”	OR	

"self-perception?"	OR	“expecta*"	OR	“expectation	of	success”	OR	"expectation	for	

success"	OR	“self-confidence”	OR	“self-regard”	OR	“self-evaluat*”)		

S2	=	TI(“dropout?”	OR	“drop*	out”	OR	“student	attrition”	OR	"school	attrition"	OR	

“school	completion”	OR	“school	non-completion”	OR	"school	attendance”	OR	“student	

attendance”	OR	"attendance	at	school"	OR	“school	retention”	OR	“retention	of	

students”	OR	“retention	at	school”	OR	"retention	rate"	OR	“school	leaver?”	OR	“truan*”	

OR	“school	graduat*”	OR	“school	refusal”	OR	“student	engagement”	OR	“school	

engagement”	OR	"engagement	at	school"	OR	“educational	outcome?”	OR	“school	

attainment”	OR	“school	diploma”	OR	"school	certificate"	OR	"school	equivalen*	

diploma"	OR	"school	equivalen*	certificate"	OR	“school	failure”	OR	“academic	failure”	

OR	“school	success”	OR	“year	level	promotion”	OR	“grade	promotion”	OR	“student	

promotion”	OR	“academic	promotion”	OR	“grade	retention”	OR	"year	level	retention")		

S3	=	S1	AND	S2	

S4	=	AB(“self-concept"	OR	"self-efficacy"	OR	"self-esteem"	OR	“self-belief”	OR	“self	

belief”	OR	"competenc*	perception?"	OR	"competenc*	belief?"	OR	“perceived	

competence”	OR	“self-perceived	competence”	OR	“perception?	of	competenc*”	OR	
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"self-perception?"	OR	“expecta*"	OR	“expectation	of	success”	OR	"expectation	for	

success"	OR	“self-confidence”	OR	“self-regard”	OR	“self-evaluat*”)		

S5	=	AB(“dropout?”	OR	“drop*	out”	OR	“student	attrition”	OR	"school	attrition"	OR	

“school	completion”	OR	“school	non-completion”	OR	"school	attendance”	OR	“student	

attendance”	OR	"attendance	at	school"	OR	“school	retention”	OR	“retention	of	

students”	OR	“retention	at	school”	OR	"retention	rate"	OR	“school	leaver?”	OR	“truan*”	

OR	“school	graduat*”	OR	“school	refusal”	OR	“student	engagement”	OR	“school	

engagement”	OR	"engagement	at	school"	OR	“educational	outcome?”	OR	“school	

attainment”	OR	“school	diploma”	OR	"school	certificate"	OR	"school	equivalen*	

diploma"	OR	"school	equivalen*	certificate"	OR	“school	failure”	OR	“academic	failure”	

OR	“school	success”	OR	“year	level	promotion”	OR	“grade	promotion”	OR	“student	

promotion”	OR	“academic	promotion”	OR	“grade	retention”	OR	"year	level	retention")		

S6	=	S4	AND	S5	

S3	OR	S6	
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Appendix C: 
Risk of Bias Quality Assessment Questions 
(Study 1) 

1. Does	the	study	have	a	clearly	defined	research	question?	(Y/N)	For	example,	is	it	

focused	in	terms	of	population	studied,	predictors	and	outcomes	considered?	

2. Is	the	study	design	is	clearly	stated	and	appropriate	to	the	research	question?	(Y/N)	

3. Is	sampling	in	the	study	conducted	appropriately	and	to	minimise	bias?	(Y/N)	Look	

for	selection	bias	that	might	compromise	the	generalisability	of	findings,	for	

example,	is	it	clear	who	the	research	is	about?	Was	everyone	included	who	should	

have	been?	Was	the	sample	representative	of	a	defined	population?	Was	the	

selection	process	likely	to	select	subjects/participants	that	were	representative	of	

the	target/reference	population	under	investigation?	Is	there	external	reliability?	

4. Is	the	definition	and	measurement	of	the	predictor	variable	provided	and	

appropriate	to	minimise	bias?	(Y/N)	For	example:	have	scales	been	validated?	Are	

Cronbach´s	alphas	measured	and	adequately	high?	(Cronbach´s	alpha	of	.7	and	

above	is	good,	.8	and	above	is	better,	and	.9	and	above	is	best.)	Were	all	subjects	

classified	into	exposure	groups	using	the	same	procedure?	

5. Are	confounding	variables	identified	and	taken	account	of	in	the	design	and/or	

analysis?	(Y/N)	For	example:	are	confounding	variables	identified	and	taken	

account	of	in	the	design	and/or	analysis?	Are	confounding	variables	controlled	in	

the	study?	

6. Is	the	definition	and	measurement	of	the	outcome	variable	provided	and	

appropriate	to	minimise	bias?	(Y/N)	For	example:	did	they	use	subjective	or	

objective	measurements?	Have	scales	been	validated?	Were	measurement	methods	
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similar	in	different	groups?	Were	subjects	and/or	the	outcome	blinded	to	the	

predictor	variable?	

7. Is	it	clear	what	was	used	to	determine	statistical	significance	and	/or	precision	

estimates?	(Y/N)	For	example,	p-values	and	confidence	intervals,	or	beta	

correlation	coefficients,	standard	errors	and	p-values,	or	chi-squared	test	of	

difference	or	other	such	measures.		

8. Was	missing	data	was	identified	and	addressed	appropriately?	(Y/N)	That	is,	does	

the	study	indicate	that	missing	data	was	identified	and	addressed	appropriately	

(e.g.,	through	complete	case	analysis,	imputation	or	other	method)?	

9. Are	the	results	believable?	(Y/N)	A	big	effect	size	is	hard	to	ignore.	Can	a	big	effect	

size	be	due	to	bias,	chance	or	confounding?	Are	the	design/methods	sufficiently	

flawed	to	make	the	results	unreliable?	Does	the	study	have	high	external	validity?	

Have	the	results	been	validated	on	another	cohort?	Are	success	criteria	of	results	

provided	(e.g.,	based	on	metrics	in	internal	validation	or	external	validation?)	

10. (For	cohort	studies	only)	Was	the	follow	up	of	subjects	complete	enough	and	long	

enough?	(Y/N)	That	is,	have	the	good	or	bad	effects	had	long	enough	to	reveal	

themselves	when	the	outcome	variable	was	measured?	Is	it	possible	that	persons	

lost	to	follow	up	may	have	different	outcomes	than	those	available	to	follow	up?)	

11. Other	observations	regarding	quality	assessment.	
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Appendix D: 
Full Regression Results for All Included 
Variables (Study 2 & Study 3) 

Full Regression Results for All Included Variables in the Model – Direct and interaction effects (2003) 

Pathways	of	Influence	on	school	non-completion	 																																				2003	Cohort	

	 Coef.				 (S.E.)	

Intercept	 -1.99	 	(0.09)	
	 	 	

Direct	Effects	 	 	

Prior	Achievement	(Maths)		 -0.29	 	(0.07)	

Prior	Achievement	(Reading)		 -0.34	 	(0.06)	

Prior	Achievement	(Science)		 -0.09	 	(0.08)	

Socioeconomic	status		 -0.31**	 (0.02)	

Indigenous	status		 0.45**	 (0.07)	

New	South	Wales		 0.05	 (0.10)	

Victoria		 -0.52	 (0.10)	

Queensland		 -0.47	 (0.10)	

South	Australia		 -0.16	 (0.12)	

Western	Australia		 0.12	 (0.10)	

Tasmania		 0.40	 (0.10)	

Northern	Territory		 0.24	 (0.10)	

Academic	Self-concept		 0.44**	 (0.02)	

Gender	(boys)		 0.38**	 (0.05)	

Grade		 -0.28	 (0.02)	
	 	 	

Interaction	Effects	 	 	

Socioeconomic	status	´	Indigenous	status		 0.36**	 (0.06)	

Socioeconomic	status	´	Academic	self-concept		 0.04	 (0.02)	

Note. Academic self-concept is negatively scored. *p < .05. **p < .001, all interactions entered 

simultaneously. 
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Full Regression Results for all Included Variables in the Model – Direct and Interaction effects (2009) 

Pathways	of	Influence	on	secondary	school	non-
completion	

																												2009			Cohort	

	 Coef.		 (S.E.)	

Intercept	 -2.28	 (0.09)	
	 	 	

Direct	Effects	 	 	

Prior	Achievement	(Maths)		 -0.35	 (0.12)	

Prior	Achievement	(Reading)		 -0.51	 (0.13)	

Prior	Achievement	(Science)		 -0.11	 (0.11)	

Socioeconomic	status		 -0.28**	 (0.03)	

Indigenous	status	 0.13	 (0.11)	

New	South	Wales		 0.37	 (0.09)	

Victoria		 0.52	 (0.10)	

Queensland		 -0.18	 (0.10)	

South	Australia		 0.18	 (0.10)	

Western	Australia		 0.19	 (0.12)	

Tasmania		 0.40	 (0.10)	

Northern	Territory		 0.84	 (0.10)	

Academic	Self-concept	 0.34**	 (0.02)	

Gender	(boys)	 -0.47**	 (0.07)	

Grade		 -0.08		 (0.03)	
	 	 	

Interaction	Effects	 	 	

Socioeconomic	status	´	Indigenous	status		 0.31**	 (0.09)	

Socioeconomic	status	´	Academic	self-concept		 0.06*	 *(0.02)	

Note. Academic self-concept is negatively scored. *p < .05. **p < .001, all interactions entered simultaneously. 

 


