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This chapter discusses development across a fascinating part
of the life span—early adolescence, adolescence, and young
adulthood. The time span covered is one in which individuals
experience many changes, including the biclogical changes
assaciated with puberty and the social and educational changes
resulting from transitions froim junior high to high school, from
high school to college or the work force, and from college o
the work force. During this period individuals make many
choices and have many experiences that can direct the course
of the rest of their adult lives, These choices include, among
others, whether or not 10 stay in school, what career or occupa-
tion to undertake, and whether or not to get married. Despite
their obvious importance, until recently the adolescent and
young adult periods did not receive as much astention as child-
hood in the developmental literature. This has changed during
the last decade, however; evidence of that change includes the
new Society for Research on Adolescence, new journals on
adolescence, and increased interest in postsecondary educa-
tion, as shown by the Office of Educational Research and Im-
provement’s funding of a center on postsecondary education
focused on learning and thinking.

In this chaprer we attempt to convey the most important
changes occurring during this part of life, focusing in particular
on changes in characteristics related 1o adolescents’ and young

adults’ school performance. We discuss changes in characteris-
tics such as self-concept, motivation, cognition, and achieve-
ment, and some factors that influence changes in these charac-
teristics. To convey these changes best, the chapter is organized
chronelogically and with a developmental focus, beginning
with early adolescence and moving through the adolescent
period to young adulthood.

In conceptualizing how development occurs, theorists have
proposed different theoretical models that can be classified into
two metatheoretical types, organismic and contextual. Each
type relies on different assumptions and metaphors for the
description of change and development (Lerner, 1986; Pepper,
1942; Piatrich, 1990). Organismic models use a metaphor that
highlights the individual organism as it develops through its
active construction and organization of the environment. Or-
ganismic models also tend to assume that development is char-
acterized by an epigenetic pattern of change involving qualita-
tive and discontinuous growth, According to such models, an
individual’s cognitive, social, or personal development at higher
levels of development is distinctly different from that at lower
levels, involving not just quantitatively more of some function
or structure but qualitatively new functions, structures, or orga-
nizations. In addition, many, although not all, organismic mxl-
eis assume that there is a teleological end point or final stage
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Mergendolier for his review and constructive comments on the entire chapter.
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of development (e.g., formal operations in Piagetian theory)
that some individuals will reach over the course of their life
(Lemer, 1980; Pintrich, 1990).

In contrast, contextual models use a basic metaphor of the
“historical event” as the key organizer of development, thereby
shifting the focus away from the individual to the context.
Contextual models emphasize the pature of the individual's
interactions with others in different situations and different envi-
ronmenis over the life course as the main influence on develop-
ment (Higgins & Parsons, 1983; Lerner, 1986; Pintrich, 1990).
Although contextual models such as Vygotskian theory and
different life-span theories focus on the importance of the con-
textuzal and situational demands on the individual, theorists
working in those frameworks also argue that change is an
active, constructive, and dialectical process among the multiple
contextual determinants of change and the individual’s personal
construal of these determinants (Pintrich, 1990). Contextual
models have been gaining greater prominence in both psychol-
ogy and education.

We include these contextual models in this chapter in tvo
ways. First, we highlight recent contextual theoretical models
of the development of adolescents’ and young adults’ cognition
and self-concepts; these models are a special focus in the section
on later adolescent and young adult development. Second, we
hightight different contexts of development that adolescents
and young adults experience—the school, family, and peer
group—and examine how each influences adolescent and
young adult development. We focus on the important changes
that occur in these contexts during this time period—the school
transitions, the “distancing” in parent—child relations, and the
emerging influence of the peer group during early and middie
adolescence. Because this book is on educational psychology,
the larger parnt of the discussion is devoted to the influence of
school contexts on development. Peer group and family rela-
tions are discussed most extensively in the section on early and
middle adolescence. We also consider how different develop-
mental trajectories, both positive and negative, across this pe-
ried can be understood, For instance, we discuss adolescents
who drop out of school versus those who enroll and succeed
in college. In each section we group differences in the character-
istics we discuss, with a particular focus on gender and race dif-
ferences.

Most of our own theoretical and empirical work has con-
cemed adolescents' and young adults’ achievement motivation,
achievement beliefs and attitudes, the relation of these beliefs
1o student cognition and strategy use, and their influence on
students’ performance in school (e.g., Eccles, 1984a, 1984hb;
Eccles, Adler, & Meece, 1984; Eccles & Wigfield, 1985; Eccles
et al, 1983; Meece, Wigfield, & Eccles, 1990; Pintrich, 1988,
1989, Pintrich & De Groot, 1990; Pintrich & Garcia, 1991; Wig-
field & Eccles, 1992: Wighield, Eccles, Mac iver, Reuman, &
Midgley, 1991}, For this reason, our emphasis will be on re-
search that has examined students’ motivation and cognition
and the relation of these factors to students' achievement, an
emphasis that seems appropriate to a handbook on educational
Psychology. Because the research in these areas across the age
span under consideration is voluminous, we have had to be
selective in our review. Wherever possible we make suggestions
about where readers can find mere information on topics that
they find to be of particular interest.
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DEVELOPMENT DURING EARLY
AND MIDDLE ADOLESCENCE

During the early adolescent years children experience the
biological and social changes associated with puberty. Most
adolescents also make two important school transitions during
early and middle adolescence: moving from elementary to mid-
dle school or junior high school, and then froni middle school
to high school. Different theorists (e.g.,, Blyth, Simmons, &
Carlton-Ford, 1983; Eccles & Midgley, 1989; Hill & Lynch, 1983;
M. Rosenberg, 1986; Simmons, Biyth, Van Cleaves, & Bush,
19792 have proposed that these changes have significant impact
on 4 variety of developmental outcomes. Many children make
these changes relatively easily. Others, however, have difficulty
with one or another of these changes and 2s a result are at risk
for 2 number of unfortunate developmental outcomes, such as
dropping out of school, drug abuse, and delinquency. We begin
our discussion of these changes with a consideration of the
biological changes that oceur during early adolescence.

Biological Changes Associated With Puberty

The biclogical changes associated with puberty are the most
dramatic ones that individuals experience during their lifetimes
(outside of prenatal development), and these changes have
often been used to characterize the early adolescent period as
a period of “storm and stress” (Hall, 1904), during which there
is a great deal of condlict between children, parents, and teach-
ers (e.g., Blos, 1979; Freud, 1958). We have heard teachers (and
parents) say, “If we could just lock kids up for those years,
things would be fine!” While it is undeniable that major physical
changes occur during early adolescence, many researchers now
believe that the characterization of this time period as one of
storm and stress is an overstatemnent {see, e.g., Brooks-Gunn &
Reiter, 1990; Dombusch, Petersen, & Hetherington, 1991). Yet
recently Lemer, Entwisle, and Hauser (1994) again used the
term “crisis” in their description of the state of contemporary
American adolescents. Whether or not adolescents are in crisis,
the biological changesthey go through do have many influences
on their behaviors and thoughts.

A complete review of those biglogical changes is beyond
the scope of this chapter (see Adams, Montemayor, & Gullotta,
1989; Brooks-Gunn & Reiter, 1990; Buchanan, Eccles, & Becker,
1992; Malina, 1990; and Paikoff & Brooks-Gunn, 1999, for a
thorough discussion of these changes). Briefly, during early
adolescence children undergo a growth spurt and develop sec-
ondary sex characteristics as a result of activation of the hor-
mones contrelling these physical developments. The processes
by which the hormones become activated are not well undet-
stood, but their effects are clear. One important point to note
is that the timing of puberty is quite different for girls and boys.
Girls enter puberty approximately 18 months before boys do,
which means that during early adolescence girls and boys of
the same chronological age are at quite different points in their
physical development, a fact that is readily apparent to anyone
observing in middle grades classrooms. There now is a large
literature on the effects of early versus late mauurity for boys
and girls. There is some consensus that for boys, early maturity
is advantageous, particularly with respect to their participation
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in sports activities (see Malina, 1990) and social standing in
school {Petersen, 1985). For girls, early maturity can be prob-
lematic, since they will be the first to experience pubertal
changes and thus can feel “out of sync” with their agemares
(see Petersen, 1988; Simmons & Blyth, 1987). In fact, Simmons
and her colleagues (1979} report that early-maturing girls have
the lowest self-esteem and the most difficulty adjusting to school
transitions, parnticularly the transition from elementary to junior
high school. Like early-maturing girls, later maruring boys also
may have some difficulties as a result of their physical develop-
ment being out of synchroay with their agemates’ develop-
ment.

Magnusson and Stattin have traced the long-ternm conse-
guences of early maturation in females (Magnusson, 1988; Stat-
tin & Magnusson, 1990). Early-maturing girls in Sweden obtain
less education and marry earlier than their later maturing peers
despite no initial differences in achievement leveis. The authors
present evidence that this effect is mediated through the associa-
tion of early maruration with involvement with older adoles-
cents: Early-maturing females are more likely to join older peer
groups and to begin dating older males; in turn, the early-
maturing girls in these peer groups are more likely to drop out
of school and get married, perhaps because school achievement
is not valued by their peer social network, while early entry
into the job market and early marriage are. These results are
consistent with the oft-cited finding that underachievement in
males tends to begin in early elementary school, while under-
achievement in females is more likely to begin in early adoles-
cence, Clearly, there is a need to understand the link between
pubertal development and school achievement better, particu-
larly for females.

Recently a2 number of researchers have been assessing how
the hormonal changes that occur in early adolescence relate to
children’s behavior at this time. Both Paikoff and Brooks-Gunn
(1950) and Buchanan et al. (1992) have proposed several differ-
ent possible models 1o account for these refations, ranging from
models that propose a direct link between hormonal change
and behavior to models that propose mediated and cumulative
effects—-that is, the hormones’ effects on behavior are said to
be mediated through the physical changes in children’s bodies
and the sacial experiences early adolescents have. There is
some interesting evidence for the relatively direct effects of
hormmones on behaviors such as aggression (Olweus, Mattsoon,
Schalling, & Low, 1980, 1988; Susman, Inof-Germain, Nottel-
mann, Loriaux, Cutler, & Chrousos, 1987), sexuality (Udry,
1988), and mood swings (Buchanan, 1989; Buchanan et al,,
1992). However, many researchers {e.g., Buchanan et al,, 1992;
Petersen & Taylor, 1980} have adopted the mediated effects
model, arguing that hormones affect behavior indirectly
through their impact on secondary sex characteristics, or in
combination with social and personality factors. As an example
of the latter kind of effect, Brooks-Gunn and Warren (1988)
reported that pubertal changes influenced girls' body image
and descriptions of themselves; for instance, breast develop-
ment was associated with a positive body image, superior ad-
justment, and positive peer relations. These psychological dif-
ferences likely influence other psychological and behavior
outcomes, such as school achievement. To give an example of
how pubertal changes can influence children’s relations with
others, Steinberg (1987, 1988) argued that parent—child rela-

tions change most at the peak of pubertal development, 2 point
we return to later,

These physical changes are not the only changes early ado-
lescents face; they also undergo school transitions and im-
portant social changes as well. Those researchers adopting a
cumulative effects model (e.g., Simmons & Blyth, 1987; Sim-
mons, Burgeson, Carlton-Ford, & Blyth, 1987} argue that it is
the combinatien of changes occurring in early adolescence that
can be problematic for some early adolescents. Pubertal change,
school transiticns, socizl changes such as dating, and potential
family changes all can cccur at this time. If several of those
changes are negative, children can be at risk for developmental
problems such as lowered self-esteem and early sexual activity
(Simmons et al., 1987). Again, because girls enter puberty earlier
than boys do, they are more likely to be coping with pubertal
changes at the same time they make the middle grades school
transition, and thus are more likely to face multiple transi-
tions simultaneously.

One important educational implication of this work concerns
the issue of timing for the transition from elementary to second-
ary school. Because of the difficulties of coping with several
transitions at once, some researchers have argued that middle
grades school should begin earlier, so that students make the
school transition before they enter puberty. The recent move-
ment in many parts of the country to make middle grades
schools more like elementary schools and less like traditional
junior high schools also reflects concemn over the variety of
changes early adolescents have to face. Others have argued
that 2 kindergarten through eighth grade organizational struc-
ture may be most beneficial to early adolescents. There is in-
creasing awareness among educarors that this is a unique devel-
opmental phase that requires careful structuring of educational
environments (see further discussion later in this chapter).

In sum, the physical changes that occur at adolescence are
dramatic, and they have been shown to relate to emotional
and behavioral changes occurring at that time. Although many
adolescents have little difficulty going through these changes,
they can be a source of problems for some, particularly when
other social and psychological changes oceur at the same time.
Developmental researchers recently have done much important
work on the impact of these changes on different behaviors;
now educational researchers need to pay more attention to
how these physical changes influence early adolescents’ school
performance, interactions with peers, and interactions with
teachers. We will refer to the effects of these changes in later
sections of this chapter.

Changes in Cognition and Achievement During Early
and Middle Adolescence

A great deal has been written about how children's thinking
changes during the adolescent years (e.g., see Bymes, 1988;
Keating, 1990), and many chapters in this Handbook are de-
voted to students’ cognition and information processing (see
in particular chapters 2, 3, and 8, as well as the chapters on
learning in different subject areas). Because of this coverage
we discuss this issue rather briefly in this section. We provide
more detailed discussion of how cognition changes during this
part of the life span in the section on development during the




college years, because many of those changes reach fruition
during that developmental period.

In summarizing how children’s thinking changes as they go
through adolescence, the most imporant changes to note are
the increasing ability of children to think abstractly, to consider
the hypothetical as well as the real, to engage in more sophisti-
cated and elaborate information-processing strategies, to con-
sider multipte dimensions of a problem at once, and to reflect
on oneself and on complicated problems (see Keating, 1990, for
more complete discussion). Abstract thought and hypothetical
thinking are of course hallmarks of Piaget's formal operations
stage, the stage that he and his colleagues stated should emerge
during adolescence (e.g., Piaget, 1952; Piaget & Inhelder, 1973).
Although currently there is much debate over exactly when
these kinds of cognitive processes emerge and although many
researchers question whether the emergence of these processes
reflects global stage-like changes in cognitive skills as described
by Piaget, most theorists do agree that these kinds of thought
Processes are more characteristic of adolescents’ cognition than
of younger children's cognition {e.g., se¢ Fischer, 1980).

Many cognitive theorists have assessed more specific infor-
mation-processing skills, cognitive learning strategies, and
metacognitive skiils (see Biorklund, 198%; A. L. Brown, Brans-
ford, Ferrara, & Campione, 1983; Pressley, Borkowski, & Schnei-
der, 1987: Weinstein & Mayer, 1986; and chapters 2, 3, 5, 6,
and 8), and how those skills and strategies change over the
course of development. This work demonstrates a steady in-
crease in children's informaticn-processing skills and use of
more sophisticated learning strategies, in their knowledge of a
variety of different topics and subject areas, in their ability to
apply their knowledge t0 new learning situations, and in their
awareness of their strengths and weaknesses as learners. One
major implication of this work on children’s cogaitions and
strategy use is that adolescents shouid be more efficient, sophis-
ticated learners, ready 1o cope with relatively advanced topics
in many different subject areas. However, Keating (1990) argued
that these changes do not necessarily make adolescents better
thinkers, particularly during the early adolescent years. They
need more experience with these skills before the skills become
very useful (see further discussion of these issues under “Cogni-
tive Development in late Adolescence and Young Aduit-
hood,” below).

Along with their implications for children’s learning, these
changes in children’s thinking have important implications for
individuals’ self-concepts, thoughts about their future, and un-
derstanding of others. As we discuss in more detail below,
theorists such as Erikson (1963) and Harer (1996b) view the
adolescent years as a time of change in children's self-concepts,
as they consider what possibilities are available to them and
try to come to a deeper understanding of themselves, These
sors of self-reflections require the kinds of higher order cogni-
tive processes just discussed. During early adolescence and
adolescence individuals also become much more interested
in understanding others’ internal psychologicat characteristics,
and friendships become based more on perceived similarity in
these characteristics. Again, these sorts of changes in person
perception reflect the broader changes in cognition that occur
at this time.

During the 1980s many researchers examined the ways in
which children and adolescents regulate their cognition and
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learning in educational settings. Zimmerman (1989b) stated
that students are self-regulated when “they are metacognitively,
motivationally, and behaviorally active participants in theirown
feamning processes” (p. 4). As Zimmerman (1989a, 1989D),
Schunk (1991a), Pintrich and De Groot {1990), and others have
discussed, students who are self-regulated are more likely to
use effective leaming strategies, be meaningfully engaged in.
their own learing, and attain their academic goals. From a
developmental perspective, as children’s cognitive skills in-
crease and they have more experience in educational settings,
they should be able to regulate their fearning better, and 50 be
able to do more complicated and elaborate achievement tasks.
Zimmerman and others have argued that helping students be-
come self-regulated learners should be an important educa-
tional goal.

These changes in cognitive skills and the ability to regulate
behavior are used as a rationale for special middle grades
schools, in which students purportedly learn more challenging
material. However, observational studies of seventh-grade
classrooms in traditional middie schools show that the intelec-
rual level of content taught in these classrooms often is lower
than the intellectual level of content in elementary school class-
rooms, which could contribute to the decrease in academic
engagement of some students (see Eccles, Wigfield, Midgley,
et al. 1993, and further discussion iater). In addition, these
advances in information-processing skills do not necessanly
translate into better school performance. Several investigators
have found that grades for many early adolescents decline
following the transition to junior high (see Simmons & Biyth,
1987), and that this lower performance is predictive of later
dropping out (Finn, 1989; Roderick, 1992; Rumberger, 1987).
These declines reflect in part the stricter grading standards in
junior high and high school (see Blyth, Simmons, & Bush, 1978;
Kavrell & Petersen, 1984; Schulenberg, Asp, & Petersen, 1984;
and further discussion later), but they also reflect some students’
difficulties in dealing with the transition 10 middle grades
schools, and subsequent disengagement from academic pur-
HCH

There has been continuing debate over how much schooling
can influence cognitive development and achievement out-
comes. In discussing secondary schools' effects on educational
artainment, Entwisle (1990) concluded from her review of rele-
vant research that the effects of school quality on educational
attainment are relatively small, and that achievement test gains
in high school are relatively small. She pointed to adolescents’
abilities and social class standing as more crucial variables ex-
plaining educational attainment. Keating (1590) also discussed
how increases in achievement slow during adolescence, How-
ever, he also argued that a number of factors in the school
setting can influence cogaitive development and success in
school: the amount of meaningful materal introduced, how the
training of thinking skills is (or is not) embedded in detaited
content knowledge, and the ways in which teachers foster (or
don't foster) critical thinking skills. In a recent review Ceci
(1991) marshated evidence to show, first, that schooling hasa
strong influence on 1Q, s0 that children who stay in school
tonger have higher IQ scores; and second, that aspects of school
quality such as the pacing of lessons, curricular demands and
attainments, and class organization, along with the sheer quan-
tity of schooling, also influence children’s cognitive develop-
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ment. However, the specific ways in which the indicators of
school quality influence IQ) and cognitive processes was not
completely clear from his review. From this work it appears
that school’s influence on IQ and achievement does diminish
during adolescence, but still has significant effects.

Group Differences in Cognition and Performance. Group dif-
ferences in academic performance between minority and major-
ity adolescents are well documented and often increase during
secondary school (see Patham & Parham, 1989). Although some
ethnic groups (particularly Asian Americans) continue to excel
in school and on standardized tests, other minority students
{particularly African Americans and Hispanics) fare less well in
the secondary school years. Compared to whites and Asians,
adolescents from these groups continue to perform worse on
standardized achievement tests and enroll in more remedial
and less advanced courses (Council of the Great City Schools,
1992; Rumberger, 1987; Slaughter-Defoe, Nakagawa, Takani-
shi, & Johnson, 1990). The latrer difference is especially marked
for math and science. African-American and Hispanic adoles-
cents also drop out of high school at substantialiy higher rates
than do white or Asian students (Rumberger, 1987), although
the drop out rate among African-American students has lev-
eled lately,

In contrast to these widening differences between ethnic
groups, the pattemn for gender differences is less consistent.
Boys' and girls' grades do not differ substantially during second-
ary school and college; and in fact girls often outperform boys
even in math and science (see Linn & Hyde, 1989; Vetter, 1992).
Comparisons on standardized test performances and course
enroliments show a different pattern: There are gender differ-
ences favoring males on both of these indicators for math and
physical science achievement, even among the highly gifted
and talented (Eccles & Harold, 1992; Vetter, 1992; White, 1992).
In contrast, females are more likely than males to enroll in
advanced courses in language and literature.

Many researchers have tried to explain these ethnic group
and gender differences in achievement performance and
choice. Explanations have focused on differences in quality of
instruction, differences in cognitive and learning styles, differ-
ences in aptitude, and differences in self, social, and motiva-
tional factors. Much of the work on the first three of these
explanations is reviewed elsewhere in this volume (see chapters
9, 11, 12, and 15). We turn next to a discussion of self, social,
and motivational factors that are a crucial aspect of adolescent
development and that also help explain individual and group
differences in school achievement.

Adolescents’ Self-Concepts, Achievement Beliefs, and
Achievement Values

In this section we consider work on different aspects of
childrer’s sell-beliefs, including their general self-concepts and
beliefs focused more on their achievement activities (readers
interested in these topics also should see chapters 4, 5, and 9,
this volume). The specific achievement beliefs we focus on
come from recent theoretical and empirical work on the nature
of adolescents’ achievement motivation and include adoles-
cents' sense of competence and efficacy for different activities,
their valuing of those activities, and the goals they have for

different activities, Adolescence is a time during which these
beliefs change in important ways. It is also 2 time in which
many more choices and options become available to adoles-
cents, which means that the beliefs they have about different
activities can have more substantial effects on their behavior.
For instance, earlier in school students have little choice about
which subjects to tzke, and so even if they believe they lack
competence for a particular subject and don't like it much, they
still have to take it. In high school students can make choices
about whether to continue taking classes in areas like math
and science. As we will see, their beliefs about those subjects,
as well as their performance in them, have a strong impact on
these choices. Thus, 1o understand adolescents’ specific choices
of which activities to pursue and more general choices about
whether or not to stay in school, we must understand how their
self-beliefs change during adolescence.

Self-Concept and Identity Development During Early and Mid-
die Adolescence. Research onadolescents’ general self-concept
has burgeoned in the past decade. Adolescence has long been
thought to be a time of great change in children’s self-concepts;
in Erikson's (1963} groundbreaking work, he characterized ado-
lescence as the time in which individuals searched for their
identity, either finding it or sinking into role confusion. More
recently, Harter (1990b) has discussed how during middle ado-
lescence the self-concept is both less integrated and more unsta-
ble than at earlier or later time periods, and that perceived
inconsistencies or conflicts in one’s characteristics were a source
of great concem during this period (see also M. Rosenberg,
1986; Simmons & Blyth, 1987; Simmons, Rosenberg, & Rosen-
berg, 1973}, Thus, like Erikson, Harter proposed that a major
task of adolescence is to integrate the disparate aspects of self.

One hallmark of recent research on adolescents’ general
self-concepts is that much of it is more theoretically based than
earlier work (see Byme, 1984; Harter, 1990a, 1990b; Wigfield &
Karpathian, 1991). Also, researchers have focused on more
particular aspects of self-concept rather than just measuring
individuals’ general sense of themselves, and have developed
measures of self-concept that have better psychometric proper-
ties and convergent and divergent validity (see Byrne, 1984;
Wigheld & Karpathian, 1991; and Wylie, 1989, for further discus-
sion), Byme (1984) discussed different theoretical models of
the self-concept. Three of these models have received the most
research attention. First is the nomothetic position that the self-
concept is unidimensional. Second is a taxonomic model that
proposes a multifaceted seif-concept with the facets relatively
distinct, and also a more general self-conceprt factor (e.g., see
Harter, 1985, 1986). Third is 2 hierarchical model that posits
multiple facets of the self-concept armanged in a hierarchy, with
more specific aspects of the self-concept at the base and the
general self-concept at the apex (e.g., see Marsh, 1990b;
Marsh & Shavelson, 1985; Shavelson, Hubner, & Stanton, 1976).
Mast researchers now reject the nomothetic model, but there
continues to be debate between proponents of taxonomic mod-
els and hierarchical models.

Marsh and his colleagues have done a great deal of empirical
work to examine the structure of self-concept, utilizing
Shavelson et al.'s (1976) hierarchical model of the self-concept
as the theoretical basis for their work. They developed three
different scales to measure children's self-concept, called the




Self-Description Questionnaire (SDQ) 1, 11, and 11, for use with
different-aged children and adolescents. These scales contain
subscates that assess children's self-concepts in many different
activity domains, including both academic and nonacademic
activities. The primary constructs assessed on these guestion-
naires are children's and adolescents’ beliefs about their ability
and liking for each of the activity domains assessed.

Extensive factor-analytic work with these scales has shown,
first, that the items in each domain form separate factors, with
these factors emerging in children as young as kindergarten
and first-grade children (see Marsh, Craven, & Debus, 1991;
Marsh & Hocevar, 1985; see also Eccles, Wigfield, Harold, &
Blumenfeld, 1993, for further evidence of young children’s dif-
ferentiated beliefs about their abilities), That s, there are clearly
separate dimensions of self-concept even in very young chil-
dren. Second, during middie childhood and early adolescence
children’s self-concepts appear to be organized hierarchically
(e.g., Marsh, 1990b; Marsh & Hocevar, 1985; Marsh & Shavelson,
1985); however, the model is more complex than the one origi-
nally proposed by Shavelson et al. (1976). Interestingly, during
later adolescence there is less evidence for a hierarchical self-
concept. Marsh and O'Neill (1984) and Marsh and Shavelson
(1583, using SDQIII, found that the 13 SDQIII scales were
very clearly defined. However, correlations among these factors
were very low (averaging .09), leading Marsh and Shavelson
1o conclude that late adolescents’ self-concepts, though multi-
faceted, are not hierarchically organized. As noted eatlier,
Harter (1990h) also proposed that the seif-concept is less inte-
grated and more unstable during middle adolescence. Marsh
and O'Neill's results may reflect this “disintegrated” self. These
findings suggest an intriguing pattern in self-concept develop-
ment across childhood and adolescence: from differentiated
and hierarchical to differentiated into quite distinct components.
We know less about how these components of self-concept
are organized during the college years and after, because re-
searchers have not assessed this issue as frequently in those
populations. The research on self and identity processes during
the coliege years and later has taken more of a process approach
{see discussion below).

Researchers also have examined how children’s and adoles-
cents’ general self-esteern changes (see M. Rosenberg, 1986,
for 2 review). Simmens et al. (1973) showed that following the
transition 1o junior high school, early adolescents’ general self-
esteem is lower and less stable and their self-consciousness is
higher, though there has been some debate about how preva-
lent these negative changes in general self-esteem are. In our
work (Eccles, Wigfield, Flanagan, Mitler, Reuvman, & Yee, 1989,
Wigheld et al., 1991), we found children’s self-esteemn 1o be
towest immediately after the transition into junior high school
in seventh grade but increased during the seventh-grade year.
In their Jongitudinal work Blyth et al. (1983) and Simmons
et al. (19793 found that for most children, seif-esteem scores
increased across adolescence {see also Dusek & Fiaherty, 1981;
Notelmann 1987, O'Malley & Bachman, 1983). In Simmons's
work and Blyth's work, white girls making the transition to
junior high school were the only group to show consistent
evidence of declines in self-esteem. Eccles and her colleagues
(Eccles & Midgley, 1989; Eccles, Wigheld, Midgley, et al., 1993)
and Simmons and her colleagues (Blyth et al., 1983; Simmons &
Biyth, 1987; Simmons et al., 1973, 1979) have postulated that
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these changes in early adolescents’ self-beliefs are due in part
to changes in the school environment that occur following the
transition 1o junior high; these changes are discussed in more
detail later.

Which specific components of children’s self-concepts relate
most strongly 1o their overall self-esteem or seif-worth at differ-
entages has beenan important research topic in this area. Harter
(1985, 1986) reported that during childhood and adolescence
children’s perceptions of competence correfated positively with
one another and with their general self-worth, with the correla-
tions between these constructs ranging between 40 and .67
(these correlations are somewhat lower in Marsh’s work, though
still significant). Harter also found that during the elementary
school years and adolescence perceptions of physical appear-
ance and social acceptance relate most strongly to children’s
feelings of self-worth (see Harter, 19902, 1990b). These findings
probably will come as no surprise 1o teachers and others work-
ing with early adolescents. Social status and physical appear-
ance often seem to be much more important to adolescents than
more mundane things like school success. The great changes in
physical appearance occurring at this time likely are a major
reascn why adolescents are so concemed about their ap-
pearance.

A more difficult issue is determining exactly bowthe specific
aspects of self-concept may influence general self-worth, Tak-
ing a broad perspective on this issue that she derived from
William James, Harter (1985, 1990a) posited that individuals’
general self-worth is determined in part by the synchrony be-
tween their sense of competence at different acrivities and the
importance of those activities to them. Doing well on activities
that are important should foster positive general seif-worth.
Harter has found support for this notion in her empirical work:
Children who believe they are good at activities they think
are important have more positive general self-worth than do
children who believe certain activities are important but do not
think they are competent at those activities.

In their discussion of how specific aspects of seif-concept
relate to one's overall sense of self, Marsh and Shavelson (1985)
argued against merely summing scores from different subscales
to form a total score. Instead, they proposed that a weighted
combination of seif-concept facets would be a more appropriate
method, However, Marsh and Shavelson stated that it is not
known exactly how individuals would engage in the process
of weighting different aspects of the self-concept in determining
general self-concept, a problem also noted by Harter (1986).
This equation likely differs from individual to individual, al-
though as we have seen, beliefs about physical appesrance
and social acceptance appear to have relatively large weights
for most adolescents. Further assessment of this issue should
be a priority for self-concept research in the 1990s.

This issue also has very important implications for sudents’
schoot engagement. To the extent that adolescents do well in
school and believe it is important, they should remain engaged
in academic activities. If either their performance decreases or
they begin to decide that school is not important, then their en-
gagement wiil decrease. As we just noted, the importance of
schoolofien decreases during adofescence because many adoles-
cents begin to see social activities as more important o them at
this time, and they like those activities much more than they like
academic tasks (see Eccles et al., 1989; Wigfield et al., 1991).
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Links of General Self-Concept to School Achlevement. There
has been a running debate among educational reseaschers con-
ceming the direction of causality in this relationship. Some have
argued that achievement determines seif-concept. Others take
a “self-concept enhancement” approach, arguing that increases
in self-concept can improve achievement (see Byme, 1984;
Calsyn & Kenny, 1977, for more complete discussion of these
different views), In earlier reviews, Hansford & Hattie (1982)
conchuded that general self-conceptand achievement were only
moderately related. Scheier and Kraut (1979) argued that pro-
grams attempting to boost children's general self-concept had
little effect on their achievement; thus they strongly rejected
the self-concept enhancement view. These reviewers focused
primarily on general self-concept; the more recent work just
discussed suggests that specific aspects of seif-concept relate
more closely to achievemenyt in a given area than does general
self-concept (see Byrne, 1984; Eccles & Wigfield, 1985; Wig-
field & Karpathian, 1991, for more detailed discussion), How-
ever, based on her review of studies of more specific aspects
of self-concept and achievement Byrne (1984) concluded that
causal predominance in this relationship still had not been es-
tablished,

Two recent studies have addressed the issue of causality in
the self-concept/achievement relation, using more sophisti-
cated designs than in many previous studies. Skaalvik and Hagt-
vet (1990} look at longitudinal relations between academic self-
concept of ability, general self-esteem, and school achievement
in third- and fourth-grade and sixth- and seventh-grade cohorts
of Norwegian students. They hypothesized that academic
achievemen: would predict academic self-concept of ability
more strongly than vice versa, and that self-concept of ability
would predict genera] self-esteem more strongly than would
academic achievement. Their structural equation modeling
analyses provided some support for these hypotheses in both
cohorts; however, important cohort effects emerged. For the
younger cohont, academic achievement more strongly predicted
self-cancept of ability than vice versa, but in the older cohort
there was some evidence that the relationshi p between the two
variables was reciprocal. Results of this study thus show that
there are age differences in the nature of the relation between
self-concept and achievernent.

In a longitudinal panel study, Marsh (1990a) examined
relations at four time points between ability perceptions
and grades in a sample of high school males, Prior ability
perceptions and grades influenced subsequent grades, but
subsequent ability perceptions were most strongly influenced
by prior ability perceptions. In Fact, previous grades did not
relate 10 subsequent ability perceptions at any of the time
points. Based on these findings, Marsh concluded that “the
effects of academic self-concept were ‘causaily predominant’
over those of reported grades, and these results provide
strong support for the self-concept enhancement model of
the refation between seif-concept and achievement” (p. 651).
These findings contradict Scheier and Kraur's (1979) point
that seif-concept is not causal, but need replication before
this conclusion is fully supported. The relations between
these constructs are complex, and it will be difficult to prove
conclusively a causal direction in these relations. It is more
likely that the relations between self-concept and achievement
are reciprocal, at least by the middle school years. Thar is,

students' achievement outcomes should continue to influence
their self-concepts, and these beliefs could then influence
subsequent achievement (see Fecles & Wigfield, 1985; Marsh,
199Ca; Wigfield & Karpathian, 1991, for further discussion).
Adolescents’” more specific achievement betiefs also can mflu-
ence their achievement behaviors; we consider that topic next,

Adolescents’ Specific Achlevement Bellefs and Achievement
Motivation. Work on motivation and achievement-related be-
liefs also flourished in the 1980s and 1990s. As discussed in
more detail in chapters 4 and 5 in this volume, much of this
work has taken the broad perspective that children's interpreta-
tions of their achievement outcomes are the critical mediarors
of subsequent achievement behavior. For that reason, children's
beliefs about their accomplishments have been studied exten-
sively. The beliefs receiving the most attention include attribu-
tions for success and failure (Weiner, 1979, 1985, 1986), compe-
tence beliefs (Blumenfeld, Pintrich, Meece, & Wessels, 1982;
Covington, 1984; Dweck & Eliiott, 1983; Eccles et al, 1983;
Harter, 1982; Nicholls, 1984, 1990, Stipek & Mac Iver, 1989),
perceptions of efficacy at different tasks (Bandura, 1986;
Schunk, 1991a, 1591b), perceptions of control over cutcomes
{Connel, 1985; Skinner, 1990}, achievement goals (C, Ames,
1992; Dweck & Leggert, 1988; Nicholls, 1984; Wentzel, 1989),
and achievement values (Eccles et al., 1983; Wigfield & Eccles,
1992). Suill other work has focused on children's intrinsic versus
extrinsic motivation (Deci & Ryan, 1985; Harter, 19813, 1981h),
and children’s anxiety (Wigfield & Eccles, 1989). An importanz
feature of much of this work has been the focus on relatively
specific beliefs rather than on more global beliefs such as
self-concept,

Researchers looking at how these beliefs change during
early adolescence and adolescence often have found that ado-
lescents’ beliefs and values become more negative (see Eccles,
Midgley, & Adler, 1984; Eccles & Midgley, 1989; Harter, 1990b;
Stipelc & Mac Iver, 1989, for reviews), Many early adolescents
become more anxious about school (Fyans, 1979; Harter,
Whitesell, & Kowalski, 1992) and have lower academic intrinsic
motivation (Harter, 1981b; Harter et al., 1992). Early adolescents
have lower ability seif-concepts than do their younger peers
(Eccles, Adler, & Meece, 1984; Eccles et al., 1983, 1989, Marsh,
1989, Wigheld et al., 1991). In a summary of his cross-sectional
studies of age differences in aspects of seff-concept, Marsh
(1989} reported that children’s beliefs about their ability in a
variety of different activity domains show quadratic effects that
are U shaped: lower in eighth and ninth grade than in seventh
grade, and higher in tenth and eleventh grade. Some studies
suggest that early adolescents’ beliefs about mathematics be-
come particularly negative (Brush, 1980; Eccles, Adler, & Meece,
1984). Because most of these studies were done in schools,
they included only adolescents who were at least engaged
enough in school to still be there; the achievement beliefs of
adolescents’ dropping out may become even more negative at
earlier ages,

The work on achievement goals also suggests change across
age. Nicholls (1979, 1984) defined two major kinds of goal
orientations that children have, ego involvement and rask
involvement (see Dweck & Elliott, 1983, for 2 complementary
analysis). Individuals adopting an ego-involving orientation
seek to maximize favorable evaluations of their competence and




minimize negative evaluations of competence. Questions like
“will I look smart?” and “Can I outperform others?” reflect ego-
involved goals, With task involvement, individuals focus on mas-
tering tasks and increasing competence at different tasks. Ques-
tions such as “How can I do this task?” and “What will I learn?”
reflect task involvement. Nicholls has discussed that when chil-
dren focus on ege-involved goals, they try to outperform others,
and are more likely to do tasks they know they can do. Task-
involved children choose challenging tasks and are more con-
cemed with their own progress than with outperforming others.
Researchers (e.g., Nicholls, 1979) have suggested that ego-in-
volved goals become more dominant during secondary school.

Wentzel (1989) assessed a broader set of goals obtained
from interviews with adolescents. Some of these are similar
to Nicholls’s (1979) task goals, including “being a successful
student,” “leamning new things,” “understanding new things,”
and “doing one’s best.” Other academic goals, like “being better
than others,” are more like Nicholls's ego goals. Some of the
goals concern social aspects of school (making friends, winning
approval, being helpful, getiing others to help, being depend-
able and responsible), and others concern enjoyment of school
(having fun). Wentzel found that high-, middle-, and low-
achieving adolescents had quite different sets of goals; the high
achievers focused more on several of the achievement-related
goals and social responsibility. The middle achievers and low
achievers focused more on social interaction goals, and low
achievers in particular stated they did not try to win others’
approval or be successful. Wentzel (1989) has not locked at
how these goals might differ in older and younger children.
One possible change would be that for many children, social
goals may become more critical than academic goals, especially
during early adolescence. Further, the differences between
high, middle, and low achievers may become more pronounced
during adolescence, as some children continue to do well in
school and others struggle. Those doing poorly may especially
seek geoals other than academic ones in school, or reject school
altogether (see Finn, 1989; Rumberger, 1987). How individuals
choose among these different goals should have an effect on
their engagement in schoof.

Relations of Specific Achievement Beliefs and Values to Aca-
demic Performance and Cbotce. Some researchers have exam-
ined how adolescents' specific achievement beliefs relate to
their academic achievement and choice of activities. For in-
stance, researchers interested in chifdren’s and adelescents’ self-
efficacy for different tasks have posited that efficacy beliefs
relate to individuals performance, persistence, and choice of
differentactivities (e.g., Bandura, 1986; Schunk, 1991b; Zimmer-
man, Banduraz, & Mantinez-Pons, 1992} In their expeciancy-
value approach to this issue, Eccles, Wigfield, and their col-
leagues have extensively examined these relations in studies
done with late-elementary-school- through high-school-aged
students {e.g., Eccles, 1984a, 1984b; Eccles, Adler, & Meece,
1984; Eccles et al., 1983, Meece et al.,, 1990). Two fundamental
findings emerge from this work. First, children's perceptions
of ability and expectancies for success are the strongest pre-
dictors of subsequent grades in math and English, predicting
those outcomes more strongly than either previous grades or
achievement values. Second, children’s achievement values
such as tiking of tasks, imponance attached to them, and their
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usefulness are the strongest predictors of children’s intentions
o continue math and actual decisions to do so {see Wigfield,
1994; Wigfield & Eccles, 1992, for more complete reviews; see
also Feather, 1982, 1988, for work on how students’ values
relate to their choice of college major). As we discussed eatlier,
given the increasing opportunities for choice among different
academic courses during middle adolescence, the finding that
adolescents’ achievement values relate most strongly to their
choices is particularly important, We know less about the pro-
cesses by which adolescents come to value and devalue differ-
ent activities; understanding these processes should be a re-
search priority for the later 1990s.

Pintrich and his colleagues have examined how adolescents’
expectancies and values for different school subjects relfate to
their use of cognitive strategies as well as to their achievement
performance (Pintrich & De Groot, 1990; Pintrich & Garcia, 1991,
Pintrich & Schrauben, 1992). This work is important because
these researchers have specifically examined links between cog-
nition and motivation. Pintrich and his colleagues have found
that students’ perceived seif-efficacy and values relate positively
to their use of cognitive strategies and self-regulation. The rela-
tions between achievement values, strategy use, and self-regula-
tion are stronger than those between self-efficacy, strategy use,
and self-regulation. They also found that expectancies relate
more strongly to performance than do achievement values.
However, in predicting performance from the motivational vari-
ables, strategy use, and perceived self-regulation, they foundthat
it is the cognitive strategy and self-regulation scales that directly
predict performance. The effects of self-efficacy and values on
performance appear 1o be mediated through the cognitive vari-
ables. Pintrich and De Groot argued that students’ self-efficacy
may facilitate their cognitive engagement, and their achievement
values relate 1o their choice of whether to become engaged, but
their use of cognitive strategies and self-regulation relate more
directly to performance.

Most of the research just discussed concerns how children’s
motivation relates to their performance and choice. In contrast,
Kuhl (1985, 1987) has argued that motivation does not directly
determine these outcomes, but instead only leads the individual
10 action beyond motivation. Once the individual undernakes
an action, Kuhl posited that volitional processes take over and
determine whether or not the intention is fulfilied (see also
Como, 1989, 1993). Thus, along with understanding motiva-
tional processes, Kuhl proposed that we need to uaderstand
how individuals control {or do not control) the motivated ac-
tions they undenake. He proposed several different volitional
strategies individuals can use o help them carry through their
plans: selective attention, encoding control, emational control,
motivational control, environmental control, and parsimony of
information processing. Corno (1993) has discussed possible
relations berwveen motivational and volitional processes, and
how students impiement the motivated decisions they make
through volitional strategies like those discussed by Kuhl.

In the work both on motivation and volition, we now need
more studies of the processes involved in these evolving rela-
tions, and studies of different developmental trajectories in both
these achievement-related characteristics and their relation to
school performance and choice. We also need to look more
closely at exactly how achievement beliefs, motivation, and
volition relate to students' cognition and regulation of their
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learning and actual conceptual change (see Pintrich, Marx, &
Boyle, 1993; Wigfield, 1993; and chapter 9 for further discus-
sion). We are encouraged that many researchers now are pro-
posing more specifically how motivation, volition, and cogni-
tion refate, but much work remains to be done before we have
a clear understanding of those relations.

Group Differences in Self-Concept, Motivation, and School
Performance During Adolescence

Gender Differences. Though sex typing iself occurs in the
preschool years (see Huston, 1983), several researchers have
suggested that engaging in gender-role appropriate activities
may become quite important to early adolescents, as they try
to conform more to gender-role stereotypes once they enter
puberty (Eccles, 1987; Hiil & Lynch, 1983). Hill & Lynch labeled
this phenomenon gender-role intensification. This phenome-
non may lead early adolescents to have less positive beliefs
and be less involved in activities that they see as less appropriate
to their own gender. For instance, girls who believe that math
is not appropriate for females and who wish to conform to
perceived feminine roles may decide to discontinue taking math
when that possibility becomes available, even if they are doing
very well in that subject,

Rosenberg (1986) suggested that girls are more affected by
the physical changes occurring at puberty and thus their self-
concepts are more volatile than those of boys during this time
period. Simmons and Blyth (1987) found that the junior high
transition had a negative effect only on girls’ self-esteem; our
own work did not replicate this finding (Eccles et al., 1989;
Wigfield et al,, 1991), However, in our studies and those of
others, boys reported higher self-esteem than did girls during
early adolescence (e.g., Blyth et al., 1983, Marsh, 1989; Nottel-
mann, 1987; Rosenberg & Simmons, 1972; Simmons etal,, 1979).
We are unsure whether this finding reflects “true” gender differ-
ences in self-esteem or response bias, since boys tend to be
more self-congratulatory than girls in their responses to self-
report measures, while girls may be more modest in their self-
reports (Eccles, Adler, & Meece, 1984).

There are many gender differences in children’s competence
beliefs for activities in different domains. We find these differ-
ences to be paricularly intriguing in light of recent evidence
that actual achievement and test score differences between boys
and girls are decreasing. In an important article Linn and Hyde
(1989) presented a meta-analysis of recent work on sex differ-
ences in verbal, mathematics, and science aptitude test perfor-
mance. They concluded that sex differences in verbal ability
now are negligible; differences in quantitative skills show that
girls' compuration skills are better at all agesand boys dobetteron
mathematicsconceptual “word” problemsin high school, though
again these differences have decreased in the past 15 years; and
differences in science knowledge and process still favor boys,
though they also are decreasing and appeartoreflect experiential
differences between boys and giris in science.

Despite these achievement findings, gender differences in
self-perceptions remain. In our work adolescent boys had
higher competence beliefs for sports and math than did adoles-
cent girls, and the girls had higher competence beliefs for En-
glish (see Eccles et al,, 1983, 1989, Wighield et al., 1991), Marsh
(1989) also reported many gender differences in res ponse to his

self-concept scales, though he noted that the gender differences
explained only about 1 percent of the varance in responses,
Acrossall three SDQ measures boys’ physical appearance, phys-
icalability, and math self-concept scores were higher than those
of girls, whereas girls’ scores were higher for verbal/reading
and general school subscaies. Interestin gly, there were few age-
by-sex interactions in children’s and adolescents’ responses to
our measures or those of Marsh, suggesting that the gender
differences neither increase nor decrease in magnitude across
age. Recently, Eccles et al. (1993) found that many of these
differences in competence beliefs occur in children as young
as first graders,

Eccies, Wigfield, and their colleagues have found differences
also in boys’ and gids' valuing of different tasks. Boys like
sports and rate sports activities as more important than do girls,
whereas the opposite pattern occurs for social activities and
English. There were no differences in math (Eccles et al., 1989,
Wighield et al., 1991). Although it is encouraging that boys and
girls like math similarly and think it equally imporant, the fact
that girls have less positive views of their ability in math could
be problematic. If these trends continue into high school, which
they seem to do (e.g., Eccles et al, 1983; Wigfield, 1984), girls
should be less likely than boys to take optional advanced-
level math courses. This potential problem could be further
exacerbated by the fact that girls report liking social activities
50 much more than mathy; social activities also could intedere
with continued participation in mathematics,

Differences for Minority Adolescents. Less is known about
motivational differences across adolescents from different racial
and ethnic groups, although work in this area is growing (see
Berry & Asamen, 1989; Graham, 1989, 1994; and Shaughter-
Defoe et al., 1990, for a review of some of this work). Of the
work that has been done, most has concerned African-American
adolescents and has attempred to explain the achievement dif-
ficulties many African-American adolescents experience. In her
discussion of this problem, Graham (198¢) stated, “Far too many
minority children perform poorly in school not because they
lack basic intellectual capacities or specific learning skills but
because they have low expectations, feel hopeless, lack interest,
or give up in the face of potential failure" {p. 40). In reviewing
the research on differences between black and white students
on motivational constructs such as focus of control and achieve-
ment atributions, Graham (1994) concluded that the (relatively
small) literature in each area showed that differences between
those groups are not very large, and often were not found.
Further, she argued that many existing studies have not ade-
quately distinguished between race and sociceconomic status,
thus confounding the effects of those two variables. Graham
(1989, 1994) stated that we do not vet have adequate theories
explaining achievement motivation in African-American chil-
dren and adolescents, and she called for theoretical work focus-
ing on cognitive motivational variables such as attributions,
achievement goals and values, and beliefs about ability and
efficacy. We strongly concur with this suggestion but believe
current theoretical models such as expectancy-value theory,
self-efficacy theory, and attribution theory could be utilized.
To give two examples of the importance of these kinds of
variables in minority adolescents' achievement, Gurin and Epps
(1974) found that perceived efficacy was an important predictor




of academic achievement among black adolescents. Hale-Ben-
son (1989} also pointed to the importance of beliefs about
academic efficacy, as contrasted to personal efficacy, to the
achievement of African-American children, paricularly boys.
Interestingly, in discussing the high achievement of many Asian
children, researchers have noted that those children often seem
o focus on effort rather than ability or efficacy as a cause of
their achievement {see Holloway, 1988).

Other researchers have looked at differences in components
of self-concept between white and biack children. Often there
are no differences between groups in general self-concept or
seif-esteem (see Powell, 1989). However, Hare {1585 found
that black adolescents’ academic self-concepts were lower than
those of black children, and he postulated that this was due
to the adolescents’ increasingly clear understanding of their
relatively poor academic perfomance. Other studies have indi-
cated that academic selfconcept is not predictive of general
self-esteem for African-American children (Bledsoe, 1967; Hare,
1977), suggesting that academic self-concept is not of critical
imporance to African-American children’s sense of worth. In-
deed, some studies have shown that possessing academic skills
actually works against African-American students’ social accep-
tance by their peers (McDemmott, 1987; see also Fordham &
Ogbu, 1986). Similarly, in looking at African-American students’
performance in college, Steele (1992} has suggested that they
develop an ambivalent orientation to academic achievement.
Confronted throughout their school career with mixed mes-
sages about their competence and their potential, they lower
the value they attach to academic achievement. Fordham and
Ogbu have made a similar argument linking African-American
students’ perception of limited future job opportunities to low-
ered morivation to work hard on acadermic achievement. They
argue that society and schools give African-American youth the
dual message that academic achievement is unlikely to lead to
positive adult outcomes for them and that they are not valued
by the system. In response to these messages, African-American
youth create an oppositional culture that rejects the vaiue of
academic achievement, Ogbu (1992) has discussed cogently
how this dynamic is different for forced minorities (African
Americans) than for voluntary minority immigrant groups (re-
cent immigrants from Asia).

Thus, in considering performance and motivational differ-
ences across different ethnic and minority groups, it is essential
to poirt out that such differences must be considered in light
of larger contextual issues that influence development. Indeed,
several researchers have pointed out the importance of taking a
contextual view of minority achievement. For example, Spencer
and Markstrom-Adams (1990) discussed identity formation (or
self-concept development) during chifdhood and adolescence
in different groups of minority children. They argued that in
forming their identities, minority chitdren have to deal with
several difficult issues that majority adolescents do not face,
such as the often negative view of their group held by many
members of the majosity society, conflict between the values
of their group and those of the larger society, and lack of
“identiry-achieved” adults in their group who could serve as
models for them. These difficuities sometimes impede identity
formation in minority adolescents, teading 1o identity diffusion
or possibly an inadequate exploration of different identities that
the adolescent could take on. In discussing some of these same
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issues, W. E. Cross (1987} posited that to understand identity
developmen: in African-American children and adolescents,
their personal identities and orientation to their racial group
both must be understood. For instance, some African-American
adolescents may have positive personal identities but be less
positive about their racial group as a whole, whereas others
may have negative personal identities but positive orientations
toward their group. Cross argued that many researchers have
confounded these two constructs in their studies, leading to
confusion in our understanding of identity development in Afri-
can-American adolescents.

Research on these issues, while growing, still is lacking, and
like Graham's (1989, 1994) suggestion that more research be
done on minority children’s motivation in achievement settings,
Spencer and Markstrom-Adams (1990) called for more research
on the processes involved in the self-concept development of
children from different ethnic and racial groups. We concur
strongly with these recommendations and believe such work
would make a very important contribution to both theory and
application in these areas. At present we do not know enough
10 say whether or not current theoretical models are adequate
for describing the development of self-concept and motivation
in different groups of adolescents, or whether new models will
need to be developed. As a result, it often is difficult to formulate
appropriate intervention strategies to help minority children
struggling with school. Certainly these topics should be a re-
search priority for the later 1990s.

Finally, in thinking about the achievement and motivation
of minority youth, it is important to consider the context of
schooling and bear in mind the quality of the educational institu-
ticns that serve these youth. Thirty-seven percent of black youth
and 32 percent of Hispanic youth, compared 10 5 percent of
white and 22 percent of Asian youth, are enrclled in the 47
largest city school districts in this country. Twenty-eight percent
of these youths live in poverty and 55 percent are eligible for
free or reduced-cost lunches, suggesting that class may be as
important as (or more important than) race in the differences
that emerge. Teachers in these schools report feeling less safe
than teachers in other school districts, dropout rates are highest
in these schools, and achievement levels at all grades are the
lowest (Council of the Great City Schools, 1992). Finally, schools
that serve this population are less likely than schools serving
advantaged populations to offer either high-quality remedial
services or advanced courses and courses that facilitate the
acquisition of higher order thinking skills and active learning
strategies (Mac Iver & Epstein, 1991). Even children who are
extremely motivated may find it difficult to perform well under
these educational circumnstances.

Friendships and the Peer Group in Early
and Middle Adolescence

Ancther major difference between children and adolescents
concerns adolescents’ more extensive involvement in social
activities, sports activities, and a variety of other extracurricular
activities. We have found that early adolescents rate social activi-
ties as very important to them and like them more than other
activities, especially more than academic activities (Eccles et
al., 1989; Wigfield et al., 1991). Indeed, activities with peers,
peer acceptance, and appearance can take precedence over
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school activities during this time period, often to the chagrin
of parents and teachers. In fact, 2s mentioned earlier, Harter
(1990a) found that early adolescents’ physical appearance and
social acceptance are the most important predictors of their
general self-esteem, more important than their perceptions of
their own cognitive competence (see also Harter, 1992, for
discussion of some dangers in this pattern).

Children’s friendships undergo some important changes dur-
ing adolescence (see Berndt & Perry, 1990; Damon & Har,
1987; Savin-Williams & Berndt, 1990; Selman, 1980). Sullivan
(1953) suggested that adolescent friendships are characterized
more by fulfilling intimacy needs than are earlier friendships,
and indeed most research shows that children state that friends
are those with whom one can share intimate thoughts (this
depiction may be somewhat more true for girls; see Douvan &
Adelson, 1968). In addition, adolescents state that their friends
share similar psychological characteristics, interests, and values,
and that friends should be loyal to one another (see Bernd:t &
Perry, 1990; Savin-Williams & Berndt, 1990). Many of these
changes in adolescents’ conceptions of friendships can be
linked to changes in their growing cognitive skills, increased
perspective-taking ability, and more varied social experiences
(see Eisenberg, 1990; Selman, 1980). Yet Elkind (1967, 1985)
proposed that many adolescents become more egocentric and
self-focused at adolescence, thinking the world revolves around
them (see Lapsley & Murphy, 1985, for an alternative view).
Such egocentrism might reflect adolescents’ struggles with their
newly developed thinking skills (Keating, 1990).

Perhaps because of the importance of social acceptance
during adolescence, friendships during this time period often
are characterized by their organization into cliques and groups
{see B. B. Brown, 1990; Eder, 1985). Adolescents often form
relatively rigid groups that sometimes differ in overall status in
the school. For instance, T. B, Perry {1987) found that more
popular childrer tended to have friends who also were more
popuiar, whereas less popular children’s friends also were less
popular. One reason for the existence of these cliques is to
help adolescents establish a sense of identity; belonging to a
group is one way to solve the problem of “who am 1.” A second
(and related) phenomenon is that children’s conformity to their
peers peaks during early adolescence; children are most likely
to go along with others' wishes at this time (see Hartup, 1983).
This also has been related to the overwhelming importance
of social acceptance to adolescents, as well as to children’s
developing identity. Individuals less centain of their own identi-
ties may be more likely to conform to others’,

In the popular literature, much has been written about how
conformity to peers can create many problems for adolescents,
and that “good” children often are corrupted by the negative
influences of peers. The problem of adolescent gangs engaging
in various deviant behaviors also has received a grear deal
of media attention, and indeed gangs do pose serious social
problems in many cities. However, although pressure from
peers o engage in misconduct does increase during adoles-
cence {see B. B. Brown, 1990), many researchers disagree with
the simplistic view that peer groups ofien have a bad influence
on adolescents. Hartup (1983) discussed how most adolescents
tend to agree more with their parents’ views on major issues
such as morality, the importance of education, potitics, and
religion. Peers had more of an influence on things such as dress
and clothing styles, music, and activity choice. B. B, Brown

(1990} reviewed studies showing that it is poor parenting that
sometimes leads children to get in with a “bad” peer group,
rather than the peer group pulling the child into difficulties.
He also argued that adolescents usually seek out similar peers;
those involved in sports will have other athletes as friends,
those serious about school will seek academic friends, and
those less involved in school may belong to groups with similar
attitudes. In one example of this kind of influence, Bain and
Anderson (1974) discussed work showing that adolescents
whose friends planned to go to college themselves were more
likely to attend college. Thus the peer group acts more to
reinforce predispositions than to change adolescents’ character-
istics in a major way.

Social acceptance also has been shown to relate to a variety
of positive mental health outcomes, both before and during
adolescence (see Parker & Asher, 1987). For instance, T. B.
Perry (1987} found that adolescents who were satisfied with
their friendships reported higher self-esteem. Miller and Bemdt
(1987) reported that children whose friendships had more posi-
tive characteristics were themselves more involved in school
and received better grades, And Berndt and Hawkins (1987)
found that children with good friendships during sixth grade
were more popular in seventh grade, following the transition
to junior high school. Unfortunately, school transitions often
disrupt children’s friendships, perhaps causing some difficulties
in these important psychological outcomes. In our study of
how the transition to junior high school influenced children’s
perceptions of social abitity, we found a dramatic decrease in
those beliefs immediately after the transition. Fortunately, this
effect moderated during the seventh-grade vear, though chil-
dren’s perceptions of their social ability at the end of seventh
grade still were lower than they were at the end of sixth grade,
before the transition (Wigfield et al., 1991).

How do children'’s friendships relate to their school achieve-
ment? From B. B. Brown’s (1990) review (see also chapter 26,
this volume), it appears that friends potentially can have both
positive and negative effects on school achievement. High-
achieving children who seek out other high achievers as friends
could end up performing better as a result of their interactions
with these other children. In contrast, low achievers whose
friends are primarily other low achievers may begin to do even
worse in school. There is evidence to indicate that low achievers
do tend to gravitate together in class (see McMichael, 1980).
Given the importance of social acceptance to adolescents, chil-
dren lacking friends may not get involved in extracurricular
activities, and their schoof performance may suffer as well.
Rejected children are at risk for numerous negative social and
psychological outcomes (see Asher & Coie, 1990). One way
that positive social interaction has been facifitated in classrooms
is through cooperative learing (see Johnson & Johnson, 1987
Mergendoller & Marchman, 1987, Slavin, 1990). Genenlly, re-
search on the effects of cooperative learning show that when
it is used in classrooms, children are more accepting of one
another, and fewer children are socially isolated. Thus the
greater use of such techniques couid mitigate the effects of
peer rejection on students’ achievement,

Group Differences in Children’s Friendships

Relations between boys and girls undergo obvious and im-
portant changes during adolescence. Most researchers doing




sociometric studies of children’s friendships during elementary
school ask children for same-sex ratings of their friendships,
because same-sex friendships are most prevalent at that time.
During easly adolescence cross-sex interactions become more
prevalent, although interactions between the sexes are often
awkward initially. In her observational study of friendships in
2 middle school, Schofield (1980) found that boys and girls
often did not interact much, although some cross-sex friend-
ships were developing. More important, in talking with boys
and girls she found that they were very aware that they soon
would be dating, and many of the awkward interactions be-
tween boys and girls featured teasing, pushing and shoving,
and halting conversation seemed to reflect that awareness. Be-
. cause of this awareness of the imminence of dating, Schofield
described boys and girls as having “complementary” social
identities. '

The work by Magnusson and Stattin (Magnusson, 1988; Stat-
tin & Magnusson, 1990) extends this idea into the high school
years and beyond. They report that some young women (early
maturers especially) are particularly likely to be channeled into
complementary relations with their male peers. Because these
fernales look sexually mature, they are more likely to become
involved with older peers, particularly with older male peers
who interact with them in terms of reciprocal gender roles, As
the young women get caught up in this peer social system, they
shift their artention from academic activities into heterosociat
activities and roles. As a result, they lower their educational
aspirations and, in fact, end up obtaining less education than
other femnales, often marrying and becoming parents earlier
instead. Thus, what appears initially as a charming set of com-
plementary social identities can have quite negative conse-
quences for some females (especially those who mature early)
as their social identity detracts from educational focus and at-
tainment.

Relations across different ethnic and racial groups do not
seem as complementary. In Schofield's (1980) study, despite
strong efforts by school staff to create mixed groups of children
in different school activities, children would resegregate at the
first opportunity they had. In addition, differeat groups in the
school did not have extremnely positive views of one another;
in many instances white students thought black studenis were
aggressive, disruptive, and poor achievers, whereas black stu-
dents thought white students were conceited and racist. As a
result of these patterns Schofield suggested that black and white
children have conflicting rather than complementary social
identities. These patterns may be exacerbated by the separate
neighborhoods in which children of different races often live.
DuBois and Hirsch (1990) found that 80 percent of both biack
and white early adolescents said they had friends from other
races at school. However, only 2% percent of the adolescents
said that they had friends from other races in their neighbor-
hoods. One way to increase cross-race friendships is the use
of cooperative leaming in the classroom; Slavin (1990) and
Johnson and Johnson (1987) reported that both cross-race ac-
ceptance and interaction increase when more cooperative
learning is used. The promotion of positive social relations
among different groups will become even more important as
our schools continue to become more diverse.

It is also important to consider the possible impact of peer
groups on achievernent behavior. As noted above, the recipro-
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cal gender-role peer interactions of early-maturing females ap-
pear to have a negative effect on their academic achievement.
Similar processes have been suggested for various ethnic
groups. As noted earlier, several investigators have suggested,
and provided evidence, that black youth are likely to receive
less peer support for academic achievement than white youth
(e.g., Fordham & Ogbu, 1986). Steinberg, Dombusch, and
Brown (1992) concluded, based on their recent study of ethnic
differences in achievement in California and Wisconsin, that
both the lower performance of African Americans and Hispanics
and the higher performance of whites and Asians are more
a result of ethnic differences in peer support for academic
achievement than a result of ethnic differences in either the
value parents attach to education or the youths’ beliefs regard-
ing the likely occupational payoff for academic success. Yet
family relations continue to have an important impacton adoles-
cents' school achievement and many other aspects of their
development. We consider family relations during adoles-
cence next.

Changes in Family Relations During Early
and Middle Adolescence

A prevalent view holds that relations between parents and
adolescents are much stormier than parent—child relations or
relations between parents and their adult children. This view
is more common in the clinical literature {e.g., Blos, 1979; Freud,
1958} and in anecdotal reporss from some parents than it is in
the research literature (e.g., Buchanan etal., 1992; Collins, 1990;
Dornbusch et al., 1991; Petersen, 1988). Although the extent
of actual disruption in parent-adolescent relations is debated,
there is litle question tha: parent—child relations do change
during adolescence. As adolescents become physically mature
they often seek more independence and autonomy and may
begin to question family rules and roles. One clear finding is
that parents and adolescents do have more conflicts than are
reported in earlier pareat-child relations, with those conflicts
often centering on things like dress and appearance, chores,
and dating (see Collins, 1990; Paikoff & Brooks-Gunn, 1990,
for reviews). These conflicts appear to be especiaily likely when
families experience different kinds of stress, particulasly the
stresses associated with economic hardships (McLoyd, 1990),
and discord among family members (see Barber & Eccles, 1992;
Hauser & Bowids, 1990). Unfortunately, in U.S. society today
more families are experiencing these kinds of economic and
social difficulties, and so more conflicts will be likely. Yet,
as mentioned earlier, many researchers find that parents and
adolescents agree more than they disagree on core values such
as beliefs about the importance of education, political beliefs,
and spirituality (see Hartup, 1983).

Other ways in which relations between parents and adoles-
cents differ from earlier parent—child relations is that they have
fewer interactions and do fewer things together outside the
home. This is perhaps best illustrated by the horror many ado-
lescents express at being with their parents at piaces like shop-
ping malls, where their friends might be. Also, especially during
puberty, affective relations can be more negative, and girls in
particular report feeling less accepted by parents (see Collins,
1990, for 2 more thorough review). In fact, Steinberg (1989
has argued that puberty has a special role in this distancing in



160 e DEVELOPMENT AND INDIVIDUAL DIFFERENCES

refations between adolescents and parents. He argued for an
evolutionary basis for this distancing, citing evidence from non-
human primates that puberty is the time when parents and
offspring often go their separate ways. Because human parents
and adolescents usually continue to live together for a long
time after adolescents go through puberty, distancing rather
than compiete separation may be the evolutionary vestige in
humans. Although he did not take an evolutionary perspective,
Collins (1990) wrote that the distancing in parent—adolescent
relations has great functional value for adolescents, in that it
fosters their individuation from their parents, allows them to
try mere things on their own, and develops their own competen-
ctes and efficacy.

One arena in which this distancing may not be as advanta-
geous is in parents’ involvement in their adolescents’ education.
Most studies of parental involvement in schooling show that it
is highest in elementary school and drops off after that (see
Eccles & Harold, 1993, in press; Epstein, 1991). There are many
reasons why this occurs. One reason is the structure of the
schools themselves, Elementary schools are smaller and often
tocated in the neighborhood, and children usually have just
one teacher most responsible for their education. Secondary
schools are much larger, more diffuse, and adolescents have a
different teacher for each subject area. Parents often find this
larger and more bureaucratic institution harder to deal with. At
the same time, during adolescence children also may make it
clear they do not want their parents to be as directly involved in
their school activities, either at home or at school. Yet numerous
studies indicate that continued parental involvement in their
children’s education is a critical factor in their school petfor-
mance (see Eccles & Harold, 1993, in press; Epstein, 1991, for
reviews). This has been demonstrated also in studies of African-
American adolescents (see Hale-Benson, 1989, Jenkins, 1989);
indeed, one halimark of Comer's (1988) school reform programs
is to enhance parental involverment in many different aspects
of schooling.

Although the contextual factors associated with different
school environments have a strong influence on parents’
involvement or lack of involvement in their children’s school-
ing, and thus may influence adolescents’ school achievement,
organismic factors also are important. Parenting style is one
such factor, and developmental psychologists have explored
how parents’ styles of interaction and discipline with their chil-
dren influence a host of children's developmenta! outcomes,
Baumrind (1971) identified several different broad parental
styles, the three most prominent being authoritarian, permis-
sive, and authoritative. Authoritarian parents are those who
have strict rules in place, allow little give-and-take about those
rules, and use asserive discipline strategies. Permissive parents
essentially leave children to their own devices and discipline
them infrequently. Authoritative parents provide rules and
structure, but discuss those rules with their children and show
some flexibility in how the rules are applied. In addition, they
are warm and accepting of their children. Baumrind founct
that the authoritative parenting style was associated with many
positive developmental outcomes, more so than either the au-
thoritarian or permissive styles. In a study with adolescents,
Dornbusch, Ritter, Leiderman, Roberts, and Fraleigh (1987) as-
sessed how these different parenting styles related to high
school students’ grades. In support of Baumrind’s work, the

authoritative parents tended to have adolescents who did betier
in school, whereas beth authoritarian and permissive parents
did not.

This brief review highlights the importance of both contex-
tual factars (characteristics of the schaal environment) and or-
ganismic factors (parenting styles) in influencing both parenta}
involvement in school and parental impact on adolescents’
achievement. Finding ways to maintain parental involvement
in their children’s education during the middle and high school
years remains an imporant priority.

SCHOOL TRANSITIONS AND
ADOLESCENT DEVELOPMENT

Very few developmental periods are characterized by so
many changes at so many different levels as is adolescence.
The changes during adolescence relate to pubertal develop-
ment, social role redefinitions, cognitive development, school
transitions, and the emergence of sexuality. With rapid change
comes a heightened potential for both positive and negative
outcomes. And, although most individuals pass through this
developmental period without excessively high levels of “storm
and stress,” many individuals do experience difficulty during
this period (see Dryfoss, 1990). As a result, a substantial portion
of America’s adolescents are not succeeding as well as might
be hoped: Between 15 percent and 30 percent (depending on
ethnic group) drop out of school before completing high school;
adolescents as a group have the highest arrest rate of any age
group; and increasing numbers of adelescents consume alcohol
and other drugs en a regular basis {McCord, 1990; Office of
Educational Research and Improvement, 1988). Many of these
problems appear to begin during the early adolescent years
{Carnegie Council on Adolescent Development, 1989). Is there
something unique about this developmental period that puts
individuals at greater risk for difficulty as they pass through i?
In this section, we look more closely at this question, reviewing
evidence for the hypothesis that some of the negative psycho-
logical changes associated with adolescent development result
from a mismatch between the needs of the developing adoles-
cent and the opportunities afforded them in their school envi-
rorunent. Thus we will be discussing 2n imponant context, the
school environment, in which adolescent development takes
place. We focus especially on the transition from elementary
to middle or junior high school, but alser discuss the transition
into high school.

The Middle Grades School Transition

Evidence suggests that the early adolescent years mark the
beginning for some individuals of a downward spiral that can
lead to academic failure and school dropout. For example, both
Roderick (1992) and Simmons and Blyth (1987) found a marked
decline in some early adolescents’ school grades as they moved
into junior high school. The magnitude of this decline was
predictive of subsequent school failure and dropout. Similar
declines have been documented for such motivational con-
structs as interest in school (Epstein & McPartland, 1976), intrin-
sic motivation (Harter, 1982), self-cancepts/self-perceptions
(Eccles, Midgley, & Adler, 1984; Simmons et al,, 19793, and




confidence in one’s intellectual abilities, especially following
failure (Parsons & Rubie, 1977). There are also reports of in-
creases during early adolescence in such negative motivational
and behavioral characteristics as test anxiety (Wigfield & Eccles,
1089, leamned helplessness responses to failure (Rholes, Black-
well, Jordan, & Walters, 1980), a focus on self-evaluation rather
than task mastery (Nicholls, 1990), and both truancy and school
dropout (Rosenbaum, 1976; see Eccles & Midgley, 1989; Eccles,
Midgley, & Adler, 1984, for full reviews). Although these
changes are not extreme for most adolescents, there is
sufficient evidence of a gradual decling in various indicators
of academic motivation, behavior, and seif-perception over
the early adolescent years to make one wonder what is
happening (see Eccles & Midgley, 1989). Although few studies
have gathered information on ethnic or social class differences
in these declines, we do know that zcademic failure and
dropout is especially problematic among some ethnic groups
and among youth from low-socioeconomic-status communi-
ties and famities (e.g., Hauser, 1991). It is probable, then,
that these groups will show declines in academic motivation
and self-perception as they move into and through the
secondary school years.

A variety of explanations have been offered to explain these
negative changes. Some have suggested that such declines re-
sult from the intrapsychic upheaval assumed to be associated
with early adolescent development (e.g., Blos, 1965). Others
have suggested that it is the coincidence of the timing of multipie
life changes. For example, Simmons and her colleagues have
suggested that the coincidence of the junior high school transi-
tion with pubertal development accounts for the declines in
the school-related measures and self-esteem, particulasly for
females {e.g., Biyth et al., 1983; Simmons & Blyth, 1987). Suill
others suggest that it is the nature of the junior high school
environment rather than the transition per se that is important
{e.g., Eccles & Midgley, 1989; Eccles, Midgley, & Adler, 1984}
Drawing on person-environment fit theory (see Hunt, 19753,
Eccles and Midgley (1989) proposed that the negative motiva-
tional and behavioral changes associated with early adoles-
cence could result from the fact that traditional junior high
schools are not providing appropriate educational environ-
ments for early adalescents. According to persen—environment
theory, behavior, motivation, and mental health are influenced
by the ft between the characteristics individuals bring to their
social environments and the characteristics of these social envi-
ronments. Individuals are not likely to do well or 1o be motivated
if they are in social environments that do not fit their psychologi-
cal needs. If the social environments in the typical middie grades
schools do not fit well with the psychological needs of adoles-
cents, then person—-environment fit theory predicts a decline
in adolescents’ motivation, interest, performance, and behavior
as they move into this environment.

Evidence for this perspective is reviewed in this section. But
in order to understand the role school environments might play
in beginning negative motivational changes at early adoles-
cence, two types of evidence need to be considered: evidence
drawn from studies that follow the standard environmental
influences approach, and evidence from studies that adopt a
developmenial variant on the person—environment fit para-
digm, or, as Eccles and Midgley term it, the stage—environment
fit approach {see Eccles & Midgley, 1989).
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General Environmental Infliences Model. Work in a variety
of areas has documented the impact of various classroom and
school environmental characteristics on motivation. For exam-
ple, literature on big schools versus small schools has demon-
strated the motivational advantages of small secondary schools,
especially for marginal students (Barker & Gump, 1964), Simi-
larly, the literature on teacher efficacy has decumented the
positive student motivational consequences of high teacher
efficacy (Ashton, 1985; Brookover, Beady, Flood, Schweitzer, &
Wisenbakesz, 1979). Finally, organizational psychology has dem-
onstrated the importance of participatory work structures on
worker motivation {Lawler, 1976). The point is, there may be
systematic differences between the academic environments of
typicai elementary schools and those of typical junior high
schools and middle schools; if so, those differences could ac-
count for some of the motivational changes seen among early
adolescents as they make the transition into junior high school
or middle school. In other words, the motivational problems
seen in early adolescence may be a consequence of the type
of school environment these students are forced to adapt to
rather than characteristic of the developmental period per se
(see Higgins & Parsons, 1983, for a full elaboration of this
argument). The same argument could be made for the problems
associated with the transition to high school and college; these
transitions are discussed later in this chapter,

Developmental Stage-Fnvironment Fit Model. A slightly dif-
ferent analysis of the possible environmental causes of the
motivational changes associated with the junior high school
transition draws on the idea of person—environment fit. Such
a perspective leads one to expect negative motivational conse-
quences for individuals when they are in environments that do
not fit well with their needs (Hunt, 1975; Lewin, 1935). At the
most basic level, this perspective suggests the importance of
looking at the it between the needs of early adolescents and
the opportunities afforded them in the traditional junior high
school environment. A poor fit would help explain the deciines
in motivation associated with the transition to either junior or
senior high schoot.

An even more interesting way to use the person—
environment fit perspective is to put it into a developmental
framework. Hunt (1973) argued for the importance of adopting
a developmental perspective on person—environment fit in the
classroom. He suggested that teachers need to provide the
optimal level of structure for children’s current levels of maturity
while at the same time providing a sufficiently challenging
environment to pull the children along a developmental path
toward higher levels of cognitive and social maturity. Eccles
and Midgley (1989) extended this perspective to an analysis of
the motivational declines associated with the junior high school
transition. They suggested that different types of educational
environments may be needed for different age groups in order
to meet the individual's developmental needs and to foster
continued developmental growth, Exposure to the develop-
mentally appropriate environment would facilitate both moti-
vation and continued growth. In contrast, exposure o 4
developmentally inappropriate environment, especially a de-
velopmentally regressive environment, was predicted to create
a particularly poor person—environment fit, which in turn would
lead to declines in motivation and in attachment to the goals
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of the institution, Imagine two trajectories, one a developmental
trajectory of individual growth, the other a trajectory of environ-
mentai change across the school years. Positive motivational
consequences are predicted when these two trajectories are in
synchrony with each other, that is, when the environment is
both responsive to the changing needs of the individual and
offers the kinds of stimulation that will propel continued posi-
tive growth. In other words, transition to a facilitative and devel-
opmentally appropriate environment, even at this vulnerable
age, should have a positive impact on children’s perceptions
of themselves and their educational environment, In contrast,
negative motivational consequences are predicted when these
two trajectories are out of synchrony. If this is true, then a
transition: into a developmentally inappropriate educational en-
vircnment should result in the types of motivational declines
that have been identified as occurring with the transition into
junior high school.

This analysis suggests a set of researchable theoretical and
descriptive questions. First, what are the developmental needs
of the early adolescent? Second, what kind of educational envi-
ronment would be developmentally appropriate in terms of
both meeting these needs and stimulating further development?
Third, what are the most common changes in the academic
environment before and after the transition to middle or junior
high school? Fourth, and most imponant, are these changes
compatible with the physiological, cognitive, and psychological
changes early adolescents expetience? Or is there a develop-
mental mismatch between maturing early adolescents and the
classroom environments they experience before and after the
transition to the junior high school—a mismatch that results in
a deterioration in academic motivation and performance for
some children? Finally, can a similar analysis be used to under-
stand motivational changes associated with the transition to
high school and college, or from school to work?

Stage - Environment Fit and the Transition to Junior High
School. Eccles and Midgley (1989) argued that there are devel-
opmentally inappropriate changes at the junior high school in
a cluster of clussroom organizational, instructional, and climate
variabies, including task stracture, task complexity, grouping
practices, evaluation techniques, motivational strategies, locus
of responsibility for leaming, and quality of teacher—student
and student-student relationships. They argued that these
changes contribute to the negative change in students’ motiva-
tion and achievement-refated beliefs assumed to coincide with
the transition into junior high school. The research of Eccles,
Midgley, Wigfield, and their colleagues, as well as the little other
available research, provides sy pport for these suggestions. This
research is summarized below (see also Arderman & Maehr,
1994).

Remarkably few empirical studies have focused on differ-
ences in the classroom or school environment across grades
or scheol levels, Most descriptions have focused on school-
level characteristics such as school size, degree of departmental-
ization, extent of bureaucratization, and so on, For example,
Simmons and Blyth (1987) pointed out thar maost junior high
schools are substantially larger (by several orders of magnitude)
than elementary schools, and instruction is also more likely to
be organized and taught departmentally. As a result of both of
these differences, junior high school teachers typically teach

several different groups of students each day and are unlikely
to teach any particular students for more than 1 year. Inaddition,
students typically have severai reachers each day with little
Opportunity to interact with any one teacher on any dimension
except the academic content of what is being taught and disci-
plinary issues. Thus, the opportunity for forming close relation-
ships beeween students and teachers is effectively eliminated
at precisely the point in the students’ development when they
have a great need for guidance and support from nonfamilial
adults (see Carnegie Council on Adolescent Development,
1989). Such changes in student—teacher relationships, in turn,
are likely to undermine the sense of community and trust be-
tween students and teachers, leading to a lowered sense of
efficacy among the teachers, an increased reliance on authoritar-
ian contro! practices by the teachers, and an increased sense
of alienation among the students. Such changes are also likely
to decrease the probability that any particular student’s difficult-
tes will be noticed early enough to get the student necessary
help, thus increasing the likelihood that students on the edge
will be allowed to slip onto negative trajectories leading to
increased school failure and dropout.

Although differences on these characteristics can have im-
portant effects on teacher beliefs and practices and on student
alienation and motivation, until quite recently those links were
rarely assessed. Most attempts 1o assess the classroom environ-
ment have included only one grade level and have related
differences in the environment to student outcomes, particularly
scores on achievement tests. Little research has focused on
systematic differences between the classroom environment of
elementary and junior high or middle schools. But looking
across the various relevant studies, six patterns emerge with a
fair degree of consistency.

Authority Relationships.  First, despite the increasing matu-
rty of students, junior high school classrooms, as compared
with elementary schoo! classrooms, are characterized by a
greater emphasis on teacher control and discipline and fewer
opportunities for student decision-making, choice, and self-
management (e.g., Brophy & Everston, 1976; Lounsbury, Mar-
ani, & Compion, 1980; Midgley & Feldlaufer, 1987, Midgley,
Feldlaufer, & Eccles, 1988a,b; Moos, 1979). For example, Bro-
phy, Everston, and their colleagues found consistent evidence
that junior high school teachers spend maore time maintaining
order and less time actually teaching than elementary schaol
teachers (Brophy & Everston, 1976). Similarty, Midgley et al
(1988b) found that sixth-grade elementary school math teachers
reported less concern with controlling and disciplining their
students than these same students’ seventh-grade junior high
school math teachers reporied cne year later.

Similar differences ernerge on indicators of students’ oppor-
tunity to participate in decision-making regarding their own
learning. For example, Ward and her coileagues found that
upper elementary school students are given more opportunities
10 take responsibility for various aspects of their schoolwork
than seventh-grade students in a traditional junior high school
(Ward, Mergendoller, Tikunoff, Rounds, Dadey, & Mitman,
1982). Similarly, Midgley and Feldlaufer (1987) reported that
both seventh graders and their teachers in the first year of junior
high school indicated less opportunity for students to participate
in classroom decision-making than did these same students and




their sixth-grade elementary school teachers one year earlier.
In addition, using 2 measure developed by P. Lee, Statuts,
and Kedar-Voivodas (1983) to assess the congruence between
the adolescents’ desire for participation in decision-making and
their perception of the opportunities for such participation,
Midgley and Feldlaufer (1987) found a greater discrepancy when
the adolescents were in their first year in junior high school than
when these same adolescents were in their last year in elemen-
tary school. Clearly, the fit between the adolescents’ desire for
autonomy and their perception of the extent to which their
school affords them opportunities to exchange in autonomous
behavior had decreased during the junior high school transition.

As outlined earlier, person—environment fit theory suggests
that such mismatch between young adolescents’ desires for
autonomy and control and their perception of the opportunities
in their environments should result in 2 decline in the adoles-
cenis’ intrinsic motivation and interest in school. More specifi-
caily, given the general developmental progression toward in-
creased desire for independence and autonomy during early
adolescence, Eccles and Midgley (1989) predicted that adoles-
cents who experience decreased opportunities for participation
in classroom decision-making along with increased desires for
greater participation in such decisions should be at particularly
high risk for negative motivational cutcomes. In a longitudinal
analysis of the P. Lee et al. (1983) measure, Mac Iver and
Rueman {1988} provided some support for this prediction. They
compared the changes in intrinsic interest in math for adoles-
cents reporting different parterns of changes in the match be-
rween their desire for participation in classroom decision-mak-
ing and their perception of the opportunity for such decision-
making across the junior high school transition. Consistent with
the prediction, it was the adolescents who thought that their
seventh-grade math classrooms were putting greater constraints
on their preferred level of participation in classroom decision-
making than did their sixth-grade math classrooms who showed
the most marked declines in their intrinsic interest in math as
they moved from sixth grade into seventh grade.

Another way to look at stage—environment mismatch is to
look for differences between children of the same age who
are at different maturational levels. C. L. Miller (1980) and her
colleagues adopted just such a strategy with the Michigan Stady
of Adolescent Life Transitions (MSALT). They focused on indi-
vidual differences between sixth-grade girls at different stages
of pubental development in the match between the girls' desire
for decision-making opportunities and their perceptions of the
opportunity for such decision-making in their classrooms. Con-
sistent with the intraindividual longitudinal pattern of age-re-
jated change reported above, the more physicaily mature female
adolescents expressed a greater desire for input into classroom
decision-making than did their less developmentally mature
female classmates (C. L. Miller, 1986). Unfortunately, as was
true for the longitudinal results, the more physically marure
fernales did not perceive greater oppoertunities for participation
in classroom decision-making. Although girls of varying degrees
of pubertal development were in the same classrooms, the more
physically mature ones (i.e., the early developers) reported
fewer opportunities for participation in classreom decision-
making than did their less mature female peers (i.e,, the on-
timie and late developers).

These maturational differences are even more suriking when
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one looks at the within-year changes in these female adoles-
cents’ perceptions of the opportunities they have to participate
in classroom decision-making. Miller calculated the mean
change in these females’ perceptions of opportunities from fall
to the spring testing and then looked at this change as a function
of their pubertal status, The early-maturing females showed a
negative change (a decling) over the course of the school year in
the extent 1o which they felt they could participate in classroom
decision-making. In contrast, the late-maturing femnales in these
same classrooms showed a positive change (an increase) over
the course of the schoo! year (C. L. Miller, 1986, How could
this be, given that these adolescents were in the same class-
rooms? Did the teachers actually treat these adolescent females
differently—i.e., did the teachers respond to earlier physical
maturity with more controlling behavior? Or did the adolescents
perceive a similar environment differently—t.e., did the early-
maturing adolescents perceive the same level of zdult control
as providing less opportunity for self-control than did the later
maturing adolescents? Evidence from educational psychology,
developmental psychology, and general psychology suggests
that either or both of these explanations could be accurate:
Teachers do respond differently to varicus children in the same
classroom, depending on 2 variety of characteristics (Brophy &
Evertson, 1976), and people do perceive similar environments
differently depending on their cognitive and/or motivational
orientation (see Baron & Graziano, 1991). More detailed class-
room observations are needed to determine the exact nature
of the relation between teachers' behavior and adolescents’
perceptions. But, more important for the issues central to this
discussion, the degree of mismatch between the female adoles-
cents’ desire for Input and their perception of these opportuni-
ties in their classroom environment was related to their pubertal
maturity, with the mismatch greater among the more physically
mature fernale adolescents than ameng the less mature.

These last results are especially interesting in light of the
finding by Simmons and her cofleagues (e.g., Simmons & Blyth,
1987; Simmons et al., 1979) that it is the more physically mature
girls who are also involved in dating who respond to the transi-
tion to junior high school with increased levels of truancy and
school misconduct and decreased self-esteem. Simmons et al.
{1979} and Simmons and Blyth {1987) have explained this result
in terms of multiple risks—these girls are the early adolescents
who are experiencing school and pubertal transitions simulta-
neously. Alternatively, it is possible that it is the mismatch be-
tween their desire for a less controlling adult environment and
their perceptions of a decline in the actual opportunity for
patticipation that puts these females at risk for the most negative
motivational outcomes.

Affective Relationships, Second, junior high school class-
rooms, as compared with elementary school classrooms, are
characterized by a less perscnal and less positive teacher—
student relationship (see Eccles & Midgley, 1989). For example,
in a study by Trebilco, Atkinson, and Atkinson (1977), students
reported less favorable interpersonal refations with their teach-
ers after the transition to secondary school than before. Simi-
tarly, Feldlaufer, Midgley, and Fccles (1988) found that both
students and observers rated junior high school math teachers
as less friendly, less supportive, and less caring than the teachers
these same students had 1 year earlier in the last year of elemen-
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tary school. The seventh-grade teachers in this study also re-
ported that they trusted the students less than did these students’
sixth-grade teachers (Midgley et al., 1988b).

Research on the effects of classroom climate indicates that
the quality of student—teacher relationships is associated with
students’ academic motivation and attitudes toward school (e. g,
Fraser & Fisher, 1982; Moos, 1979; Trickett & Moos, 1974).
Consequently, there is reason to believe that transition into
a less supportive classroom will impact negatively on early
adolescents’ interest in the subject matter being taught in that
classroom. Midgley et al. {19882) tested this hypothesis. As
predicted, it was the early adolescents who moved from ele-
mentary teachers they perceived to be high in support to junior
high school teachers they perceived to be low in support who
showed the commonly reported decline in the value they
attached to math; in contrast, the early adolescents who moved
from teachers they perceived 1o be low in support to teachers
they perceived to be high in support showed an increase in the
value they attached 1o math. These differences were especially
marked among the low-achieving students, suggesting that low-
achieving students are particularly at risk when they move to
less facilitative classroom environunents following a school tran-
sition.

Organization of Instruction. Third, the shift to junior high
school is associated with an increase in practices such as whole-
class task organization and between-classroom ability groupin g
{see Eccles & Midgley, 1989). For example, in the MSALT study,
whole-group instruction was the norm in the seventh grade,
small-group instruction was rare, and individualized instruction
was not observed at all. In contrast, the sixth-grade teachers
mixed whole- and smatl-group instruction within and across
subjects areas (Rounds & Osaki, 1982). Similar shifis toward
increased whole-class instruction, with most students working
on the same assignments a: the same time, using the same
textbooks, and doing the same homework assignments, were
evident in the MSALT study (Feldlaufer et al., 1988). In addition,
several reports have documented the increased use of berween-
class ability grouping beginning in jusior high school (e.g.,
Qukes, 1981).

Changes such as these increase social comparison, concems
about evaluation, and competitiveness (see Eccles, Midgley, &
Adier, 1984; Rosenholtz & Simpson, 1984). They may also in-
crease the likelihood that teachers will use normative grading
criteria and more public forms of evaluation, both of which
negatively affect many early adolescents’ self-perceptions and
motivation. These changes may also make aptitude differences
more saltent to both teachers and students, leading to increased
teacher expectancy effects and decreased feelings of efficacy
among teachers (see Eccles & Wigfield, 1985).

Teacher Efficacy. Fourth, junior high school teachers feel
less effective as teachers, especially for low-ability students.
This was one of largest differences found between sixth- and
seventh-grade teachers in the MSALT study. Seventh-grade
teachers in these junior high schools reporied much lower
confidence in their teaching efficacy than did the sixth-grade
elementary school teachers in the same school districts (Midgley
etal., 1988b), Others have reported similar results. W, Alexander
and George (1981) found that teachers in traditional junior high

schools had a lower sense of their teaching efficacy than did
teachers in a more innovative middle grades school.

Several studies have documented the impact of teacher effi-
cacy on student beliefs, aritudes, motivation, and achievement.
For example, Brookover et al. (1979), using schools as the unit
of analysis, found negative correlations between teachers’ sense
of academic futility and students’ self-concept of ability and
sclf-reliance. W. Alexander and George (1981), in the study just
mentioned, found that teachers in the more innovative middle
grades school had higher expectancies for student success and
also were more likely to take personal responsibility for student
failure than were the junior high school teachers. Ashton (1585)
found that teachers’ sense of efficacy related positively to high
school students’ performance on math and language arts
achievement test scores. The more efficacious teachers also
were more encouraging and supportive of students,

Given these associations, differences in teachers’ sense of
efficacy before and after the transition to junior high school
could contribute to the decline in early adolescents’ beliefs
about their academic competency and potential. Midgley, Feld-
laufer, and Eccles (1989) tested this hypothesis. They divided
their adolescent sample into four groups based on median splits
of their math teachers’ ratings of their personal tezching efficacy.
The largest group of students (559 out of the 1,329 included
in these analyses) moved from a high-efficacy sixth-grade math
teacher to a low-efficacy seventh-grade math teacher. Another
474 adolescents had low-efficacy teachers both years, 117
moved from low- to high-efficacy teachers, and 179 had high-
efficacy teachers both years. As predicted, the adolescents who
moved from high-efficacy to low-efficacy teachers during the
transition {the most common patiern) ended their frst year in
junior high school with lower expectancies for themselves in
math, lower perceptions of their performance in math, and
higher perceptions of the difficulty of math than the adolescents
who had experienced no change in teacher efficacy or who
had moved from low- 1o high-efficacy teachers. These effects
were especially marked among the low-achieving adolescents.
By the end of the junior high schaol vear, the confidence that
those low-achieving adolescents who had moved from high-
to low-efficacy teachers had in their ability to master mathemat-
ics had declined dramatically—a drop that could well mark the
beginning of the downward spital in school motivation that
eventually leads to school dropout for so many low-achieving
adolescents, It is important to note, however, that this same
decline was nof characteristic of the low-achieving adolescents
whe moved to high-efficacy seventh-grade math teachers.

Cognitive Level of Academic Content.  Fifth, despite what
one might expect, given what we know about cognitive devel-
opment at this age, there is evidence that classwork during the
first year of junior high school requires jower levels of cognitive
skill than classwork at the elementary level. One rationale often
given for the large, departmentalized junior high school system
is its efficiency in providing early adolescents with higher level
academic work and more varied academic courses taught by
specialists in their ficlds. It is argued that the early adolescents
are ready for more formal instruction in the various subject
areas. Two assumptions are implicit in this argument. First,
it is assumed that more formal, deparmentalized teaching is
conducive to the learning of higher order cognitive processes.




Second, it is assumed that children in junior high school are
undertaking higher order learning tasks in their departmental-
ized courses. Both of these assumptions can be questioned.
For example, in an observational study of 11 junior high school
science classes, only a very small proportion of tasks required
higher level creative or expressive skills; the most frequent
activity involved copying answers from the board or textbeok
onto worksheets (Fleming & Chambers, 1983; Mergendoller,
Marchman, Mitman, & Packer, 1988). Similarly, Walberg, House,
and Steele {1973} rated the level of complexity of student assign-
ments across Grades 6 to 12 according to Bloom's taxonomy
of educational objectives. The proportion of low-level activities
peaked in Grade 9, the first year after the students in this district
made the transition into secondary school. Both of these studies,
as well as other studies, suggest that the actual cognitive de-
mands made on adolescents decrease rather than increase as
they make the transition from primary school into secondary
school. No one has researched the impact of this decline in the
cognitive demands placed on students, but one could speculate
that its impact is likely to be negative, especially in light of
the more rigorous grading practices often associated with this
school transition (see review below). Although the students
have been led to believe that they are moving to a more chai-
lenging school environment, they may well find themselves in
classes that are reviewing the material they leamed in elemen-
tary school, and they are likely to be given lower grades for
their work. As we shall see below, this experience is not likely
to facilitate their motivation.

Grading Practices.  Finally, junior high school teachers ap-
pear to use a higher standard in judging students’ competence
and in grading their performance than do elementary school
teachers (see Fccles & Midgley, 1989). There is no stronger
predictor of students’ self-confidence and efficacy than the
grades they receive. If grades change, then we would expect
to see a concomitant shift in the adolescents’ self-perceptions
and academic motivation. There is evidence that junior high
school teachers use stricter and more social comparison—based
standards than elementary schoclteachers to assess student
competency and to evaluate student performance, leading to
a drop in grades for many early adolescents as they make the
transition into junior high scheool. For example, Finger and
Silverman (1966) found that 54 percent of the students in New
York State schools experienced a decline in their grades when
they moved into junior high school, Similarly, Simmons and
Blyth (1987) found a greater drop in grades between sixth and
seventh grade for adolescents making the transition to junior
high schoel at this point than for adolescents enrolled in kinder-
garten through eighth grade schools. Roderick (1992) found a
similar difference in the likelihood of a grade drop between
fifth and sixth grade, depending on whether the students moved
into a middle school or remained in a kindergarten through sixth
grade elementary school between these two grades. Finally, the
decline in grades is not matched by a decline in the adolescents®
scores on standardized achievement tests, suggesting that the
decline reflects a change in grading practices rather than a
change in the rate of students’ learning {Kavrell & Petersen,
1984), Imagine what this decline in graces might do to early
adolescents’ selfconfidence, especially in light of the fact that
the material is not likely to be more intellectually challenging.
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Although neither Simmons and Blyth nor Roderick looked at
this specific question, both documented the impact of this grade
drop on subsequent school performance and dropout. Even
controlling for 2 youth's performance prior to the school transi-
tion, the magnitude of the grade drop following the transition
into either junior high school or middle school is 2 major pre-
dictor of early school leaving in both studies. .

Summary. Changes such as those reviewed in the last several
pages are likely to have a negative effect on many children’s
motivational orientation toward school at any grade level. But
Eccles and Midgley (1989) have argued that these types of
schootl environmental changes are particularly harmful in early
adolescence, in light of what is known about psychological
development during this stage of life. Evidence from a variety
of sources suggests that early adolescent development is charac-
terized by increases in desire for autonomy, peer orientation,
self-focus and self-consciousness, salience of identity issues,
concern over heterosexual relationships, and capacity for ab-
stract cognitive activity (see B. B. Brown, 1990; Eccles & Mid-
gley, 1989; Harter, 1990b; Katchadourian, 1990; Keating, 1990,
Simmons & Blyth, 1987). Simmons and Blyth have argued that
adolescents need a reasonably safe and an intellectually chal-
lenging environment to adapt to these shifts, an environment
that provides a “zone of comfort” as well as new opportunities
for growth. In light of these needs, the environmental changes
often associated with the transition to junior high school seem
especially harmiful in that they emphasize competition, social
comparison, and ability self-assessment at a time of heightened
selfi-focus; they decrease decision-making and choice at a time
when the desire for control is growing; they emphasize lower
level cognitive strategies at a time when the ability to use higher
level strategies is increasing; and they disrupt social networks
at a time when adolescents are especially concerned with peer
relationships and may be in special need of close adult relation-
ships outside of the home. The nature of these environmental
changes, coupled with the normal course of individual develop-
ment, is likely to result in 2 developmental mismatch so that the
fit between the early adolescent and the classroom environment
is particularly poor, increasing the risk of negative motivational
outcomes, especially for adolescents who are having difficulty
succeeding in school academically. One important task for re-
searchers in the 1990s is to assess whether the kinds of mismatch
between school environments and early adolescent develop-
ment we have discussed can be generalized 1o early adolescents
in different kinds of educational settings (e.g., rural vs, urban
schoots; rich vs. poorer schoois) or to different groups of early
adolescents (see Berliner, 1989).

The Transition to High School

Although there has been less work on the transition to high
school than on the transition to junior high school, the work
on high school environments suggests that many of the same
problems noted earlier for the junior high scheel transition
characterize the transition into high school as well. Several of
the changes are continued and exaggerated. For example, high
schools are typically even larger and more bureaucratic than
funior high and middle schools. Based on arguments related
to the economies of scale, most public school districts have
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moved toward consolidation at the secondary school level. It
was hoped that consolidation would increase efficiency and
provide more equal educational opporunities for all students
in the district. In a major review of the impact of high school
organization on teachers and swudents, Bryk, Lee, and Smith
(1990 concluded that

these aims . . . have not been achieved. The incidence of dropping out
- - - increased through the 1970's and remains depressingly high, with
rates in excess of 50 percent not uncommon in urban schools; ...
[The expansion of school bureaucracy . . . has contributed to student
passivity and teacher alienation, both of which are now pervasive. A
system of mass education relying on processes of specialization and
centralization has promoted a breakdown in human commitment. + . .
These forces appear especially disruptive in large urban districts. {p.
201)

They go on to give numerous examples of how the sense of
comumunity among teachers and students is undermined by

school size and bureaucratic structure (e.g., Bryk & Driscoll,”

1988; Newmann, 1981). Teachers do not know each other and
do not know the studenus. Little effort is made to make the
instruction relevant to the students. There is little opportunity
for students and teachers to get to know each other and, as a
consequence, there is distrust between them and little attach-
ment to 2 common set of goals and values. As was true of the
transition into junior high school, there is little opportunity for
the students to form a mentorlike relationship with 2 nonfamilial
adult, It is predictable that such an environment will undermine
the motivation and involvement of many students, especially
those who are not doing particularly well academically, those
not enrolled in the favored classes, and those who become
alienated from the values of the adults in the high school,
But few studies have actuaily foliowed students through this
transition in arder to test this hypothesis; and even fewer studies
have investigated ways in which existing high schools could
be modified to overcome some of these problems. Designing
and evaluating such interventions is an important challenge for
the 1990s.

Also for reasons of efficiency, most large public high schools
have organized instruction around curricular tracks that sort
students into different groups. As a result, there is even greater
diversity in the educational experiences of high school students
than of middle grades students. Unfortunately, this diversity is
often associated more with the students’ social class and ethnic
group than with differences in the students’ talents and interest
(Lee & Bryk, 1989). As a result, curricular tracking has served
to reinforce social stratification rather than foster optimal educa-
tion for all students, particufarly in large schools (Lee & Bryk,
1989). Lee and Bryk have shown that average school achieve-
ment levels do not benefit from this curricular tracking—quite
the contrary. Evidence comparing Catholic high schools with
pubilic high schools suggests that average school achievement
levels are increased when all students are required to take the
same challenging curriculum. This conclusion is true even after
one has controlled for student selectivity factors. A more thot-
ough examination of how the organization and structure of our
high schools influence cognitive, motivational, and achieve-
ment outcomes should be an important task for research in the
1990s. During the 1980s we leamed much about the transition

from elementary to junior high school; now it is time to look
more closely at transitions into and out of high school.

Leaving High School Early: The Problem of Dropping Cut.
One major difference between middle school and high school
is that there are many more social and educational choices
available to high school students, choices that can have both
positive and negative consequences. The educational choices
students face include the kinds of classes they will continue to
take in high school; for example, whether to focus on academi-
cally oriented or vocationally oriented courses. A more funda-
mental educational decision is whether or not to stay in school
at all. Along with these choices about schooling and academics,
high school students (and, increasingly, middie school students)
face a variety of social choices as well: how sexually active to
become, whether or not to use drugs and alcohol, and whether
or not to engage in different kinds of deviant or criminal behayv-
fors. Some adolescents struggle with eating disorders. Others,
for a variety of reasons, decide that they cannot cope with their
circumstances, and comunit suicide. These distressing choices,
and the troubling statistics showing higher levels of teen preg-
nancy, adolescent drug use, and adolescent crime and violence,
indicate that more and more adolescents are engaging in what
McCord (1990} calls problem behaviors (see also Dryfoss, 1990:
Lerner et al,, 1994). A complete review of the work on these
problem behaviors is outside the scope of this chapter; inter-
ested readers should consult Hauser and Bowlds (1990} and
McCord (1990) for excellent discussions of stress, coping, and
problem behaviors that occur during adolescence. Because we
are focusing primarily on academic outcomes in this chapter,
in this section we focus on the issue of dropping out of school.

In middle or junior high school students can disengage from
school by not urying, acting out, or being truant; however, they
still are required to be in school. At age 16 students can make
the decision to feave school, and unfortunately, many choose
to do so. Although there is debate about the exact numbers of
students dropping out {see Rumberger, 1987), the numbers are
large encugh to be a major social problem. Further, a dispropor-
tionate number of African-American and Hispanic students
leave high school before graduating: in some school districts
as many as 50 percent or more of these students leave school
before completing their degree work (Bryk et al., 1990), En-
twisle (1990} reviewed the work that has examined the charac-
teristics of students more likely to drop out of high school (see
also Rumberger, 1987). These characteristics include low abitiry,
low achievement, coming from a poverty background, working
too many hours while trying to go to school, and early preg-
nancy. Entwisle pointed out that adequate prospective studies
that could be used to identify which children would be most
likely to drop out are lacking. Work that is available, however,
suggests that students who do poorly in elementary school,
who exhibit sericus behavior problems in school, and who are
truant on a frequent basis will be more likely to drop out of
high school. Fian (1989) discussed how these problems ofien
are interrelated. Understanding the factors related to dropping
out certzinly is important; however, Rumberger argued for the
need to understand better processes refated to dropping out,
rather than just lsting factors associated with the problem. In
beginning to address that issue, Finn argued for a participation-
identification model of the dropout process, stating that students




who participate less in academic and nonacademic activites in
school, beginning in elementary school, will identify less with
the educational process and ultimately will be more likely to
drop out of school.

As part of panicipation-identification processes, Finn
pointed to the importance of vahsing of schoel, 2 construct we
have discussed in this chapter and elsewhere {e.g., Eccles et
al., 1983; Wigheld, 1994; Wigfield & Eccles, 1992). Studenis
whe do not value math will be more likely to opt out of math
when they no longer have to take it. Do adolescents’ specific
achievement values relate to their bigger decision about drop-
ping out or staying in school? Assessing students’ particular
subjective values over the school years may help predict which
students will become disengaged from school and could pro-
vide a better model for how students’ achievement-related be-
liefs influence their decisions to stay in or leave school. Most
researchers examining how students’ beliefs relate to dropping
out of school have focused on studenis’ general self-esteem, a
construct that may be too broad to have much predictive utility
in explaining specific decisions like dropping out of school
{(see Finn, 1989, for a critique of the self-esteem explanation of
dropping out of school).

We have been discussing dropping out of school as a choice;
however, many students drift into dropping out of school rather
than consciously deciding to do so. That is, the circumstances
of their lives are such that continuing to go to school would
be very difficult. These circumstances include the economic
pressure many poor students face, discrimination, and poor
schools, to name just a few, These circumstances play a major
role in influencing some students to drop out (see Finn, 1989;
Rumberger, 1987). For the students who do make a more con-
scious decision that school is not for them, the relative contribu-
ton of both specific achievement values and more general
valuing of education also plays a significant role, one that has
not been addressed sufficiently.

One of the major outcomes of dropping out of school is
that it seriousty reduces the adolescent’s chances of obtaining
a well-paying iob (see Rumberger, 1987). Rumberger estimated
that the economic and social costs of dropping out both to the
individual and 10 our society at large run into the billions of
dollars. Not oaly do individuals who drop out lose potential
earnings, but society often has to provide more extensive social
services for dropouts, because they are more likely to engage
in some or all of the problem behaviors that McCord (1990)
discussed. Although receiving a high school diploma may alievi-
ate some of these problems, in today’s society a high school
degree no longer ensures reasonable job prospects. When U S.
society was an industrial society, a high school diploma often
was enough to guarantee access to reasonably well-paying and
secure jobs. As we move into a postindustrial society, that no
longer is the case; indeed, some students now may be dropping
out of high school because they realize a high school diplorma
will not mean much o them in terms of job prospects. Rum-
berger (1987} and Fian (1989) beth discussed the need for
intervention programs to keep more students in school, pro-
grams that focus on giving those students skills they wil! need
in the workplace. Encouraging more students 1o stay in schoot,
and finding meaningful and rewarding things for them to do
after they finish high schoo}, is an important challenge for the
later 1990s. This challenge is impostant erough thar the Clintoa
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administration already is talking about ways to restructure high
schools so that students not going to college receive adequate
technical skill training so that they can obtain good jobs in the
increasingly technological workplace.

Other students finish high school and move on to the world
of work, or 1o college. What happens o them? That is the broad
focus of the next section.

DEVELOPMENTAL CHANGES DUlRING LATE
ADOLESCENCE AND YOUNG ADULTHOOD

This section describes the important changes that occur after
the high school years. As in the previous section, we focus first
on changes in later adolescents’ and young adults’ cognition,
self-concepts, and motivation. We briefly consider group differ-
ences in these important constructs, We then discuss how indi-
viduals cope with the transitions from high school to college,
and from college to the work force, although space limitations
curtail the discussion on transitions. We realize that there are
many individuals who do not go on to college and that the
trajectories of development may be somewhat different for them
(see McCall, Evahn, & Kratzer, 1992). Nevertheless, we focus
on college students because this is a handbook on educational
psychology, and the college classrocom is an important site for
development, learning, and instruction.

As we discussed earlier, both psychological and educational
theory and research are moving away from organismic models
that highlight the individual without giving equal or more
weight to the context, and toward more contextual models

(Bruner, 1990; Pintrich, 1994). However, organismic models

that focus on the individual have to date been the most fre-
quently used models in research on college students and are
representative of much of the research reviewed in this section.
In contrast, research on adults has tended to rely on a life-span
approach to development and seems to represent an adequate
integration of the tensions berween organismic and contextual
perspectives {(Lerner, 1986). These life-span approaches (see
Abeles, 1987, Baltes, 1987; Baltes & Schaie, 1973; Featherman,
1983) assume that development can be both quantitative and
qualitative and is ongoing across all ages, not just limited to
certain ages like childhood and adolescence, as suggested in
many organismic models. In addition, life-span approaches
generally describe development as being multidimensional
{changes occur across biological, social, cognitive, and affective
dimensions); multidetermined (changes can be a function
of biological, social, physical, psychological, and historical
events); and multidirectional (changes can occur in different
patterns and trajectories, depending on both individual and
situational factors; change is not necessarily directed along
a single path to a paricular end point such as formal
operations). Finally, a recent assumption of the lfe-span
approach is that the process of development is a dynamic
relation between growth {gain) and decline (loss), with a
larger ratio of gains to losses early in life but the ratio
declining with age (Baltes, 1987). Of course, along with life-
span approaches there are other contextual models, including
Vygotskian, constructivist, 2and postmodern deconstructionist
views, available o guide future research and thinking. One
of the key issues for future research on adolescents and
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young adults is the specification and refinement of these
different contextual models and their application to classic
problems in educational psychology such as classroom leam-
ing and motivation.

Cognitive Development in Late Adolescence and
Young Adulthood

We discussed earlier how cognition changes during adoles-
cence; we build on that discussion in this section. To recapitu-
late briefly, in terms of research on adolescent thinking and
cognitive development, Piagetian theory (Inhelder & Piaget,
1958) is the standard model, with the fourth stage, formal opera-
tions, representing the sine qua non of mature thinking. The
hallmarks of formal operational thinking {(cf. Flavell, Miller, &
Miller, 1993; Keating, 1980, 1990) include {(a) abstract thinking,
or the ability to think about possibilities beyond concrete reality;
(b) propositional thinking, or the ability to think about logical
relations among ideas, concepts, propositions, and cognitive
operations; {¢) combinatorial thinking, or the ability to generate
different possible combinations of ideas and cognitive opera-
tions; {d) hypothetical-deductive thinking, or the ability to think
scientifically, including the ability to define and control vari-
ables and to generate, test, and revise hypotheses; (e) the ability
to regulate cognition, including the ability to define a problem,
select a strategy, and revise options in the course of solving a
problem, (f) metacognition, or the ability to think about cogni-
tive processes, memory, learning, language, and thinking; and
(g the ability to be self-reflective about not just cognitive pro-
cesses but also issues such as identity, existence, morality, and
perscnal relationships.

The second decade of life is when much of this thinking
should develop, especially the latter third (18-20 years), when
many students are in college. In fact, in classic Piagetian theory,
most college students should have attained formal operations.
However, the research on college students suggests that almost
half have not acquired formal operations by their freshmen year
(Pascarella & Terenzini, 1991). In addition, the few longitudinal
studies of college students {e.g., Fisert & Tomlinson-Keasey,
1978; Mentkowski & Strait, 1983) have shown very small gains
in formal operational thinking from freshman to senior years.
Moreover, depending on the sample (including both secondary-
and post-secondary-school students) and the nature of the as-
sessment tasks, the results can range from zero o 100% of the
sample demonstrating formal operations, with most estimates
in the 40 percent to 70 percent range (King, 1986; Neimark,
1983; Pascarella & Terenzini, 1991),

Obviously, there are difficulties in the operational definition
and assessment of formal operations (Keating, 1980, 1990).
These formal operations are typically assessed by interviewing
students regarding their strategies for solving a vasiety of Piage-
tian-type tasks such as conservation, the balance beam problem,
the pendulum problem, and their reasoning on syllogisms or
the creation of combinations. These tasks are decontextualized
and often do not accurately reflect students’ knowledge on
academic or school rasks (Keating, 1980; King, 1986; Laboratory
of Comparative Human Cognition, 1983). In addition, the prob-
lem of intraindividual differences in the level of reasoning de-
pending on the domain assessed remains a major problem for

any strong stage model (in Piagetian terms, the problem of
horizontal decalage). For example, Delisi and Staud: (1980)
found that coliege students majoring in physics, political sci-
ence, and English were more likely to display formal operational
reasoning on problems relevant to their discipline when pre-
sented with the traditional pendulum problem (physics), a polit-
ical socialization problem, or a literary analysis problem. This
type of domain specificity of reasoning suggests that students’
thinking may depend more on their knowledge in a particular
subject area and on the type of task presented o them than
on any broad general logical structure such as a stage of formal
operations (¢f., A, L. Brown et al., 1983; Gelman & Baillarageon,
1983; Glaser, 1984}, Accordingly, there has been a move away
from strong stage formalizations such as Piagetian formal opera-
tions in the study of adolescent cognitive development (Keating,
1990; Pintrich, 1990).

There are, however, more recent post-Piagetian or neoc-
Piagetiann models that describe cognitive development beyond
formal operations {e.g., Case, 1985, 1992; Demetriou, Ef-
klides, & Plasidou, 1993; Fischer, 1980). These models are
organismic and assumne that cognitive development is hierarchi-
cal, with later stages dependent on the attainment of earlier
stages such as formal operations. These models do propose
stage-related descriptions of thinking, but they tend to use a
“soft” stage model where stages can be more domain specific
and related to actual experience rather than “hard” stage models
where development is universal and not context dependent
{Kohlberg & Armon, 1984). As Campbell (1993} points out,
there are different variations on this domain-specific stage de-
velopment notion, with the weakest version suggesting that
development is the same in different domains but that the pace
of development varies (e.g., Fischer, 1980). Stronger versions
include the idea that there can be different steps in different
domains {e.g., Turiel & Davidson, 1986) and the strongest ver-
sion is that development follows different processes in different
domains (e.g., Keil, 1990). The nature and definition of 2 stage
is one of the key issues in current cognitive developmental
theory and research in adolescence and adulthood. In addition,
the neo-Piagetian proposal that development is stagelike but
can vary by domain still leaves unresolved questions regarding
the nature of domains, These questions include (&) How are
domains to be identified? (b) What are the boundaries between
domaing? (¢} Do these boundaries remain fixed or do they
change with development? and (d) Within a “domalin,” are there
subdomains and subsubdomains (see Campbell, 19933

Fischer and his coileagues (Fischer, 1980; Fischer, Hand, &
Russell, 1984; Fischer & Kenny, 1986; Fischer, Kenny, & Pipp,
1990) have proposed a skili theory of development that builds
on Piagetian theory but does not assume universal change
in cognition across domains. For instance, this model accepts
horizontal decalage as both theoretically and empirically im-
portant rather than as semething to be explained away. Fischer
argues that skill development is domain specific as a function
of individual differences in aptitude and motivation as well as
variations in environmengal conditions that might support or
discourage skilled performance. He uses the same construct as
Vygotsky’s zone of proximal development, albeit labeled range
of development, to describe the difference between displaying
a skill under conditions of optimal support and not being able
to use a skill in many ordinary environmental conditions




(Fischer et al., 1990). There are ten levels in skill theory, with
levels 7 through 10 emerging between 10 and 25 years of age.
Levels 7 and 8 (approximately ages 10-13) parallel many of
the operations subsumed under formal operations concerning
the use of abstractions and the coordination of fwo abstractions.
Level 9 (ages 19-21) involves building abstract systems in which
a number of different abstractions (intention, responsibility,
morality) can be related to one ancther in complex ways. Fi-
nally, level 10 (ages 24-26) involves the integration of two or
more abstract systems from level 9 to form a general theory or
generate general principles such as an overall epistemological
framework (Fischer et al., 1990). This model represents an inte-
gration of arganismic and life-span views and provides a useful
theoretical model that can be applied to development in many
domains, not just cognition. For example, Harter {1990c) has
suggested that the development of a general ability to coordi-
nale and integrate abstractions serves an adaptive function for
adolescents as they become better able to cope with their multi-
ple, and potentially conflicting, self-concepts. Recently, Kitche-
ner, Lynch, Fischer, & Wood (1993) mapped the development
of epistemological thinking onto Fischer's skili levels.

In another model that describes thinking beyond formal
operations, Commons and his colleagues (Commons & Rich-
ards, 1984a, 1984b; Commons, Richards, & Kuhn, 1982) have
described postformal stages of development that go beyond
the reasoning about variables indicative of formal operations
to reasoning about systems of variables (fifth stage) to reasoning
about paradigms (sixth stage). These zbilities to think systemati-
cally and paradigmatically would be especially relevant to col-
lege courses requiring students 1o compare and contrast differ-
ent theories and paradigms, such as courses in the social
sciences or education. A related model includes the empirical
research on coliege students' ability to think dialectically (Bas-
seches, 1980, 1984, 1986) based on Riegel’s (1973, 1975, 1976)
suggestion that a ffin stage of development beyond formal
operations would involve dialectical thinking. Basseches has
described 24 schemas or dialectical operations, among which
are the ability to look for and recognize exampies of the dialectic
inherent in competing principles, models, or theores (cf. the
systematic and paradigmatic thinking of Commons) and the
ability to use dialectical logic to analyze different systems of
knowledge and theories in terms of their context and relation-
ships to each other (Basseches, 1986). The ability to use these
operations would be related 1o students’ and teachers’ under-
standing of many of the neo-Vygotskian and situated cognition
models that emphasize the situational, contextual, and dialec-
tical nature of behavior. To the extent that students in educa-
tional psychology courses at the undergraduate or graduate
tevel are not abie to use these dialectical schemas, this model
would predict that they would have difficulty in those courses.

Another developmental model that addresses some of the
same issues and has enjoyed popularity in the research literature
on higher education as well as in the literature on college
student counseling and faculty improvement is W. G. Perry's
{1970, 1981) model of college student development. In contrast
1o the emphasis on the formal logic of students’ reasoning, as
described above, Perry has been more concerned with the
content of college students’ epistemological reasoning about
the intellectual and moral refativism often encountered in the
course of a college education. The nine stages and transitions
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are quite detailed (see W. G. Perry, 1970, 1981), but the initial
positions describe students who are moral and intellectual abso-
lutists and believe that there are correct solutions for every
moral 2nd inteliectual problem and rely on authorities to teach
them the proper answers. The middle positions in Perry’s
scheme are characterized by the discovery of relativistic answers
to probiems and contextual reasoning about issues. In these
stages authorities are perceived as other individuals who have
beliefs and opinions that may be helpful t© the student in
understanding the moral and intellectual issues, but authorities’
beliefs may be chalienged on contexrual and relativistic
grounds. The final stages in Perry’s model describe students as
developing a set of personal values to which they become
comumnitted as an expression of their own identity. This personal
commitment helps the student cope with the relativity inherent
in many intellectual and moral issues and allows the student
to move away from absolutism and idealism to the pragmatic
considerations and commitments of adulthood (Labouvie-
Vief, 1982).

Besides the methodological issues concerning operationali-
zation and measurement {use of interviews and reliable coding
of responses) and sampling (original developmental scheme
based on a longitudinal study of 84 undergraduate men from
Harvard), one of the theoretical difficulties with Perry's descrip-
tion of the stages of college student development is that it seems
to blur some important distinctions between intellectual, moral,
and identity development. In particular, the medel seems to shift
away from the epistemological concerns of stages 1 through 5
to identity issues in stages 6 through 9 (Pascarella & Terenzini,
1991). Following this criticism, Kitchener and her colleagues
developed the reflective judgment model, which focuses solely
on the development of individuals' beliefs and assumptions
sbout the nature of knowledge or forms of epistemic cognition
{King & Kirchener, 1994; King, Kirchener, Davison, Parker, &
Wood, 1983; Kitchener, 1983, 1986; Kitchener & King, 1981;
Kitchener et al.,, 1993). This inciudes individuals’ understand-
ings about what can and cannot be known (e.g., how a child
learns), how they can come to know something {e.g., through
experience, research, intuition, etc.), and how certain they can
be in their knowledge (e.g., absolutely, probabilistically). These
assumptions about the nature of knowledge influence how
individuals will justify their beliefs, identify and define prob-
lems, seek selutions, and revise their problem-solving behavior
{Kitchener, 1986; cf. Arlin, 1986; Pintrich et al.,, 1993; Posner,
Strike, Hewson, & Gertzog, 1982), The mode! proposes that
there are seven stages that characterize the different levels of
epistemic cognition. Individuals in the first stage believe that
reality can be understood through direct observation, that there
is no uncertainty in this knowledge, and that there is therefore
no need to justify one's beliefs. The second and third stages
reflect a move away from these absolutist beliefs, although
there is still an assumption of a true reality and an assumption
that differences in perceptions of reality are due to false claims
or uncertainty. Direct observation and knowledgeable authori-
ties provide a means of deciding among competing claims in
these stages. In the fourth and fifth stages reality is seen as
subjective and dependent on individuals' perceptions and expe-
rience. Accordingly, in this world view, beliefs are not certzin
and can be developed only through a reliance on data, logic,
and rules of inquiry that are applicable 1o a specific context.
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in the final two stages, there is 2 move away from the purely
relativistic thinking of the fourth and fifth stages to beliefs that
reality is constructed through personal interpretations and that
appropriate methods (e.g., personal evaluation of the opinions
of experts, critical inquiry, or synthesis) are available for evalyat-
ing the evidence for different world views. This leads to the
development of a personal world view that acknowledges that
some claims about reality are better or more complete than
others (Kitchener, 1986),

Baxter Magolda (1992) and Kuhn (1991 also have examined
the development of epistemological reasoning. Baxter Magolda
interviewed 70 male and female college students over the
course of 5 years, from their first year in college to 1 year after
graduation. She found that students’ responses to her open-
ended interviews about the nature of leaming and knowledge
evolved over time through four levels, from a focus on absolute
knowing (knowledge is certain) through transitional knowing
(knowledge is partially certain, partialiy uncertain), to indepen-
dent knowing (all knowledge is uncertain), to the final level
of contextual knowing (knowledge is contextual and judged
on the basis of evidence within a certain domain or context).
Kuhn's cross-sectional study of individuals ranging in age from
middle adolescence (14-15 years old) to adulthood (through
the 20s, 40s, and 60s) found a similar shift across age groups
from an absolutist to a multiplist 1o an evaluative perspective
on the nature of knowledge and epistemology.

The development of epistemnological thinking is an im-
portant aspect of a coliege education. It appears that there is
a developmental shift over me (in both cross-sectional and
longitudinal studies), with upperclass students demonstrating
higher levels of thinking about the nature of knowledge, evi-
dence, and rules of inquiry, with the biggest shift often coming
hetween the first and second years of college (Pascarella &
Terenzini, 1991). In addition, even when age, socioeconomic
status, and general ability differences between those who attend
and those who do not attend college are controlled for, there
appears 1o be a strong effect of a college education on students’
ability to reason about epistemological issues (Kuhn, 1991,
Pascarella & Terenzini, 1991).

Although an imponant outcome of college, these models
of epistemological reasoning still focus on general reasoning
schemas that cut across domains, reflecting the authors’ general
organismic metatheory. There is a need for more research on
the domain specificity of students’ reasoning in line with the
assumptions of a life-span approach. For example, Donald
(1990 has shown that experts in certain disciplines (professors
in both basic and applied fields of study in physics, psychology,
and English) use different methads for determining truth and
verifying knowledge claims and make differential use of con-
ceptual models and empirical evidence. It would seem tikely
that students majoring in the different disciplines might reason
differently, depending on the principles used by their profes-
sors. Moreover, Kuhn (1991} found domain and intraindividual
differences in students’ reasoning and epistemological theories
about school failure, unemployment, and recidivism in crimi-
nals (three social science topics), suggesting 2 role for content
knowledge within 2 discipline. Accordingly, there is a need for
more research on how these general reasoning schemas interact
with students’ content and disciplinary knowledge in specific
domains. For example, Schommer and her colleagues (Schom-

mer, 1990; Schommer, Crouse, & Rhodes, 1992) showed that
college stuidents’ beliefs about the natire of knowledge and
learning influenced their comprehension and metacognition,
Students who believed that knowledge is simple (knowledge
consists of isolated facts), thar learning occurs quickly, and
that knowledge is unchanging were lower in metacognitive
comprehension monitoring and actual comprehension, even
when prior knowiedge was taken into account. These two
studies focused on specific domains (statistics, psychology,
health/nutrition) and parailel some of the findings for students’
beliefs about mathematics (Schoenfeid, 1983, 1985).

Research on these epistemological beliefs and the role they
play in student learning, cognition, and motivation is just begin-
ning but promises to be an important area of future endeavor
as traditional scientific and rational models of thinking and
reasoning are called into question by constructivist, deconstruc-
tionist, and feminist scholars. Research is needed on how and
why certain types of epistemological beliefs may influence stu-
dents’ thinking and learning. In addition, research on epistemo-
logical beliefs is important for understanding not just student
learning, butalso teacher development, learning, and education
(Pintrich, 1990). It may be that an important goal of teacher
education involves changing novice teachers’ absolutist beliefs
about education toward a more evaluative and reflective belief
system about education. Finally, the vast majority of this re-
search has focused on college students, but it is likely that the
genesis of these epistemological beliefs occurs earlier, in junior
high and high school. In one of the few studies that has exam-
ined high school students, Schommer (1993) found the same
pattern of epistemological beliefs as she found in college stu-
dents, Clearly, these beliefs begin to develop earlier than the
freshman year in college, but there is little research on the early
development of these beliefs and the roles that different school
conlexts may play in that development.

Atthe same time, a great deal of conceptual and definitional
work remains 1o be done, The general epistemological beliefs
about knowledge and reasoning that are g concern of W. Perry
and Kitchener are not the same as beliefs about how to learn
in mathematics (Schoenfeld, 1983), or how to leam in general
(Baxter Magolda, 1992). Nor are they a general orentation to
the source of knowledge (Belenky, Clinchy, Goldberger, &
Tarule, 1986). There has been a tendency to label a varjety of
betiefs as epistemological beliefs (e.g., learning is innate, suc-
cess is unrelated to hard work; see Schommer et al., 1992
when some of these beliefs may be better classified as motiva-
tional beliefs. These different beliefs may be related and general
epistemological beliefs may have some motivational “force” to
inspire more cognitive engagement, but there needs to be more
theoretical and empirical work on the nature of these beliefs
and the different functions they may play in learning.

in addition, there has been very little research on how gen-
der, ethnicity, and socioeconomic differences may influence
students’ reasoning and their beliefs. Belenky et al. (1986) inter-
viewed college women about their episternological beliefs and
found that some women emphasized a more connected and
empathic reasoning style beyond their earlier absolutist and
multiplist stages. They suggested thar this trajectory may be an
equally valid path for the development of reasoning, int contrast
to the final stages of Perry's or Kitchener's madels, which rely
on a more traditional scientific paradigm as the epitome of




sophisticated thinking. At the same time, Baxter Magolda (1992)
and Kuhn (1991), who included both men and women in their
samples, did not find very important gender differences in epis-
temological reasoning; this result contrasts with the work of
researchers such as Belenky et al (1986) or Gilligan (1982). In
this sense the argument of Belenky et al. parallels other feminist
critiques (e.g., Giiligan, 1982; Noddings, 1984) of Kohlberg’s
and Piaget’s models of development. The nature of these gender
differences and of potential ethnic or class differences needs
to be explored in more detail in future research. At the same
time, the basic construction and search for differences along
gender, ethnicity, or class lines can paradoxically reify some
of the bias and inequality inherent in the social structures that
create the need to examine questions of differences (Hare-
Mustin & Marecek, 1988). Accordingly, future research needs
to be sensitive to this issue and to the possibility that, given a
life-span perspective that emphasizes contextual influences and
experiences, there probably are important individual differ-
ences within the broad categories of gender, ¢lass, or ethnicity.

In summary, current research on cognitive development in
the college years has addressed issues of both the content and
form of thinking. As domain-specific and contextual models
become more important and researchers move away from very
general Piagetian and information-processing models, issues
regarding the content of students’ thinking will become even
more important. There is a great need for research on students’
understanding of disciplinary and epistemological knowledge,
net just the domain-specific declarative knowledge represented
in cotlege courses. [tappears that acquisition of domain-specific
and discipline-specific knowledge is one of the key cognitive
abilities that college students acquire as they major in differen:
areas (Snow & Swanson, 1992), paralleling the cognitive devel-
opment of very young children (Wellman & Gelman, 1992),
Accordingly, research on late adolescent thinking in the next
decade needs to develop in-depth descriptions of students’
theories and frameworks for thinking in these different do-
mains.

Self-Concept and Motivation in Late Adolescence
and Young Adulthood

Identity Development: General Models. Paralleling the Piage-
tian view of cognitive development, many of the traditional
organismic models of social and personal development concep-
tualize development as evolving over time in terms of both the
objective events (i.e., physical, social, biological) that occur at
certain chronological ages or stages in the development of the
individual as well as the more subjective, psychological issues
that these events seem to evoke in individuals {e.g., Erikson,
1963; Levinson, 1978; Neugarten, 1968; Veroff & Veroff, 1980).
As Brim and Ryff (1980) point out, biological maturational
events, social role changes in marital, career, and family status,
and changes in the physical environment as a result of reloca-
tion, physical injuries or illness, or changes in physical appear-
ance are ali objective events that individuals must cope with
as they develop. These events provide one aspect of the context
that hefp shape individuals' social and personal development.

Traditional stage models propose that these contextual
events are usually age dependent and in the course of normal
developrment most individuals will cope with the psychological
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issues elicited by these events at approximately the same time.
For instance, regarding self-concept development, during the
college years, the issue of identity remains the most salient
{Chickering, 1969; Erikson, 1963; Marcia, 1980). Research has
focused on the dimensions of identity as well as the structure
and form of the developmenral patterns. For example, one of
the most popular models in the literature on higher education
is Chickering’s {1969} model of the seven vectors or domains of
college student identity development (achieving competence,
managing emoticons, developing autonomy, establishing a sta-
ble identity, developing interpersonal relations, developing
purpose [including career goals}, and developing integrity). De-
velopment within and across these domains is assumed to show
directional change following the general orthogenetic principle
of increased differentiation and integration. It appears that thete
is development in these areas in the course of a student’s four
years in college, but there is very little evidence that attending
college per se influences the course of development (Pascar- -
ella & Terenzini, 1991). This would be expected, in that the -
seven domains reflect nommative life tasks most individuals
confront in U.S. society regardless of college attendance.

A model that has focused more on the form of identity
development is Marcia’s (1980) extension of Etkson's identity
versus diffusion stage. Marcia proposes that there are two di-
mensions of identity, presence or absence of a crisis and extent
of personal commitment to an occupation and an ideology. By
crossing these two dimensions, a 2 by 2 matrix is formed,
generating four different individual modes or personal styles
for coping with the identity issue. The most adaptive mode is
labeled identity achievementand represents students who have
experienced a crisis, wrestled with the issues, and made a
commitment to a particular identity. In contrast, students who
have made a commitment to an identity but who have not
experienced a crisis are said to be in foreclosure status, sug-
gesting a too early resolution of identity (e.g., going along with
a parentally chosen occupation). The identity diffusion mode
is represented by students who have not made any commit-
ments and may or may not have experienced a crisis. Finally,
the moratorium mode reflects students who are actively in crisis
but have only a vague commitment (Marcia, 1980). Although
these four distinct modes were originally seen as mutually ex-
clusive categories of stable individual differences, current theo-
rizing suggests that they may represent a normative develop-
mental sequence (Harter, 1990c; Waterman, 1982, 1985}, In
addition, Waterman (1982), in line with a life-span perspective,
has suggested that there may be altemnative trajectories of iden-
tity development, with the potential for diffusion and morato-
rium to reappear after the attainment of identity achievement.
Finally, Marcia's empirical work on this model remains limited,
and we do not know the extent to which it can be generalized.

Identity Development: Domain-Specific and Soctal Cognitive
Models. As inthe area of cognitive development, general stage
models provide an important description of self-concept devel-
opment. However, recent research has taken a more social
cognitive and life-span perspective and focused on the domain-
specific features of development, intraindividua! and individual
differences in development, and contextual influences on de-
velopment. This general constructivist approach has suggested
that a variety of idiosyncratic, personal, and contextual constru-
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als of the general life events and psychological issues are experi-
enced by individuals over the life course. The resolution of
identity issues is an important psychological event in most peo-
ple’s lives, but there is 2 great deai of variability in how these
issues are defined, represented, and resolved.

There are a number of models of this process, including tife
tasks (Cantor & Kihlstrom, 1987), current concems (Klinger,
1977, personal projects (Litnde, 1983), and life themes
(Csikszentmihalyi, 1985). In these constructivist models, an indi-
vidual’s life tasks may not follow a proscribed, universal pattern
of development (e.g., identity and generasivity issues may be
resolved before intimacy issues). For example, in a series of
studies of college students, Cantor and her colleagues (see
Cantor & Kihlstrom, 1987) found that students could identify a
number of concems that were personally demanding and
guided their activities. These included academic goals (doing
well, getting organized) as well as social goals (making friends,
being on their own, and establishing an identity). Eisenhart and
Holland (e.g., Eisenhart, 1990; Holland & Eisenhart, 1988) in an
ethnographic study of 23 college women found that negotiating
male—female intimate relationships was a major life task of the
transition to college. In addition, they noted that there were a
number of different strazegies the women used to resolve the
difficulties surrounding these relationships but that the range
of strategies was limited by certain peer group beliefs. As Cantor
and Kihlstrom (1987) pointed out, these concerns reflect norma-
tive life tasks (i.e., achievement, intimacy, independence) that
would be predicted by most developmental models (e.g., Erik-
son, 1963; Veroff & Veroff, 1980). However, the life-task ap-
proach, in line with the assumptions of a life-span contextual
approach, differs in assuming that individuals will define these
issues somewhat differently and will seek different strategies
for solution. For example, some students defined independence
in terms of coping withour parental support, while others con-
centrated on more practical matters such as money manage-
ment. In addition, students had very different problem-solving
strategies as a function of their personal construal of college
life tasks (Cantor & Kihistrom, 1987). Accordingly, this model
suggests that all college students will have 10 cope with issues
related to achievement, identity, and intimacy and that 2 more
microgenetic, intraindividual, and contextual analysis will be
revealed, not a linear developmental sequence as in classic
organismic models. In this developmental model, a variety of
personal construals, strategies, and developmental trajectories
describe social development in different contexts.

Although there are a number of social cognitive models,
one commonality is that the notion of a life task (or current
<oncern or personal project) includes an individual’s represen-
tation of both a goal for the task and a strategy for solving the
task. Thus, this approach describes personal development in
terms of both motivational componenis {goals, self-betiefs) and
cognitive components (strategies for problem solving and seif-
regulation). This conceptualization of personal and social devel-
opment makes explicit the links with more generat cognitive
models of learning and thinking. In fact, the life-task approach
of Cantor and Kihlstrom (1987) is isomorphic with models of
cognition based on declarative and procedural knowledge. This
basic distinction about knowing what and knowing how can
be applied to traditional motivational and cognitive constructs
to generate 2 framework for the analysis of motivational self-

knowledge and motivational strategies and cognitive knowl-
edge and cognitive strategies. Garcia and Pintrich (1994) have
proposed just such a framework to examine the role of content
and self-knowledge and motivational and cognitive strategies
in the academic domain. Accordingly, in terms of motivational
and social development, there should be changes in both self-
knowledge and strategies for regulating the self over the life
span.

Self-Schemas and Motivation

A number of models propose that motivationa! self-knowl-
edge is an important construct, and self-schemas (Markus &
Nurius, 1986) provide a way to link a varety of motivational
constructs such as goals, beliefs, aspimtions, motives, and affect
into an organized cognitive framework (Markus & Nurius,
1986). Self-schemas are the individually constructed, dynamic,
contextual, and flexible organizations of knowledge about one-
seif. A self-schema is similar to the traditional self-concept (Wig-
field & Karparthian, 1991) in its content but functions as a much
more situated, dynamic, and cognitive representation of the
self than the somewhat static view implicit in traditional self-
concept research. Self-schemas function as personal construals
of goals and provide a self-regulatory function for individual
cogaition, emotion, and motivation (Markus & Kitayama, 1991).
In particular, the self-schema construct includes the notion of
a “possible self,” which refers to a positive self-image that a
person would like to become (e.g., a good learner, tennis
player, spouse, parent), which can function as a goal to ap-
proach, as well as negative future self-schemas that we strive
to avoid (e.g., poor, unemployed, homeless).

The developmentai trajectories of self-schemas in the college
years have not been investigated in many studies. In 2 cross-
sectional study of possible selves across the life span, Cross
and Markus (1991) queried 183 individuals ranging in age from
18 to 86 about their hoped-for and feared selves. They found
that the younger college students (ages 18—24 years) had higher
ratings of instrumentality in terms of believing that they could
bring about hoped-for selves and avoid feared selves. In addi-
tion, younger individuzals generated more possible selves nnt
reported fewer strategies or actions undertzken to accomplish
these selves. In contrast, the older individuals reported doing
more to bring about & more limited number of possible sefves.
This resuit is in line with general theories of identity and per-
sonal development that suggest that over the course of the life
span, individuals develop more focused and enacted personal
identities, in contrast to the myriad of possibilities that younger
adolescents think about abstractly but do not necessarily at-
tempt to actualize. Accordingly, these results hightight the need
1o examine both self-schemas and the strategies 10 accomplish
them in the course of development.

There has not been much empirical research on self-schemas
in academic settings, but Garcia and Pintrich (1994) have out-
lined how academic seif-schemas might be related to the use
of various cognitive and motivationat self-regulatory strategies
in an academic setting. They propose that self-schemas function
as "declarative knowledge of the self” that can influence the
activation and use of various motivational strategies (self-handi-
capping, defensive pessimism) as well 2s cognitive learning
strategies (elaboration, comprehension monitoring). The utility




of the self-schema construct for research in educational psychol-
ogy awaits further empirical research, but preliminary correla-
tional studies with junior high and coliege students (see Gar-
cia & Pintrich, 1993; Pintrich & Garcia, 1993, Pintrich, Garcia, &
De Groot, 1994) suggest that students with positive academic
self-schemas are more likely to report using more cognitive
learning strategies (e.g., elaboration) and self-regulatory strate-
gies (e.g., comprehension monitoring).

Links Between Motivation and Achievement Bebavior

Although few studies are developmental in design, a number
of studies have examined the motivational strategies used by
college students to accomplish life tasks or achieve possible
selves. These strategies, such as seif-handicapping, defensive
pessimism, and reevaluation of task value and interest (Garcia &
Pintrich, 1994) are used by students to control their effort and
motivation 2nd parallel Kuhl's self-regulatory strategies of moti-
vation and emotion control {Kuhl, 1992). These motivational
strategies may be automatic, habitual, and used without aware-
ness and intentionality, but they can be brought under the
intentional control of the learner (cf. Paris, Lipson, & Wixson,
1983; Schneider & Pressley, 1989). They influence students’
motivated behavior in terms of choice, level of activity, and
persistence at a task (see Garcia & Pintrich, 1994),

Self-handicapping refers to the creation of obstacles or with-
drawal of effort to make potential failure less indicative of
ability (Baumeister & Scher, 1988; Tice & Baumeister, 1990). For
example, procrastination before an exam can have beneficial
effects on ability attributions because failure can be attributed to
lack of effort, while success can be atnbuted to ability (Coving-
ton, 1992, Covington & Omelich, 1979). For the seif-handicap-
per, protection of self-worth is the most important goal, so not
putting forth effort, although jeopardizing actual performance,
maximizes the potential for positive self-ascriptions. College
students use a variety of self-handicapping strategies that can
have detrimental influences on their cognitive engagement as
weill as their actual leaming (Covington, 1992).

Anocther type of motivational strategy is defensive pessi-
mism, which refers to the setting of low expectations for perfor-
mance but coupling those low expeciations with an increase
in effort in order to gain control over anxiety (Cantor & Norem,
1989, Norem & Cantor, 1986, 1990). Defensive pessimists seem
to activate a negative self-schema (e.g., “I'm not prepared for
this test,” “This course is $o hard, and I really don't understand
it.”"), which generates anxiety about doing well, which then
leads to increased effort to overcome the anxiety. In this sense,
the negative self-schema serves as a negative goal for students
to avoid, and they hamess the fear of becoming that possible
self to increase their effort. Accordingly, high levels of self-
regulation (increased effort, as in defensive pessimism) need
not always be driven by perceptions of high efficacy and compe-
tence (cf. Kuhd, 1987, Paris & Newman, 1990; Pintrich &
Schrauben, 1992; Schunk, 1994); they can also arise from con-
cerns about lack of efficacy and competence. At the same time,
Norem and Cantor (1990) reported longitudinal data suggesting
that over the course of several years of college life there was
eventually a cost for defensive pessimists in terms of lower
levels of academic achievement. Norem and Cantor suggested
that this decline may be a function of accumulated stress from
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higher levels of anxiety over several years, increased self-expec-
tations, and less social support from friends. Future reseasch
needs to examine under what conditions and for which individ-
uals self-efficacy and higher levels of self-regulation are linked
in a positive fashion, in contrast to the negative relations be-
tween efficacy, anxiety, and self-regulation for individuals using
a defensive pessimism strategy. In addition, there is a need for
research regarding the intraindividual stability in contrast to the
situational or domain specificity of these motivational strategies
(e.g.; differenices in use of these strategies in academic, work, or
social domains). Finally, there is a clear need for developmental
research on the ontogenesis of these motivational strategies,
since Norem and Cantor's work suggests that they are available
to students when they enter college. In addition, there is a need
for research that extends these constructs to how individuals
cope with transitions and life tasks after college (e.g., adjust-
ments to work, marriage, and family). ‘

Although the links between these specific motivational strat-
egies and students’ actual cognitive engagement have not been
tested yet, there is a fairly large literature on how various motiva-
tional beliefs are linked to college students’ use of different
cognitive and self-regulatory strategies (Pintrich & Schrauben,
1992). For example, as discussed briefly earlier, Pintrich and
his colleagues have shown in both early adolescents and college
students that positive motivational beliefs such as high seif-
efficacy, a focus on mastery goals, and a belief in control over
learning and lower levels of anxiety are positively related to
deeper levels of cognitive processing, including the use of elab-
orative and metacognitive strategies {e.g., Pintrich, 1989; Pin-
trich & De Groot, 1990; Pintrich & Garcia, 1991). R. P. Pemry
and his colieagues {e.g., R. P. Perry & Magnusson, 1989} have
shown that an attributional style that focuses on positive beliefs
about control also have a positive effect on learning and perfor-
mance. In addition, there has been work on how different
classroom characteristics influence these motivational beliefs
(R. P. Perry, 1991).

Group Differences in Cognition, Motivation,
and Achievement

Research on gender and ethnic differences in college stu-
dents' cognition, motivation, and achievement has yielded
somewhat mixed results. On the one hand, there are a large
number of studies that report gender and ethnic differences in
many different kinds of outcomes, including cognitive abilities,
self-concept, motivation, attitudes, and achievement (see Pasc-
arella & Terenzini, 1991). Pascarella & Terenzini reported few
group differences in cognitive outcomes such as postformal
reasoning or critical thinking, although they did note that some
gender differences seemed to emerge on the social outcomes
such as motivation and self-concept. In most cases, these gender
differences paralleled the findings discussed earlier in this chap-
ter in respect to younger children, Females are more likely to
have lower perceptions of their efficacy and self-concept than
males, although their actual achievement does not differ greatly
from that of males,

On the other hand, much of this research on group differ-
ences in college students has not been explicitly designed to
focus on these differences, so there is a lack of theoretical
sophistication about why differences might emerge in the col-



174 e DEVELOPMENT AND INDIVIDUAL DIFFERENCES

lege context. Moreover, many of the studies are fraught with
methodological problems, inchuding sampling problems that
confound ethnicity with socioeconomic class (see Graham,
1992, 1994) or the use of very small samples and case studies
that are difficult to generalize to a diverse college population,
measurement problems due to the use of measures with poor
psychometric properties, and design issues where age, differen-
tial experience, and contexts (community college vs. four-year
college/university) are confounded with gender, class, and eth-
nicity, Needless to say, there is a great need for research on
these topics that would overcome these methodological prob-
lems, More important, however, there is a need for thoughtful
research on theoretically based models that would explain the
ontogenesis of gender and ethnic differences, In particular,
well-designed research is needed to test whether there is a need
for alternative theoretical models that propose the existence of
other psychological, seciological, or anthropological constructs
and mechanisms for gender and ethnic differences (e.g.Ogbu's
(1992) involuntary minority argument). In contrast, it may be
that the current array of models and constructs is sufficient in
terms of functional psychological mechanisms for explaining
differences, although there may be impornant group differences
in the content of such constructs and mechanisms. For example,
attributional theory (see Graham 1992, 1994) and expectancy-
value models in the motivational domain may be able to de-
scribe group differences by gender and ethnicity without re-
course to other psychological constructs. Different groups may
sinply have different types of attributional patterns and motiva-
tional beliefs about their expectancies and values for academic
work that lead to group differences in behavior and achieve-
ment. In the same way, there may be large differences in the
content of cognitive schemas, knowledge, and the types of
cognitive and motivational strategies used by different groups
that lead to differences. On the other hand, these models may
have to be adapted to include other constructs to help under-
stand observed differences, as Spencer and Markstrom-Adams
(1990) proposed in their discussion of identity development in
minority youth. Future research will have to grapple with these
theoretical and methodological issues, as research on group
differences will continue to be an important topic of research
into the 21st century,

TRANSITIONS AND CONTEXTUAL INFLUENCES
ON DEVELOPMENT IN LATE ADOLESCENCE
AND YOUNG ADULTHOOD

The literature on the influence of college on student develop-
ment is vast and beyond review in the present chapter. How-
ever, there is an extremely important hook on the effects of
college on students by Pascarella and Terenzini (1991) that
represents a monumental effort 1o review all the research pub-
lished in this area since 1967 (over 3,000 studies). Anyone
interested in how college infiuences any aspect of student de-
velopment, from cognition to motivation to values 1o personal-
ity to moral development, should start with this book. More
recently, Astin (1993) updated his classic book, Four Critical
Years(Astin, 1977) and presented the results of a new longinudi-
nal study of how various college characteristics influence stu-

dent development aver the 4 years of coliege. At the same time,
much of this research in higher education that has examined
contextual effects has not focused on psychological constructs
that parallel the characteristics of middle schools discussed
earlier, nor has it focused much on classroom-level analyses.
Instead, many higher education researchers, given their socio-
logical background and interest in higher education policy,
have concentrated on macrolevel, sociological questions such
as the general net effect of artending college (the value-added
question), between-college differences (e.g., differences due
to institutional type, size, or selectivity), and within-college
differences in experience (differences due 10 academic major,
residence arrangement, involvement in extracurricular activi-
ties, peer group characteristics; see Astin, 1993, and Pasca-
rella & Terenzini, 19913. This information has important implica-
tions for college administrators but is less relevant to building
psychological models of development, learning, and class-
room teaching.

The research that has been done on the psychological di-
mensions of the college classroom has been conducted mainly
following a general process—product paradigm of research on
college teaching (see reviews by Murray, 1991; and R. P. Perry,
1991). In the previous section on transitions to junior high, six
dimensions of classrooms (authority relations, affective rela-
tions, organization of instruction, teacher efficacy, cognitive
level of academic content, and grading practices) were identi-
fied as having an imponant influence on cognitive and social
development. Most of the research on processes in college
classrooms that have a positive influence on cognition and
motivation would fit into two of those dimensions, affective
relations and organization of instruction. Both Murray (1991)
and R. P. Perry (1991) found that the dimensions of instructor
clarity, organization, and expressiveness and interestingness in
lecturing (all aspects of organization of instruction) are corre-
lated positively wth cognitive engagement and motivation.
Given the overwhelming predominance of lectures in college
classrooms, most of the classroom process research has focused
on how to improve lectures, and so has not addressed issues
of alternative activity structures, The other important aspects
of this process research found that appropriate and timely feed-
back and opportunities for interaction with the instructor (as-
pects of affective relations) are also positively related to college
students’ cognition and metivation (Murray, 1991; R. P. Perry,
19913

The other dimensions have heen less researched, although
there is some evidence that the cognitive level of academic
content, defined in terms of the types of assessment tasks and
evaluation procedures used, is at a fairly low level in most
college classrooms, with the expected results of lowering cogni-
tion and motivation (Crook, 1988). In addition, there is litile
research on the authority structures and grading practices in
college classrooms. Most college classrooms do not allow for
much control and autonemy of tasks or grading practices, al-
though they may allow for some choice of 1opics (McKeachie,
Pintrich, Lin, Smith, & Sharma, 1990). Covington (1992) has
shown that grading on a curve and the competition it engenders
can have detrimental effects on cognition and motivation at all
grade levels, including college classrooms. Most of this research
on these dimensions of authority relations, cognitive level of
tasks, and grading practices suggests that these aspects of the




college classroom are very similar 1o the negative aspects of
junior high classrooms reviewed above. Indeed, in the college
classroom these aspects may be even more negative. Interest-
ingly, there has been little discussion and even less research
on the developmental person—environment mismatch resulting
from the negative aspects of college classrooms imposed on
students who are likely to be cognitively ready for higher level
tasks and more independence. Of course, there is a large self-
selection process operating, whereby only some students go on
to college, in comparison to all children under age 16 attending
junior high. These students may have the self-schemas and
coping strategies that allow them to adapt to this type of instruc-
tion in college. These students also have the freedom to choose
their major, and can take a variety of electives; thus, they have
maore choices than students in secondary schools. In addition,
the freedom college students have outside the classroom may
allow them to meet their developmental “needs” for autonomy
and independence elsewhere, if those needs are not met in
the classroom. Nevertheless, there is a need for much more
developmental research on the cognitive and motivational as-
pecits of coilege classroom tasks, authority stnctures, and grad-
ing practices, foliowing the analysis of Doyle (1983) in kinder-
garten through Grade 12 classrooms. In addition, this research
must move beyond process—product and descriptive research
paradigms to more constructivist approaches that address how
students interpret and construct meaning for themselves, set
goals, and develop various motivational and cognitive strategies
for coping with the various classroom contexts they encounter
over the course of their college career.

The Transition from High School to College. In terms of stu-
dent development, the transition to college is often a difficult
one for many students. Attrition is highest in the first 2 years
of college, especially the first year (Pascarella & Terenzini,
1991). A great deal of research has examined this issue, with
most of it guided by a general person—environment fit model
{see Tinto, 1987) which proposes that students’ entry level
cognitive skills and their goals and motivation for coilege inter-
act with the institutional characteristics of the college, defined
in terms of academic integration (e.g., involvement in and sup-
port for leaming) and social integration (e.g., involvernent in
and support for social and extracurricular activities), which then
produce a “decision’” to either stay in or leave college. This
research has been very important because it suggests that the
pature of the actual experiences and interactions that students
have with faculty and other students and students’ interpreta-
tions of these experiences are the most important medijators of
college dropout, rather than macrolevel institutional character-
istics per se. This work also has generated a literature on pro-
grams 1o improve student retention through integrative first-
year experiences and various academic and social programs
{e.g., Noel, Levitz, & Saluri, 1985, Upcraft & Gardner, 1989). In
particular, these programs often have focused on the retention
of minority students, given their much higher attrition rate in
general (e g., Netties, 1983).

The general model that underlies much of this research on
studlent attrition has been a functional one that has examined
the interaction of an individual's cognitive and motivational
characteristics with the various characteristics of the institutional
setting. 1a contrast, more recent sociological and anthropologi-
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cal models have stressed social and cultural reproduction mod-
els whereby race, class, and gender are important considera-
tions in the construction and reproduction of inequities in
schools at all levels {e.g., Trueba, 1988). At the same time,
cognitive anthropelogy and cultural psychology perspectives
(e.g., Tharp & Gallimore, 1988; Trueba, 1988) on these issues
have suggested the need for more microanalytic research on
how individuals within different ethnic groups (e.g., African
Americans, Latinos, Native Americans) vary intheir coping strat-
egies and their success. For example, a number of researchers
have pointed out that within those different ethnic groups there
are individuals who are successful in school and achieve aca-
demic success, thereby bringing into question global explana-
tions regarding differences in minority achievement based on
a typology of ethnic groups in terms of their immigrant status
(e.g., Pottinger, 1989; Betoncourt & Lopez, 1993; Trueba, 1988).
Similar arguments have been made in terms of gender differ-
ences in achievement in math and science (McDade, 1988).
From our more psychological perspective, this is a much-
needed addition to the more macrolevel sociological and cul-
tural explanations for race, class, and gender differences and
a trend that we hope continues into the 21st century.

The Transition to the World of Work. The transition to the
world of full-time work is not an easy one, whether it occurs
after high school or after college. Although a great deal of
research has examined the influence of working while in high
school on adolescent development (e.g., Fine, Mortimer, &
Roberts, 1990; Greenberger & Steinberg, 1986), there is less
developmental and psychological research on the effects of
fuli-time work on adolescent and early adult development after
formal schooling is completed. Most of the research that has
examined this issue has taken sociological and economic per-
spectives and considered questions of access, opportunity, and
equity in terms of race, class, and gender differences (e.g.,
Borman, 1991; Valli, 1986, Weis, 1990; Willis, 1977). In fact,
there have been recent calls for more developmental and longi-
tudinat research on the transition to work for individuals who
do not go on to college. At the same time, it is clear that
future psychological research on the transition to work needs
to examine the person—environment fit as discussed in the
research presented earlier on the transition to middle school,
not just exarmnine the psychology of the adolescent or the sociol-
ogy of the work context in isolation from one another,

The transition from school to work is usually seen as a
difficult one, because of the discontinuities between the nature
of schools and the nature of work settings (Candy & Crebert,
1991; Marshall, 1988, Resnick, 1987). There are & number of
dimensions along which the two may differ, paralieling the
arganizational and structusal dimensions that can be used to
distinguish secondary schools from elementary schools, ab-
though there may be greater discontinuities between schools
and work settings than between elementary and secondary
schools. Alternatively, there may be greater discontinuities be-
tween discrete work settings, depending on the nature of those
settings (e.g., traditional manufacturing settings vs. traditional
service organizations vs, knowledge-generating companies).
Twa major differences are the nature of the activities or work
10 be done and the procedures and cognitive operations neces-
sary to accomplish the work. As Resnick (1987) has pointed
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out, 11.8. public schools often focus on individual production or
performance, whereas work settings emphasize socially shared
performances. In addition, Resnick noted that work settings
often provide a variety of tools and contextual supports for
accomplishing the task, in contrast to the emphasis on “un-
aided” thought in schools, Finally, Resnick proposed that
schools tend 10 focus on the teaching of generalizable cognitive
skills and on working with symbols and abstract ideas rather
than on situated competencies and contextualized reasoning,
as in work settings. Candy and Crebert (1991) suggested that
these same differences characterize not just differences between
kindergarten through Grade 12 education and work settings,
but that postsecondary classrooms actually exacerbate these
differences, making it even more difficult for college graduates
to make the transition to the world of work. Accordingly, it
wauld be expected that there may be a discontinuity between
the students’' knowledge and cognitive capabilities and the work
setting, depending on the nature of the work in the specific
setting. There is a need for more research on this issue, particu-
larly longitudinal research that examines intra- and interindivid-
ual differences over time and across different work contexts,
rather than just simple descriptive contextual studies of what
individuals do in their work settings.

Besides the nature of the work, the reward, evaluation, au-
thority, and participation structures may be different in school
and work settings (Borman, 1991; Marshall, 1988). While
schools may operate under a performance/grade exchange sys-
tem focused on individual performance, the distribution of re-
wards in work settings is often based on group or unit perfor-
mance. In addition, the importance of the extrinsic rewards
(financial, status, power) or sanctions (loss of job) may be
greater in work settings. Evaluation and authority structures
may also vary. In a classroom setting, the teacher is most often
the evaluator and authority figure. In work settings, there may
be numerous evaluators {co-workers, supervisors, clients) who
may use different evaluation criteria. In addition, in some work
settings there may be clear autherity structures with very little
worker autonomy {e.g, traditional manufacturing positions) or
more ambiguous authority structures where the individual is
allowed more autonomy and choice. Finally, there may be
differences in the participation structures. Traditionally, class-
rooms have forced students to work individually, although this
may be changing with the rise in the use of cooperative learning
in kindergarten through Grade 12 education. Most college
courses still require students to work individually (to allow
students to do otherwise is “cheating” to many professors). In
contrast, most work settings require some type of interaction
between co-workers. In fact, lack of interpersonal skills and
inability to waork collaboratively are often seen as more of a
problem by employers than lack of knowledge or lack of cogni-
tive skills. At the same time, there may be work settings that do
niot allow much interaction between co-workers (see Borman,
1991). Accordingly, given the obvious within-work setting dif-
ferences, research on the school-to-waork transition needs to
examine not only the transition to work, but the nature and
quality of that work experience, in the same way that research
on the transition to middle school has examined not just the
transition itself but the nature and structures of middle schools
and titeir fit to the individual students that move into them. In
light of the findings in the educational literature on the effects

of different reward, authority, evaluation, and participation
structures on student motivational beliefs (e.g., C. Ames, 1992, .
Maehr & Midgley, 1991), it would be expected that there would
be similar findings for the work settings, although Fine et al.
(1990} note that there has been little research on work setting
and motivational beliefs. At the same time, it is important to
examine not just the effects of the work setting, but how individ-
uals construct their own meaning of the work setting-in light
of their own motivational goals, beliefs, and values (cf. Borman,
1991; Machr & Braskamp, 1986),

In summary, in both the transition to college and the transi-
tion to work literatures, there are a number of different models
of the effects, from macrolevel sociological and economic to
more microlevel sociolinguistic, cognitive anthropological, and
psychological models. In terms of future psychological fe-
search, we need to incorporate the insights from cultural anthro-
pology and sociclogy about the importance of context and
culture. At the same time, psychological models have much to
offer in terms of conceprualizing how individuals construct
meaning in the context and how they develop different cogni-
tive and motivational schemas and strategies for negotiating
the demands of the transition. In addition, researchers need to
begin to examine not just the positive or negative effects of
transitions in terms of producing discontinuous change, but
also how transitions might accentuate preexisting individual
differences, thereby producing continuous change (e.g.,
Caspi & Bem, 1990; Caspi & Moffitt, 1991). In this way, our
models will begin to describe and understand both the role of
different contexts and the role of the individual in constructing
and creating individual trajectories of development over the
life course from 11 to 25 years. In tum, this will allow for
the development of better educational contexts to change and
improve the developmental trajectories of all children in junior
high, high school, and college classrooms.

CONCLUSION

We have come to the end of our description of development
between the ages of 11 and 25. As we reflect on the information
presented in this chapter, we are encouraged by the amount
we have learned in the past 10 to 15 years about the nature of
development during this part of the life span, as well as how
different school and classroom environments affect students’
development. We are excited about the growing emphasis on
contextual models of development in psychological and educa-
tional theory. We also are encouraged by the application of
this knowledge about adolescent and young adult development
to educational practice, as best shown by reform efforts in
middle school education cccurring across the country. Yet, as
we have pointed out throughout the chapter, much remains to
be done, both in developmental research and in applying that
research to education. We close by highlighting several areas
in which more work is necessary. Despite the growing aware-
ness and concen about the need to know more about the
different groups that make up our increasingly diverse society,
the amount of research on those groups still lags behind the
research on white, middle-class adolescents and young adults,
as Graham (1992, 1994) has discussed cogently. As research
on these groups accumulates we witl better know how current




theoretical models of development will need to be modified
1o expiain development in the various groups in cur society.
This knowledge also will be very usefu! in developing educa-
tional programs to serve these adolescents and young adults,
We have noted that middle school reform efforts are ongoing
in many pars of the country; researchers need to assess these
efforts to see if they are resulting in more positive develop-
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