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Why does a child who is egually talented in mathematics and tennis
decide to join the tennis team instead of the mathematics ciub?
When time and resources are limited, what leads chiidren to choose one
activity instead of ancther? What role do parents play in children's activ-
ity choices? Numerous theories dealing with competence, expectancy,
and control beliefs provide explanations for performance on different
kinds of achievement tasks; however, many of these theories do not
systematically address another important motivational guestion: What
makes the individual want to do the task? Even if people are certain they
can do a task, they may not want to engage in it, According to some of
the modern expectancy-value theories {e.g., Eccles [Parsonsi et al., 1983;
Feather, 1982, Wigfield & Eccles, 1992), an individual's values for particu-
lar goals and tasks can help explain why a child chooses one activity
over another,

Eccles (Parsons) and her colleagues have elaborated and tested an
expectancy-value model of activity choice (e.g., Eccles, 1987; Eccles
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{Parsons| et al, 1983%; Eccles, Adler, & Meece, 1984; Eccles & Wigfield,
1995; Meece, Eccles-Parsons, Kaczala, Goff, & Futterman, 1982; Meece,
Wigfield, & Eccles, 1990} that focuses on the social psychological
influences on cheice and persistence (Figure 14.1). According to this
model, the key determinants of choice will be the relative value and
perceived probability of success of each available option. Expectancies
and values are assumed to directly influence performance and task choice
and to be influenced by task-specific beliefs such as self-perceptions
of competence, perceptions of the task demands, and the child's
goals (both short and long term) and self-schemas. These social cognitive
variables, in turn, are influenced by the child's perceptions of other
people’s attitudes and expectations for them, by gender roles and activity
sterectypes, and by their own interpretations of their previcus
experiences with achievement outcomes. Finaily, the chiid's perceptions
are infiuenced by the greater cultural milies, socializers'
beliefs, their own aptitudes or talents, and their previous achievement-
related performances.

As can be seen by the arrows in Figure 14.1, socialization expetiences and
previous history are expected to influence children’s perceptions and expec-
tations of the world, which, in turn, inform their seif-beliefs; these self-
beliefs ultimately lead to future expectancies and task values that will guide
their task choices. However, we are well aware that the relations between
these constructs are not unidirectional, and we discuss bidirectional influ-
ences in some detail later in this chapter.

In the model, expectancies for success are defined as children’s beliefs
about how well they will do on upcoming tasks, either in the immediate
or longer-term future. We have emphasized the distinctive contributions
made by competence beliefs, expectations for success, and task values to
achievement and choice in different domains (e.g., mathematics, English,
sports}. Various aspects of this model have been confirmed (e.g., Eccles,
1987; Eccles, Adler, & Meece, 1984; Eccles, Wigfield, Harold, & Blumen-
feld, 1993; Meece et al, 1982; Wigfield, Eccles, Mac Iver, Reuman, &
Midgley, 199}), and our findings make it clear that task values play an
important role in future plans and activity choices. For example, we find
that even after controliing for prior performance levels, task values pre-
dict course plans and enrollment decisions in mathematics, physics, and
English and involvement in sport activities (Eccles [Parsons et al,, 1983;
Eccles et al., 1984; Eccles & Harold, 1991; Eccles & Wigfield, 1995, Wig-
field, 1994). In addition, we have found that patents’ values and percep-
tions of their children’s abilities play a role in socializing the children's
self-perceptions and activity values (e.g., Eccles [Parsons| et al., 1983,
Jacobs, 199, Jacobs & Eccles, 1992). Thus, for the remainder of this chap-
ter, we focus on the importance of subjective task values and the role par-
ents play in shaping them.
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IMPORTANCE OF VALUES

Our empirical findings and those of others highlight the importance of val-
ues, interest, and engagement in activities, in addition to other constructs
that are traditionally featured in theories of motivation, such as expectan-
cles for success, attributions, or locus of control. This slight change in focus
is tantamount to changing the question from “Can 1 do this task?” to "Do |
want to do this task?” Several theorists have begun to expand the value con-
struct to answer the second question.

Feather (e.g., 1988, 1992) broadened Atkinson's (1964} conceptualization
of value by defining values as a set of stable, general beliefs about what is
desirabie. He integrated Rokeach's {1979} approach to values by arguing
that they are a class of motives that affect behavior by influencing the attrac-
tiveness of different goals and, consequently, motivation to attain these
goals. He confirmed these ideas by showing that values and expectancies
are positively related for academic decisions and decisions to join political
groups, suggesting that such decisions are influenced by more than the per-
ceived difficulty of the task (Feather, 1982, 1988). However, his work was with
college students and shed little light on the origins of task values.

Closely related to the work on values is the upsurge in the 1990s in
research on the concept of interest (Alexander, Kulikovich, & Jetton, 1994;
Hidi, 1990; Renninger, Hidi, & Krapp, 1992; Renninger & Wozniak, 1985;
Schiefele, 1991; Tobias, 1994). These researchers differentiate individual and
situational interest. individual interest is a relatively stable evaluative ori-
entation toward certain domains; situational interest is an emotional state
aroused by specific features of an activity or a task. Two aspects or compo-
nents of individual interest are distinguishable (Schiefele, 1991, 1996):
feeling-related valences and value-related valences. Feeling-related valences
refers to the feelings that are associated with an object or an activity itselfi—
feelings such as involvement, stimulation, or flow {Csikszentmihalyi, 1988,
1990). Value-related valences refers tc the attribution of personal significance or
importance to an object.

We have included the concept of task value in our model by building on
earlier work on attainment values {e.g., Battle, 1965, 1966), intrinsic motiva-
tion and exfrinsic motivation {e.g., Deci, 1975}, and Rokeach's view (1979)
that values are shared beliefs about desired end states. We have cutlined
four motivational components of task value: attainment value, intrinsic
value, utility value, and cost (Eccles [Parsons| et al., 1983). Like Battle {1965,
1966), we define attainment value as the personal importance of doing well on
the task. We also link attainment value to the relevance of engaging in a task
for confirming or disconfirming salient aspects of one’s self-schema {see
Eccles, 1984, 1987). This component is similar to the perspectives on values
espoused by Feather (1982, 1988), Rokeach (1979), and Harackiewicz and
Elliot (1998).
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Tntrinsic value is the enjoyment the individual gets from performing the
activity, or the interest the individual has in the subject. This component of
value is similar to the construct of intrinsic motivation as defined by Harter
{1981) and by Deci and his colleagues (e.g., Deci & Ryan, 1985; Ryan, Con-
nell, & Deci, 1985). It is also akin to the constructs of interest and flow as
defined by Csiksentmihalyi (1988, 1990), Renninger (1990), and Schiefele
{1991}, although distinctions between interest and engagement while work-
ing on the task and general interest over time have since been discussed
and tested by Sansone and her colieagues {Sansone & Harackiewicz, 1996
Sanscne, Weir, Harpster, & Morgan, 1992). We have typically measured
intrinsic value by using attitudinal items assessing general interest or liking
for a task, similar to the "enjoyment scales” used to measure intrinsic moti-
vation by others (e.g., Epstein & Harackiewicz, 1992; Harackiewicz & Elliot,
1993). However, it should be noted that although the measures are similar,
intrinsic values in our model are considered a predictor of achievement cut-
comes {such as grades or activity choice), rather than the outcome measure
of intrinsic motivation.

Utility value is determined by how well a task relates to current and
future goals, such as career goals. A task can have positive value to a per-
son because it facilitates important future career goals, even if she or he
i not interested in the task for its own sake. For instance, students often
take classes that they do not particularly enjoy but that they need in order
to pursue other interests, to please their parents, or to be with their
friends. In one sense, this component captures the more “extrinsic” rea-
sons for engaging in a task. Indeed, Lepper and Gilovich {1982) suggested
that the perceived instrumentality of a task can be a source of extrinsic
motivation. An important guestion to explore, however, is how activity
involvement that is extrinsically motivated in the beginning becomes
intrinsically motivated over time.

Finally, we have identified cost as a critical component of value (Eccles
{Parsons] et al., 1983; Eccles, 1987). Cost is conceptualized in terms of the
negative aspects of engaging in the task, such as performance anxiety and
fear of both failure and success, as well as the amount of effort that is
needed to succeed and the lost opportunities that result from making cne
choice rather than another.

Before we proceed, it is important to discuss the relations among the
four proposed components of task value, as well as developmental changes
in task values. To determine whether the hypothesized components were
empirically distinct, Eccles & Wigfied {1995) subjected responses from an
adolescent sample representing all aspects of value {except cost) to a factor
analysis. They were able to distinguish three clear task value factors: {1) per-
ceived attainment value or importance, (2} intrinsic interest value, and (3)
perceived utility value or usefulness, They also found no differences in the
factor structure for younger (5th through 7th graders) versus older students
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(8th through 12th graders), indicating that the distinctions between these
dimensions of value exist at an early age and remain stable. In another
study, however, Wigfield & Eccles {1992) found that children's subjective
task values are less differentiated during early elementary school than later,
with only two factors (interest and utility value} emerging for the younger
children in mathematics, reading, and sports. This is consistent with Har-
ter's proposition that children's achievement beliefs become maore differen-
tiated as they get older {Harter, 1990).

Wigfield and Eccles (1992) suggested that during the early elementary
school grades, the subjective value of a task may be primarily character-
ized by children’s interest in the task; thus, young children’s choice of dif-
ferent activities may stem from their interest in those activities. At young
ages, interests may shift fairly rapidly, so that children may try many dif-
ferent activities for a short time before deciding which activities they enjoy
the most. During the early and middie elementary school grades, chil-
dren’s sense of the usefulness of different activities, especially for future
goals, may not be very clear, and so this component may be understood
only later. If such a shift in values for the same activity occurs, it would be
fantamount to engaging in a task because of the intrinsic value of the task
{interest) in childhood but staying engaged over time because of utility
values {perceived usefulness). This might be seen as a shift from internal
to external reasons for activity involvement. However, research with adults
and with high school students suggests that interest or intrinsic value may
continue to play an important and unique role in achievement choices and
persistence (e.g., lacobs, Finken, Griffin, & Wright, 1998, Sansone &
Harackiewicz, 1996).

Despite the fact that these components of task value can be differenti-
ated, the relations between each of them are not as easily distinguished.
Eccles and Wigfield (1995} found that the correlations between intrinsic
interest, importance, and utility values ranged between .51 and .79 in a sam-
ple of adolescents. They also found that the relations between each of the
components of task values and self-perceptions of ability, effort required to
succeed, and task difficulty were similar across constructs, although utility
value had somewhat lower correlations with these constructs than did the
other two. These findings suggest that althcugh the components of task
value are distinctive, they play similar predictive roles in our model.

In addition to the developmental changes in factor structure already
noted, we have found that children value certain tasks less as they get
older (see Eccles & Midgley, 1989, and Wigfield & Eccles, 1992, for
reviews}. For example, utility values (usefulness) and attainment values
(importance) for mathematics, reading, instrumental music, and sports
decrease across the elementary school years, and children’s intrinsic val-
ues {interest) for reading and instrumental music show similar decreases
over time whereas their intrinsic values for mathematics and sports do not
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{Wigfield et al., 1997). In a follow-up study reporting on the same children
but examining patterns for attainment values between 1st and 12th
grades, we found that the declines for mathematics and sperts values con-
tinued through high school. We also tracked similar declines in values for
language arts through elementary scheol but found a slight leveling off or
increase in attainment values for language arts in high school (Jacobs et
al., 2000). These studies show the importance of examining children’s sub-
jective valuing of activities in different domains.

CONTEXTS IN WHICH CHILDREN LEARN
TO VALUE ACTIVITIES

Task values can develop only within the contexts of children’s lives; thus,
as developmentalists, we beiieve that it is important to consider the con-
ditions under which children begin to value one set of activities over
another. For example, children are unlikely to begin to value activities
that do not match either their social identities or their personal identi-
ties. Similarly, they are unlikely {o develop task values in contexts in
which they feel incompetent, have no control, or feel unsupported.
Research on each of these contextual considerations, as well as the
importance of a good “fit” between the child's developing values and the
environment, is discussed in this section.

Social Identity

Examples of social identities that we know influence children’s and adoles-
cents’ task values are gender, race, ethnicity, and peer group membership in
adolescence. A major focus of our work has been gender differences in chil-
dren’s values in different domains. We have found gender-role stereotypic
differences for sports, social activities, English, and music (Eccles et ai.,
1989, Eccles et al., 1993; Jacobs et al., 2000; Wigfield et al., 1991) across age
groups. As a child, one of the ways to express one’s gender identity is by par-
ticipating in and valuing gender-appropriate activities. Data reported in
1999 from our longitudinal study on childhood and beyond (Altenburg-
Caldwell, Jacobs, & Eccles, 1999} suggested that participation in activities
during elementary school is highly gender typed. Girls participate signifi-
cantly more than do boys in art activities, hobbies, clubs, and individual
competitive sports; however, boys participate in team sports significantly
more than do girls. Not surprisingly, this behavioral instantiation of their
social identities is related to children’s intrinsic values. For example, those
children who participate the most in team sports not only value sports the
most but also value the arts the least, and those who participate in the arts
have the lowest values for sports.
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Although little research on ethnic and racial differences in task values
across a variety of domains is available, research on the value of education
suggests that there are few differences between the values that minority and
majority children place on education; everyene has high education aspira-
tions (e.g., Stevenson, Chen, & Uttal, 1990). However, several researchers
have suggested that when minority children are confronted with barriets
within the schoals, they protect their self-esteem by lowering the value of
academic competence. For example, self-concept of academic ability has
been found to be less predictive of general seif-esteem for some African
American children than for other groups (Bledsoe, 1967; Winston, Eccles, &
Senior, in press). In addition, ethnic minority families may differ in how
much they discuss or use the categories of ethnicity or race. In some fami-
lies, ethnicity may be very salient and may form the backdrop for decisions
and discussions, whereas in other families, such topics may seldom be
raised. Okagaki, Frensch, and Dodson {1996) reported that Mexican Ameti-
can parents’ beliefs about racial barriers to their children's success were
related to children’s perceptions of barriers. In turn, children's perceptions
of barriers were related to their attitudes toward school. This work suggests
that a number of “social address” variables, like gender, race, and social
class, contribute te children's task values via their links to social identity.

Personal Identity

In addition to social identity, individuals are constructing their personal
identities as they move through childhood and adolescence. Unlike social
identity, which is based on ascribed social categoeries, this is the part of the
self-system that is typically thought of as “earned” on the basis of compe-
tence and interests, and the competence component is often labeled self-
competence or self-esteem. An important consideration is the way in which
values are related to perceptions of self-competence. Building on the work
of James (1982/1963), Harter (1998} has suggested that self-esteem and
motivation are enhanced when one values those activities at which one is
competent. Extending this idea to the choices made between activity
domains suggests the importance of considering the hierarchy of individu-
als’ subjective task values and competence perceptions. According to this
view, the ability to form congruent hierarchies of task values and compe-
tence beliefs should lead to higher self-esteem and continuing motivation,
whereas incengruent hierarchies of beliefs will lead to negative self-esteem
and lowered meotivation. For example, individuals may cope with being
incompetent in baseball by lowering the value they attach to it and by
enhancing the value they attach to another sport or another activity domain.
Harter {1690) found support for this view. In her study, those who valued
activities at which they did not feel competent had lower self-esteem than
did those who showed congruent patterns of values and competence.
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Our research has shown that children's competence and expectancy
beliefs relate positively to their subjective task values (e.g., Eccles & Wig-
field, 1995; Wigfield & Eccles, 1992). When Eccles and Wigfield (1995} exam-
ined the relations between competence beliefs and values in 5th through
12th graders, they found that children's beliefs about the importance and
utility of different tasks correlated more highly with their competence
beliefs as they got older. Wigfield (1994) asserted that children’s compe-
tence beliefs may not relate to their valuing of different activities in the early
years, leading children to pursue some activities in which they are inter-
ested, regardless of their competence during that period.

Universal Characteristics of Competence, Autonomy,
and Relatedness

Although competence has been the focus of much research on the self-sys-
tem, Connell and his colleagues (e.g., Connell, 1990; Connell & Welibormn,
1991) suggested that people have three universal and fundamental needs as
they develop their self-systems: competence, autonomy, and relatedness.
Their model defined competence as the need {0 experience oneself as capable
of producing desired outcomes and avoiding negative outcomes, autonomy
as the need to experience a choice in activities, and relatedness as the need to
feel securely connected to the social world and to see oneself as worthy of
love and respect. Connell suggested that the self-system will be organized
around one's appraisal of these three components and that one’s sense of
self will lead to further engagement in a task or disaffection with a task.

We would echo the importance of these components, but we suggest that
although they are necessary for long-term engagement in a task, they may
not be sufficient, The child may feel competent, autonomous, and emotion-
ally connected about a given task but not necessarily see the task as highly
valued. We see competence, autonomy, and relatedness as critical for creat-
ing contexts in which task values might develop. The values, in turn, are
related to seli-perceptions and to long-term engagement in particular tasks,

Many researchers have emphasized the importance of the development
of autonomy in adolescence {e.g., Hill & Holmbeck, 1986; Ryan & Lynch, 1989;
Steinberg & Silverberg, 1986} however, it may be important for the develop-
ment of task values at a much earlier age. Having the autonomy to choose
some tasks and to discard others seems critical for the development of task
values. Ryan and his colleagues have argued that one of the most important
dimensions of autonomy is self-regulation {e.g., Ryan, 1991; Ryan, 1993,
Ryan & Lynch, 1989). They defined self-requlation as the degree to which chil-
dren feel that their actions are autonomous and self-initiated versus con-
trolled by others (Ryan & Conneil, 1989). Perceptions of autonomy related
to regulating one’s own behaviors to reach personal goals are expected o
be related to higher value for the activity and greater engagement in it over
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time. This pattern has been found for academic achievement (e.g., Connell
& Ryan, 1987; see Ryan, Connell, & Deci, 1983, for review), showing that chil-
dren who experience clear expectations, feel that they have choices about
how to reach their goals, and receive consistent feedback from teachers
understand what it takes {o be in successful in school and have higher per-
ceived competence for academic tasks. When teachers do not provide sup-
port for students’ needs for autonomy, interest and liking for the subiject
matter decline (Midgley, Feldiaufer, & Eccles, 1989); in addition, during the
transition to junior high school, young adolescents are more likely to feel
competent and te value schoolwork if they have some autonomy about
choosing the activity (e.g., Midgley & Feldlaufer, 1987).

Another of the components listed as universal by Connell and c¢ol-
leagues and the one we have researched the most is perceived competence.
Perceptions of competence have been linked to activity cheice and
achievement in numerous studies, so it is clear that a child who does not
feel competent at an activity is not likely to want to continue to be
involved in that activity. We know from ocur longitudinal analyses that
children’s beliefs about their own competence and the value they place
on activities in most domains decrease with increasing grade level in
school (Eccles et al., 1993; Jacobs et al., under review; Wigfield et al,
1997). In addition, sterectypic gender differences in competence beliefs
and task-value perceptions are also apparent, but these neither interact
with grade level nor change much over time. Thus, by the first grade, boys
have a more positive view of their mathematics, computer, and sports
abilities than do girls and girls rate their tumbling, social, and language
arts abilities higher than do boys. Despite mean-level declines with age,
children's self-perceptions of competence become more stable as they
proceed through elementary school (Yoon, Wigfield, & Eccles, 1993) and
their perceptions become more highly related to actual performance
{Nichoils, 1979; Parsons & Ruble, 1977; Stipek, 1981).

The last part of the supportive context that we discuss here is the child's
access to positive relationships with others. Researchers have often empha-
sized the importance of relatedness {Connell & Wellborn, 1991}, emotional
support (Deci & Ryan, 1985), or connectedness (Barber, Olsen & Shagle,
1994} for children’s mental health, self-esteem, and achievement motiva-
tion. It is clear that most researchers find that an emotionally warm and car-
ing tie to others is critical for healthy development, beginning in infancy
with attachment to parents {Ainsworth, Blehar, Waters, & Wall, 1978} and
continuing into older adulthood {(Carstensen, 1992). Our work has focused
on the nature of children’s emotional relationships with their parents and
how these connections may be related to developing values and activity
choices. As might be expected, perceptions of high levels of connectedness
and emotional support from parents are related positively to both psycho-
logical and behavioral indicators of successful development (Eccles, Early,
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Frasier, Belansky, & McCarthy, 1996}, This relationship holds in adolescence,
even when children begin to establish other strong relationships with peers
and to gain some independence from parents (Ladd & Le Sieur, 1995).

Person—Environment Fit

A major feature of contexts in which task values develop is the goodness of
fit between the individual and the environment—children are likely to value
tasks and to engage in them only when the opportunities found in their
environments match their interests, competencies, and developmental
level. The concept of person—environment fit has typically been used in the
achievement literature to refer to the match between an individual's needs
and talents and the particular education environment that is available. The
concept has been refined further to focus on the importance of the educa-
tion environment’'s match to the developmental needs of the child. For
example, Hunt {1975) suggested that a teacher not only needs to take a stu-
dent’s cutrent needs into account when providing classroom structure but
should also view these needs on a “developmental continuum along which
growth toward independence and less need for structure is the long-term
objective” (Hunt, 1975, p. 221). Drawing on this work but focusing on the fit
between changes in school organization and academic motivation, several
researchers have used the term stage—environment fit to explain declines in
motivation and performance that occur after the transition to middie school
or junior high {e.g., Eccles, 1993; Eccles & Midgley, 1989; Simmons & Blyth,
1987). Eccles and Midgley (1989) have provided evidence on the importance
of stage—environment fit during the transition to junior high school, show-
ing that a mismatch between early adelescents’ needs and the structure of
junior high and middle schools affects their self-perceptions of competence
and perceptions of the school environment.

Person—environment fit may also be applied to the child's fit within the
family. just as the school environment needs to be developmentally appro-
priate, the home environment needs to be structured to allow for develop-
mental differences in the formation of activity choices and values. As chil-
dren mature, parents’ roles in activity choice may change and they may
begin to “react” to children's ideas about activity involvement rather than to
initiate all aspects of involvement. This means that the parent needs tc be
sensitive to developmental changes that may signal greater need for auton-
omy of choice but to continue to provide appropriate rules and guidance
about how to make such choices. There may also be a mismatch if the
child's values or abilities do not fit the expectations of the parents. For
example, if the parents’ activity value hierarchy is both rigid and inconsis-
tent with the chiid's reiative competencies, the child may be at risk of low-
ered self-esteem because she/he cannot lower the values for areas of less
competence without encountering negative feedback from the parents.
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SOCIALIZATION FOR TASK VALUES

We have just discussed a variety of features of contexts in which task values
are likely to flourish. Although many experiences (e.g., teams, lessons, school)
and a variety of socializers (e.g., parents, teachers, peers) help provide these
confexts and shape children’s values, here we focus primarily on the role of
parents, Over the years, numercus studies have linked parenting practices to
children’s achievement motivation (see Eccles, Wigfield, & Schiefele, 1998, for
review); however, few researchers have focused on how parents motivate their
children to do different things or to value different activities,

The mode] of parent socialization set forth by Eccles {Parsons! et al. {1983}
is presented in Figure 14.2. As indicated in the model, we believe that charac-
teristics of the parents, family, and neighborhood and characteristics of the
child will influence parents’ behaviors and their general beliefs about the
world, as well as their specific beliefs about the child. We expect these beliefs
to then influence their parenting behaviors, which, in turn, will affect child out-
comes. Examples of each of these constructs are given in the figure. Although
the model is drawr in & linear fashion and the original model {Eccles [Parsons)
et al,, 1983) proposed a causal sequence, it is important to acknowledge that
parents’ and children’s beliefs are likely to influence each other reciprocally
and that different beliefs depicted as a single construct in the model are likely
to influence each other (e.g., values and competence beliefs).

In this chapter, we focus on the three boxes in the middle of Figure 14.2,
depicting parents’ general beliefs and behaviors, parents’ child-specific
beliefs, and parenting behaviors. Although several examples of each con-
struct are listed in the figure, here we focus on only the following four ways
in which parents influence their children: (1) by the general social-emo-
tional climate they offer and by their general child-rearing beliefs, {2) by
providing specific experiences for the child (e.g., enrollment in lessons,
involvement in religious activities), (3) by modeling involvement in valued
activities, and (4) by communicating their perceptions of the child’s abilities
and expectations for performance.

The environment, role modeling, and messages that parents provide
regarding the value they attach to various activities are expected to influ-
ence children's motivation to pursue any particular activity. Over time, chil-
dren construct their own values for particular activities and integrate these
values into their self-systems. Uitimately, the values that are incerporated
into one’s self-beliefs will affect future task choices. (It is important to
remember, however, that the influence between seif-beliefs and values is
bidirectional.) Parent’s roles may shift in this process from providing expo-
sure, opportunities, and role modeling in the early phases of activity choice
to providing encouragement and guidance for activities that continue to be
supportive of the child’s developing self-systems, We have tested and found
support for each of the four components of parent influence {e.g., Eccles,
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1994; Eccles |Parsons] et al, 1983: Jacobs, 1991; Jacchs & Eccles, 1985,
1992). Our findings on each are briefly reviewed below.

Social-Emotional Climate and General Beliefs

Warmth and relatedness have often been connected with successful
parental socialization. Although we have not emphasized this construct,
Eccles et al. (1996) found that perceived high levels of connectedness and
emoticnal support were positively related to both psychological and behav-
ioral indicators of successful development during early adolescence, partic-
ularly for girls. We have also found support for the impact of parental
emotional support during childhood on later adolescent behaviors and par-
ent-adolescent relationships. For example, we found that parents’ reports
of perceived closeness to their elementary school-aged children are posi-
tively related to the children’s perceptions of parent support, affecticn, and
monitoring several years later during adolescence and negatively related to
perceptions of parental strictness and involvement in problem behaviors
(Jacobs, Hyatt, Tanner, & Eccles, 1998).

To test our hypotheses about general beliefs, we have considered gender
stereotypes in several studies. For example, in two studies, we investigated
the relationships among parents’ gender-based stereotypes, their beliefs
about their own children’s abilities, and their children’s self-perceptions and
performarnce (Jacobs, 1991; Jacobs & Eccles, 1992). The first study focused
on stereotypes, beliefs, and performance related to mathematical ability
only. The second study involved three domains of ability (mathematics,
sports, and social). Parents’ gender stereotypes in both studies and in all
domains directly influenced their perceptions of their children’s abilities,
resuiting in more positive perceptions for children favored by the stereo-
types (e.g., daughters for soctal skiils, sons for mathematics and sports
skills). Parents’ perceptions, in turn, influenced their children's performance
and their seif-perceptions of their abilities in each domain, even after con-
trolling for the child's previous performance. These findings suggest that
parents hold general beliefs (stereotypes) that influence the way in which
they interpret their children’s performance, depending on individual charac-
teristics of the children, such as gender. More important, their interpreta-
tions of that performance are conveyed to their children and tend to
influence the children’s self-perceptions and grades, ultimately carrying
more weight than previous performance.

Provision of Specific Experiences for the Child

Parents structure children’s experiences in a variety of ways that should
affect self- and task values, skill acquisition, preferences, and choice. We
have found that exogenous child and family characteristics (e.g., parents’



t4, Parents, Task Vales, and Real-Life Ackievement-Related Choices 41 9

income, education, child sex, age) influence the experiences parents provide
for their children primarily through their impact on parents’ percepticns of
their children’s abilities and interests and parents’ valuing of the activity
domain. For example, parents were more likely to provide extra sports expe-
riences for their children if they believed that the children were interested in
the activity and had sports ability (Fredericks, 1999). This is a good example
of the reciprocal nature of parent—child attitudes: parents are using the
feedback they receive from the child, as well as their own assessment of the
child, to inform their decisions about which opportunities to provide. Not
surprisingly, parents often provide experiences for their children that fit
existing expectations for gender-appropriate activities. For example, in one
study {Altenburg-Caldwell et al., 1999), we found that parents provide equal
numbers of organized activities during early middle childhood for girls and
for boys but that the activities provided differ by gender.

Modeling Involvement in Valued Activities

The importance of role models in socializing behavior has been well docu-
mented in the developmental literature (e.g., Bandura & Walters, 1963).
According to this work, parents exhibit behaviors that children may later
imitate and adopt as part of their own repertoire. Role models’ influence
may include the messages they provide about their beliefs regarding their
own abilities and about their values in general, and previous work suggests
that children perceive these messages accurately. The ways in which parents
spend their time, the choices they make between available activities, and
the sense of self-competence that they project send strong messages to
their children about activities that are valued and about acceptable ways to
spend time. To test this facet of parental influence, we have included numer-
cus indicators of parents’ practices and involvement in different types of
activities. Cur findings support the importance of modeling that has often
been reported in experimental studies. For example, we have found that
children’s perceptions of their parents’ enjoyment of mathematics are sig-
nificantly correlated with the parents’ self-reports of past and present math-
ematical ability, difficulty with mathematics, and the effort needed to do
well in mathematics. In addition, children who see their parents do house-
hold mathematics (e.g., balancing a checkbook) believe that their parents
like mathematics more than those whose parents do not engage in mathe-
matical activities at home {Eccles-Parsons, Adler, & Kaczala, 1982).

Communicating Ability Perceptions
and Future Expectations

We have found that parents’ perceptions of their children’s abilities and
their expectations for the children’s future success have a large impact on
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children’s developing perceptions of self-competence (e.g., Eccles-Parsons
et al., 1982: jacobs & Eccles, 1992). In these studies, parents’ perceptions of
their children’s abilities, their expectations for their children's success, and
their gender stereotypes predict children’s self-perceptions of competence
and their actual achievement, even after previous indicators of achieve-
ment are controlled. Although parents are clearly forming their opinions
about the chiid's ability on the basis of such objective indicators as grades
and performance in sports competitions, it appears that the direction of
influence for perceptions of competence is from parents to children and
that parents’ views of their children’s abilities are quite stable over time
{Yoon et al., 1993).

PARENTAL CONTRIBUTIONS
TO THE DEVELOPMENT OF TASK VALUES:
DILEMMAS FOR PARENTS AND RESEARCHERS

Although it is clear that parents play a role in the socialization of activity
engagement and values, it is not always clear exactly what the parameters of
that role should be. As suggested earlier, parents may influence their chil-
dren’s values and choices in many ways; however, both researchers and par-
ants have trouble defining the optimal levels of encouragement, reward, and
guidance when trying to initiate or maintair a child’s value for an activity.
This was exemplified in the research community by an article questioning
whether the detrimental effects of reward found in some research studies
are myth or reality {Eisenberger & Cameron, 1996) and by the scholarly
exchange that followed about the conditions under which either the myth or
the reality (or both) might be true (Hennessey & Amabiie, [998; Lepper,
1998; Lepper, Keavney, & Drake, 1996; Sansone & Harackiewicz, 1998).
Although researchers may phrase their questions in terms of intrinsic and
extrinsic motivation, parents are posing the same questions when they ask:
Should 1 reward my son to get him involved or to keep him involved in an
activity 1 value? When do [ let my daughter decide to stop practicing or
attending an activity? Wiil 1 undermine his interest if { push too hard, seem
to value it too much, or reward participation? When is she doing it for me
rather than for herseif?

At the heart of many of these questions is the notion that there is a clear
dichotomy between the intrinsic rewards and extrinsic rewards of activity
participation; if something is extrinsically rewarded, it cannot be intrinsi-
cally rewarding at the same time. Although this concept might be inferred
from the early social psychological work on the topic (e.g., Deci, 1971; Lep-
pet, Greene, & Nisbett, 1973} that found decreases in perceived intrinsic
motivation when extrinsic rewards were introduced, the dichotomy is not an
essential part of more recent thinking on the topic in either the develop-
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mental literature {e.g., Deci & Ryan, 1985) or in the adult literature (e.g.,
Harackiewicz, Abrahams, & Wageman, 1987 Lepper et al., 1996), Indeed,
this issue is addressed in two chapters within this book (see chapters 2 and
10). Ryan, Deci, and their colleagues have suggested that the critical ele-
ment is not whether external rewards are used but how they are used and
how they are perceived by the child (Deci & Ryan, 1985; Grolnick, Ryan, &
Deci, 1991). They have found that rewards undermine intrinsic motivation
when they detract from the individual's sense of autonomy and initiative by
attempting to control behavior. Autonomous behavior is initiated and regu-
lated by actions thalt emanate from one’s core sense of self, whereas con-
trolled behavior is the resuit of yielding to pressure from some other force
{this could be external pressure or intrapsychic pressure). They suggested
that children are more likely to internalize parents’ goals when parents pro-
vide support for autonomy versus using controlling techniques and that
autonemy support facilitates persistence at a task when no external support
is present (Deci & Ryan, 1985; Ryan, 1993). In support of this theory, they
found that children whose parents used more “autonomy supportive” tech-
nigues versus controliing techniques had children who reported more inter-
nalized achievement values (Grolnick & Ryan, 1989) and that children's
perceptions of parents’ autonomy support predict both internalization of
academic values and perceived competence (Grolnick et al., 1991). Thus,
there is no clear distinction between intrinsic and extrinsic parenting tech-
niques but a focus on the meaning of the parenting behavior and the poten-
tial for the motivational support to become internalized.

Even if some activities can be both internally and externally motivated or
if some activities can make the transition from being extrinsic sources to
intrinsic sources of motivation, there is still an inherent tension between
socializers’ external reinforcement of an activity and the child beginning to
internalize a vaiue for that activity. In addition, the parent still faces the
dilemma of knowing how and when to provide and to withdraw the extrinsic
suppotts that may initially engage or maintain the child’s participation in
the activity. Consider the following examples:

Parent A plays tennis and sees it as a great way to exercise and as a life-
long kind of activity. She encourages her daughter to take tennis lessons,
and her daughter compties because she can see how much her mother iikes
the sport and because she will get to spend time with her mother when they
play together. However. after two lessons, the daughter hates it and does
not want to return for more lessons. She tells her mother that she agreed to
the lessons only to please her mother and now she does not want to con-
tinue. Her mother insists that she continue to take lfessons until she has
learned enough to be able to play. After 2 months of battling about lessons
and practice, the mother tells her daughter that if she just keeps it up for I
year, she will be rewarded by & trip to Disneyland. The daughter wants to go
to Disneyland, so she quits complaining, but she does not enjoy tennis.
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However, after she has taken lessons for a year (and hated most of it), the
daughter's skills improve and she begins to really enjoy playing. The next
year (after the trip to Disneyland), she chooses to continue to take lessons,
she joins a tennis club, and she becomes very proficient. Eventually, tennis
is one of the activities she values most and she is willing to give up other
activities to pursue it.

The scenario is exactly the same for Parent B and his son; however, in this
case, after a year of tennis lessons {and the trip to Disneyland), the son still
does not really enjoy tennis. He has become quite good at it and he plays
with his father sometimes, but he does not enjoy it and still says that the
only reason he is doing it is because his father “makes him.” The father sees
that his son has the potential to be competitive at this sport, and he
believes that if his son just plays enough, he will begin to fove it {like his
father}. On this basis, he gets his son to agree to another year of tennis
lessons by using another large incentive {like the trip to Disneyland). After
taking lessons for another year, the son continues to hate tennis.

In situations such as these, parents may feel caught between a rock and
hard place—they want to encourage their children to value an activity and
they know that without enough experience, it will be impossible for their
children to feel engaged or be intrinsically motivated; however, they do
not want their efforts te backfire and undermine the intrinsic value of the
activity for their children. Connell and Wellborn (1990) summarized the
position well when they suggested that the “path to optimal engagement
is difficult to find” (p. 70). Many parents are striving fo find or to construct
that “path” for their children, just as many researchers are {rying to model
it developmentally.

FINDING A MODEL OF OPTIMAL ENGAGEMENT

As social scientists, we are constantly asking a question that paralleis the
one facing parents—what model would best describe the path to optimal
engagement in activities? It seems clear that the model must be one that is
iterative, with the parent constantly reassessing and reacting to the child's
needs, values, and interests and the child communicating about values and
interests and reacting to the parent’s signs of suppert. This process could
begin with the parent (e.g., “Wouldn't you like to try Little League?’) or with
the child {e.g., *Can’t I go to art camp?”). If it begins with the parent provid-
ing the initial impetus and support, the child may well be reacting and is
likely to be externally motivated to engage in the activity. At some juncture,
the parent must reassess the child’s interest in the activity and decide
whether to support continued engagement. At another point, however, the
child begins to share responsibility for continued motivation (e.g., parental
rewards become less tangible}, and, ultimately, when the parent reassesses
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the child's value/interests, most of the external motivaters drop out because
the child has internalized vaiues for the activity. This means not that there
are not some external rewards that will continue to motivate the child (e.g.,
performances, competitions, friends, parents’ praise} but that the child
begins to value the activity for its own sake. Figure 14.3 is a simplified ver-
sion of Eccles’s socialization model. The emphasis in this model is on the
feedback and interactions that take place between parents and children.

This kind of an iterative model has a long-standing tradition within
behavioral analysis. For example, Herbst (1953) described a “co-directional
situation pattern” as “one of the simpler types of learning processes” in
which a person moves from not engaging in a disliked activity to being pres-
sured to engage in the activity to liking the activity while being pressured to
ultimately liking the activity once the pressure is withdrawn (pp.124-125).
According to this view, external pressures and internal pressures coexist and
determine an individual’s behavior in a given situation, and “pressures” that
begin externally can become internalized. Additionally, internal “pressures”
are not deemed inherently more desirable than those originating externally,
but a balance between the two is expected for optimum adjustment.

A relevant and more familiar model to developmentalists can be found in
Vygotsky's sociocultural theory (Vygotsky, 1978/1934). In this theory of cog-
nitive development, Vygotsky emphasized the social origins of cognition. He
believed that children master activities and refine their thinking as a result
of joint activities with more mature members of society. Most relevant for
our discussion here are two features of his theory: intersubjectivity and

Child

Values \

Parent Child
Practices Activity
Involvement

Child
Self-Beliefs
N

FIGURE 14.3
Codirectional model of pareni—child inflzence.
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scaffolding. Intersubjectivity refers 1o the process of two people who begin a
task with different conceptualizations coming to a shared understanding of
the task as each person adjusts to the perspective of the other (Newson &
Newson, 1975; Vygotsky, 1978/1934). Parents (and other aduits) try to pro-
mote shared meaning when they translate their own views into words that
are within the child's grasp or when they point out the links between a new
task and one that the child has done before (e.g., Rogoff, 1990). The concept
of scaffolding refers to the social support provided by adults in any learning
situation (Bruner, 1983; Wood, 1989). The idea is that adults offer encugh
support for a child to accomplish a task but that an effective scaffold is
constantly being readjusted to fit the childs level of performance. If more
assistance is needed, it is provided, but as the child exhibits independent
mastery, the aduit will withdraw support and let the child succeed alone. It
is clear that Vygotsky saw the parents’ role as both pushing and puiling
development by adjusting communications and support to fit the child's
understanding and ability to master a task. This theory highlights the need
for ongoing assessment and adjustment of support to fit the child’s needs
and interests.

Thus far, we have focused on parents initiating and providing support for
activity involvement, and this fits traditional social learning views, which
described a unidirectional model that went from parents to children. Since
the 1980s, however, attachment theories and life span views have placed the
child in a more active and initiating role within the family (e.g., Baltes, 1987,
Bretherton, 1985; Connell & Thompson, 1986}, It is clear that much of what
parents do is in response to their perceptions of the child and may be
elicited by the child; thus, the process of activity invelvement that results in
a particular set of values may begin with the child. Althcugh the process
might be somewhat different if the child initiated it, we cannot assume that
children who begin by valuing activities necessarily maintain that interest
and involvement without some external support and/or pressure. Thus, the
social context can still be regarded as either facilitating or inhibiting task
interest and values.

IMPLICATIONS FOR THE SOCIALIZATION OF TASK
VALUES AND ACTIVITY INVOLVEMENT

The concepiual models described earlier suggest that if parenis want to
foster task values, they will need to provide a context that will allow the
child to begin to value an activity by supporting interest and task engage-
ment. We believe that in general, parents want to create a supportive con-
text; however, even the most well intentioned parents are not always
successful and problems arise for a variety of reasons. In this section, we
discuss what current research suggests parents can do to provide a sup-
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portive context for the development of achievement and activity values,
and what might go wrong in these attempts. We discuss these in light of
the major types of influence parents have at their disposal: (1) structuring
opportunities, (2} interpreting reality, and (3) imparting their values. We
conclude this seciion by reviewing potential parenting practices that
might contribute to the development of contexts that will foster compe-
tence, autonomy, and relatedness.

Opportunity Structure

One of the main ways in which parents influence their children’s developing
activity values is by the opportunities they provide. Although it seems obvi-
ous that children need to be exposed to an activity if they are to become
interested in it, the way in which such exposure affects preferences and
activity choices is not clear. Theories of familiarity (Zaionc, 1968}, and con-
ditioning suggest that exposure should affect preference and skill acquisi-
tion and, therefore, perceived competence. Parents are in the position of
choosing both the types and structures of the activities in which their chil-
dren participate. (This is especially true at young ages.) As children pass
into adolescence, parents may become as concerned with preventing their
children from engaging in scme activities as they are with getting their chil-
dren to engage in particular activities.

The type of opportunities provided will depend on many factors—what is
available in the community, economic resources {many activities and equip-
ment for activities have high costs), time constraints (single parents, two-
earner families, and families with many children have less time to devote to
any given activity}, and parents’ values for a particular endeavor. Participa-
fion in extracurricular activities has been associated with socioeconomic
class (e.g., Coleman, 1961; Hollingshead, 1949), but participation in activi-
ties can raise an individual's status within the school, extend the child's
social network, and even serve as a protective factor against dropping out
{e.g., Csikszentmihalyi, Rathunde, & Whalen, 1993; Eder & Parker, 1987: Kin-
ney, 1993; Mahoney & Cairns, 1997). Therefore, parents’ decisions to provide
or to curtail particular opportunities may have an impact that reaches
beyond the child's activity values and perceptions of competence.

The structure of the task will also play a large role. In this case, structure
might be viewed as the cverarching dimensions of the task. For example,
dimensions that have been considered by researchers include infrequent
versus daily activities (Crouter & Larson, 1998), leisure versus productive
activities {Larson, 1990}, organized versus informal activities (Kirshnit, Ham,
& Richards, 1989}, and obligatory versus nonobligatory activities {Shaw,
Caldwell, & Kleiber, 1996). Parents may not consider these dimensions
explicitly when they are choosing or allowing their children to choose how
to spend their time; however, data from our recent study of elementary
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school-aged children suggest that most parents report that they involve
their children in extracurricuiar activities for social reasons rather than for
reasons related to competition or competence (Altenburg-Caldwell et al.,
1999). At another level, task structure may involve the parents’ support for
the child’s participation. Parents need to provide good scaffolding for any
endeavor (Vygotsky, 1978/1934), giving a lot of structure and guidance in the
beginning so that the child performs at a higher level than if left alone, but
withdrawing the support as the child is ready to take on more responsibility
for the task. The trick for any parent, coach, or teacher is to be able to pro-
vide the activity within the child’s "zone of proximal development,” defined
by Vygotsky as the range of tasks that the child cannot yet handle alone but
can do with the help of a more skilled partner.

Interpreters of Reality

Ancther way in which parents influence their children’s task values is by act-
ing as “interpreters of reality” through the messages they provide regarding
their perceptions of their children's world and experiences (Eccles, Lord,
Roeser, Barber, & Jozefowicz, 1997; Goodnow & Cellins, 1990 Phillips, 1987}.
When chiidren are young, they are not particularly good at assessing their
own competence (Nicholls, 1978), so they must rely on their parents’ inter-
pretations of their performance as a major source of information about their
competence. As mentioned earlier, parents’ interpretations of their chil-
dren’s competence have been related to the children’s self-perceptions and
to their actual achievement {Eccles {Parsens| et al., 1983). In addition, par-
ents’ inappropriately low estimations of their children's competence are
related to children’s lower self-perceptions of their competence in the same
areas, Owing to the links between self-competence and values, the accuracy
of parents’ interpretations is critical to children’s continued interest, partic-
ipation, and ultimate valuing of an activity. However, we know that parents’
interpretations will be influenced by many things, inctuding the values and
expectations within their culture.

Although we know that parents piay the “interpreter” role for their chil-
dren, the precise behaviors that carry the messages are not well docu-
mented. It seems unlikely that parents tell their children cutright that they
are not competent at an activity, but the message may be conveyed in sub-
tle ways. if the underlying message is “you aren't competent and you'd
better change to increase your competence,” the parents might try such
strategies as providing extra help, tutoring, or lessons; threatening punish-
ment if performance doesn’t improve; structuring more time for the child to
work on the activity; or comparing the child to others who are more compe-
tent. If the parents’ underlying message is “You aren’t competent at this
task, so you shouldn’t pursue it,” the parents may try such strategies as refo-
cusing the child’s interests on a different activity, emphasizing other
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strengths, or lowering the value of the activity. The parents’ strategy of
choice is likely to depend on how much the parents value the activity them-
selves and whether they focus on performance or learning as the goal of
involvement in the activity. {For more discussion of this point, see chapters
6 and 7 in this book}. According to Dweck and her colleagues, a focus on
performance may undermine intrinsic motivation to continue to be invoived
in the activity and it wili certainly lower the intrinsic value of the activity for
the child (Dweck & Leggett, 1988).

Provision of Values

As suggested several times in the preceding paragraphs, parents are provid-
ing messages about their own values through the opportunities they pro-
vide and the interpretations they give. In addition, their values may be
imparted by their involvement in various activities (role modeling) and by
direct instruction. The values in question may range from specific values for
particular activities {e.g., the parent who plays tennis and makes it clear that
tennis is valued by taking the child to Wimbledon) to general world beliefs
and values (e.g., the parent who believes boys should not have dolls
because they will become sissies). Children are likely to discern the parents’
values by noticing how free time is spent; by comparing how much time,
money, or effort goes into one activity versus another, and by participating
in conversations with parents in which the parents convey enthusiasm or
interest about one topic but little about another.

General beliefs or values may have an indirect effect by influencing what
opportunities the parents provide (e.g., no dolls for boys) or how they
respond to their children’s performance (e.g., assuming greater effort was
required for success in sports by girls than by boys), or they may be com-
municated directly (e.g., "Boys who take dance lessons are sissies and no
sen of mine is taking ballet”). We have documented the indirect effects of
parents’ general beliefs on the goals that they set for their children in the
area of gender stereotyping (lacobs, 1991; Jacobs & Eccles, 1992). 1t is likely
that the messages provided and “received” change as children move into
and through adolescence. For example, gender-role intensification theory
(Hill & Lynch, 1983) suggests that the association of parents’ gender-role
beliefs to both their goals for their children and their socialization practices
should increase as their children become adolescents.

Parenting Practices

We conclude by briefly discussing parenting practices that have been related
to the development of competence, autonomy, and relatedness. Within each
of these areas, we highlight the need for parents to use a developmental
approach that takes into account individual and social identity as well as
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meets universal needs. Children and adoelescents change rapidly and some-
times leave their parents in the dust. Strategies and parenting practices that
may have worked well last year or last month may no longer work. Several
adolescence researchers have hypothesized that parent—child relationships
change as children enter and move through adolescence {Eccles, 1993; Stein-
berg, 1988), Numerous changes occur during this period of life: children
experience physical maturation, their social roles change, parents and teach-
ers may increase gender-rcle socialization pressures, parents may link their
behaviors and choices to future adult roles, and the opportunity for partici-
pating in unsupervised peer interactions increases {e.g., Jacobs & Osgood,
1994). Each of these types of changes should affect self and task beliefs,
activity choices, and relative performance across a variety of activity
domains. This means that parents have to be ready to adapt to the changing
emotional, cognitive, and social needs of the child while still suppoerting {but
not forcing) the development of internalized and autonomeus task values.

Much of our work has locked at how parents’ attitudes and practices are
related to children’s perceptions of competence. Parents’ beliefs about their
children’s competence are likely to guide their decisions abouf which activ-
ities to provide for their children {Sigel, 1982} and about how they interact
with their children (Sigel, McGillicudy-Delisi, & Goodnow, 1992), making
their actions into messages about their interpretations of reality. If children
receive parental interactions and activity endorsements as messages about
their abilities, it suggests that parents need te be careful about what mes-
sages they are providing. For example, a decision to take a child out of
swimmning lessons may be interpreted by the child as an indication of lack of
ability when the decision was made only to facilitate the parents’ busy
schedule. Parents’ lack of involvement in academics may be interpreted as
either lack of interest or perceptions of low academic ability Many
researchers have documented the relationship between parent involvement
in schooling and increased achievement and positive school behaviors (e.g.,
Eccles & Harold, 1993; Epstein, 1992), and one of the mechanisms for these
effects may be the messages sent to children about the importance of
schooling and about the child's competence.

One way in which parents’ messages about the child's ability may go
awry is if the parents’ estimates of the child’s ability are inaccurate. Phillips
(1987) found that parents differ in the accuracy of their estimates about
their child's performance; those parents who underestimate their child's
abilities have chiidren who doubt their own abilities (Phillips & Zimmer-
man, 1990), Although most studies show that feedback needs to be perfor-
mance based to be believable to children and to be helpful, it also needs to
be accurate, One of the ways in which parents may be inaccurate is by using
old "data.” We have found that parents’ beliefs about their children's abili-
ties are quite stable during the elementary school years; this is particularly
true for reading and sports, areas in which they stick to perceptions of their
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children that are formed in kindergarten (Yoon et al | 1993). If children are
late bloomers in a particular area and parents’ perceptions remain stable,
parents may underestimate their children's current abilities by relying on
eatlier beliefs.

Even if parents are accurate about their children’s abilities and they are
being supportive in an area at which their children exce!, the messages may
not always lead to greater intrinsic value for the domain. This may occur for
a variety of reasons, but one of the ones we have documented is when par-
ents become overly invested in one area. This may happen initially because
the children are talented and interested, but as the focus narrows to that
one domain, the children may feel increased pressure to perform or may
begin to feel that they are participating to please their parents rather than
because of intrinsic interest in the area. In one analysis of high school stu-
dents, we found that all parents of gifted students professed a high value for
academics but that the same parents differed in how much they valued
social skills and social success. The parents who focused on academics
alone had children who were more worried about school and had lower self-
perceptions of their abilities than did those parents who had more balanced
perceptions of the need for both academic and social skills (Tanner, Jacobs,
& Eccles, 1998). it seems likely that parents who value more areas of com-
petence encourage their children to participate in a broader array of activi-
ties. The provision of a larger range of opportunities may be particularly
important as children move into adoiescence.

As parents send messages about their children’s competence, they
need to be aware of their children’s developmental needs and changing
expertise. A child who is a star athlete at age 8 vears may not continue on
the same trajectory. Parents need to be able to respond to changes in their
children’s relative standing by being supportive but realistic, If the parent
continues to focus on basketball prowess in the son who was tall for his
age at 10 years but ended up short relative to age-mates after puberty, the
son may continue te play basketball to please his parents but may be bet-
ter off focusing on a different activity. We have found developmental
trends in children’s reasons for participating in activities; at younger ages,
they say that they are involved because they “like” an activity, but ability or
lack of ability at doing a task and task ease or difficulty became more
salient reasons as children get older.

Most research suggests that parental support for autoromy is positively
related to numerous indicators of successful development, such as achieve-
ment motivation {Decl & Ryan, 1985), self-esteem, connection to school,
and academic achievement (Eccles et al., 1996). Parents provide support for
autonromy primarily by giving children choices that wilf aliow them to con-
nect their behavior to their personal goals and values (Connell & Wellborn,
1991). For this to be successful, parents need to give children real choices
that are within the child's “zone of proximal development” to carry out and
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that parents are willing to “live with.” This can be contrasted with either
making choices for the child or giving the appearance of allowing choice but
overriding unpopular decisions.

Differences in the amount of autonomy that parents give may be due to
parental beliefs or to differences in parents’ responses to individual
children. For example, we have some data suggesting that the amount of
autonomy and decision making that parents afford their children may be a
reaction to their petceptions of the child's personal characteristics (Hyatt,
Jacobs, & Tanner, 1998}, suggesting that parents may be assessing their chil-
dren's readiness and then responding on the basis of their assessment. In
addition, perceptions of the desirability of autonomy for children at differ-
ent ages may vary by ethnicity or social class.

Although most of the research has focused on academic tasks, we expect
the same dynamics between perceived autonomy and task values in any
domain in which there is some choice; however, a problem that parents may
experience is competitive dynamics between competence and autonomy
(Connell & Wellborn, 1991). For example, a parent's goal may be for a child
to like tennis and develop competence at it, but tactics that force the child's
involvement may result in the child's feeling manipulated and controlled.
Previous research suggests that perceptions of autonomy will decrease
when others trv to exercise too much control over an individual's behavior.
This suggests that parents walk a very fine line between being supportive
and being overcontrolling. The critical dimension seems to be perceived
choice. if children believe that they are engaging in the activity because they
fike it or because they chose to be involved, they are more likely to continue
to value it. Even if children make the choice to be involved, they may do it
for a variety of reasons: (1) because performance on the activity is relevant
to their self-concepts (e.g., "1 have to practice violin because [ will fee] bad
about myself if | don't”}, (2) because they enjoy the activity {e.g., “Practicing
viclin is the best part of my day”), or {3) because they relate it to a higher
self-chosen goal (e.g., “If | practice hard, I will be able to joir the school
orchestra”). Parents can facilitate their children’s activity values by allowing
the children to choose learning goals rather than performance goals and to
develop realistic ways to meet those goals. The emphasis on choice does
not mean that children are making decisions without aduit guidance or that
they may “choose” to change or quit activities on a whim. Parents must be
able to create a scaffold for children’s decisions that wili allow the children
to make choices within parental guidelines at earlier stages of involvement,
with more flexibility and fewer constraints as the parent reassesses the child
and is able to withdraw some of the scaffolding.

Another issue related to parental support of autonomy is that some par-
ents may get their own identities involved in their children's achievements
rather than see the children as separate from them. Parents’ goals for their
children are not independent of their own values, and their desires for their
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children to participate or excel at activities may be related to their percep-
tions of themselves as parents, coaches, and mentors. Although we often
talk about parents’ effects on their children, we keep coming back to the
interactive nature of parent—child self-systems. Children’s achievements,
values, and task involvement also affect parents’ perceptions of themselves
and parents' values. For example, parents who may never have given a
thought to the sport of soccer suddenly become very invested in soccer
when their children show interest and talent for the sport. This may extend
beyond children’s soccer matches to include watching professional games
on television or attending college matches.

Although the relationships between autonomy and successful outcomes
have been found at different ages, support for autonomy may be particularly
important at early adolescence because establishing oneself is the quintes-
sential developmental task of the adolescent period (e.g., Eccles et al., 1993).
The importance of autonomy during this period has already been demon-
strated in school settings (e.g., Connell & Wellborn, 1991; Midgley et al. 1989).
Families must respond to the same needs for autonomy that have been seen
in education settings; however, it is very likely that parents provide greater
support for autonomy to adolescents who are viewed as trustworthy and
responsible than to those teens who are seen as likely to get into trouble if
left on their own. For example, during the transition to junior high school, per-
ceptions of one’s parents as too controlling and intrusive are agsociated with
a decline in self-esteem, whereas perceptions of involvement in family deci-
sion making are associated with increases in self-esteem (Eccles et al., 1997).
in these families, the authority renegotiation process that accelerates in ado-
lescence is more likely to proceed relatively smoothly than in families in
which either the parents are incompetent, the parent~child relationship is
already problematic, or the adolescent is already on a problematic develop-
mental trajectory {(Eccles et al., 1996). The extent to which parents adapt their
general child-rearing strategies (particularly with regard to the support they
provide for autonomous decision making and activity choice} to their chil-
dren’s increasing maturity should affect the parent—hild relationship and the
children’s social development (see Eccles et al., 1993).

The importance of a warm and caring relationship between children and
parents is clear in theories ranging from attachment (Ainsworth et al., 1978)
to social learning (Bandura, 1994) to parenting styles (Baumrind, {971);
however, the question for parents is how to maintain a close emotional rela-
tionship with children as they deveiop. In one study, Eccles et al., (1996)
found that perceived high levels of connectedness and emotional support
were related positively to both psychological and behavioral indicators of
successful development, particularly {or girls. These results are consistent
with theories hypothesizing that feeling connected and supported emotion-
ally in both parent—child and school contexts has positive benefits (Connell
& Wellbormn, 1991; Goodnow, 1993).
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One of the major ways in which parents seem to demonstrate their affec-
tion for their children is through involvement with them, defined by Connell
and Wellbomn (1991} as the “dedication of psychological resources,” such as
time and interest {p. 56). Positive correlations have been found between
chiidren’s perceptions of their parents’ involvement and their perceptions of
their own abilities, academic success, and values for school (e.g., Epstein,
1989. Grolnick & Ryan, 1989; Roeser, Lord, & Eccles, 1994). Moreover, affec-
tive experiences during participation in activities with parents may influence
subjective task value and participation (Skinner, 1991). It is clear that just
spending time with children is not enough—the affect surrounding the par-
ent—child involvement is important. If parents help children with homework
but belittie the children and get angry if they do not understand a concept,
both the affective relationship and value for the task are likely to suffer.
Many parents repott that monitoring homework drains their energy and
patience {e.g., Como, 1996; Hoover-Dempsy, Bassler, & Burow, 1995}, sug-
gesting that maintaining positive affect during interchanges about home-
work may be difficult. in a study comparing middle-school students who
were highly alienated from school with those who reported low alienation,
Roeser et al. {1994) found that alienated students experienced much more
negative affect and less positive affect when doing schoolwork with their
parents than did the other group.

Additionally, too much involvement or control may raise anxiety around
activity involvement (Grolnick & Ryan, 1987). If children continue to partici-
pate in an activity to please their parents (as in the earlier tennis scenario},
their intrinsic interest and eventual involvement with the activity are
expected to decline (Deci & Ryan, 1983). For example, in one study, we
found that when parental monitoring was perceived as reasonable rather
than stifling, it was related to positive adolescent—parent affective relation-
ships, but when it was perceived as overly strict and demanding, less posi-
tive adolescent—parent relationships resuited {Jacobs et al., 1998). These
studies draw attention to the importance of children’s perceptions of their par-
ents’ overtures at involvement and affection. Similar observed levels of
involvement may have dilferent meanings to different children, and it is the
child’s perception that will determine the effect,

Once again, developmental changes play a large rcle in the nature of
parent—child affective relationships. Being “close” to parents during early
elementary school may mean spending many hours together and sharing
confidences, whereas during adolescence it may mean acknowledging par-
ents' opinions and eating dinner together. This means not that adolescents
have lower needs for affective relationships with their parents as they get
older but that the fit between their needs and the expression of that rela-
tionship will be critical for maintaining close ties. It appears that one of the
important tasks for parents is to maintain a supportive and close relation-
ship as their children mature and develop their own values as they try out
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different activities. This may not always be easy; however, a close
parent—child relationship is likely to lead the child to value activities that
are important or at least acceptable to the parent,

CONCLUSION

We began this chapter by describing the importance of task values for intrin-
sic motivation, continued activity involvement, and achievement choices.
We described the Eccles expectancy-value model and the role that parents
play as socializers of their children’s values. In the first section, we elabo-
rated on the literature describing the ways in which values are developed
within the contexts of social identity, individual identity, and the universal
needs of competence, autonomy, and relatedness.

In the next section, we tried to elaborate the implications of models that
emphasize task values for the socialization of activity involvement. We dis-
cussed the dilemmas facing both researchers and parents of trying to
develop theoretical and practical models that specify optimal levels of sup-
port, so that intrinsic values are developed rather than undermined. The
interactive and interative nature of the processes were emphasized. We then
used our general model of parent influence to describe the potential
avenues of influence on task values, including (1} the general social-
emotional climate they provide and by their general child-rearing beliefs, (2)
the provision of specific experiences for the child, {3) parental involvement
in valued activities, and (4) communication of perceptions of the childs
abilities and expectations for performance. We ended this section by talking
about parenting practices that have been related to the devetopment of
autoncmy, competence, and relatedness, highlighting the need for parents
to be aware of changing needs as their children develop.

In conclusion, it is clear that parents play a large role in the development
of task values across a variety of activity domains. Although some theoretical
models (including Eccles's model) attempt to describe the relationships
between the multifaceted contexts provided by parents, the interactions of
parents and children, and what children bring to the mix, most empirical
work has been piecemeal, emphasizing only one part of the picture at a time
and ofter in only one domain or context. This is because it is a complex
process that takes place over time and across many interactions that provide
feedback and redirection for parents and children: it also varies by family and
by domain, We are continuing to explore the processes that underlie both
centinuity and change across time in varied settings and across activities.

References

Ainsworth, M. D, Blehar, M., Waters, E., & Wall, 5. {1978}, Patterns of attackment. Hillsdale, NJ:
Erlbaum.



434 janis E. facobs and Jacquelynne S. Eccles

Alexander, P A, Kulikovich, ]. M., & Jetton, T. L. {1994}, The role of subject-matter knowledge
and interest in the processing of linear and nonlinear texts. Review of Educational Reszarch, 64,
201-252.

Altenburg-Caldwell, K., Jacobs, | E., & Eceles, [. S. (1999, june}. Gender differences in activity involve-
ment: Relations betwoen activities, self-beliefs, and gender-typing. Paper presented at the annuai
meeting of the Ametican Psychological Society, Denver,

Atkinson, ]. W. {1964}, An introduction to motivation. Princeton, Ni: Van Nostrand.

Raltes, P B. (1987). Theoretical propositions of life-span developmental psychology: On the
dynamics between growth and decline. Developmental Psychology, 23, 611-626.

Bandura, A. {1994} Self-efficacy: The exercise of confrol. New York: W. H. Freeman.

Bandura, A., & Walters, R. H. (1963). Secial learning and personality development. New York: Holt,
Rinehartt, & Winston.

Barber, B. K., Olsen |. E., & Shagle, 5. C. (1994}, Associations between parental psychological
and behavioral control and youth internalized and externalized behaviors. Child Development,
65, 1120-1136.

Battle, E. [1965) Motivational determinants of academic task persistence. lournal of Personality
and Social Psychology, 2, 209-218.

Battle, E. (1966). Motivational determinants of academic task persistence. Journal of Personaiify
and Social Psychology, 4, 534-642.

Baumtind, D. (1971}, Harmonious parents and their preschool children. Developmental Psychology,
4%, 92-102

Bledsoe, ]. (1967} Seli-concept of children and their intelligence, achievement, interests, and
anxiety. Childhood Education, 43, 436-438.

Bretherton, L. (1985}, Attachment theory: Retrospect and prospect. in 1. Bretherton & E. Waters
(Eds.}, Growing points of attachment theory and research. Monographs of the Society for Research
in Child Development, 50{1-2, Serial No. 209), 3-35.

Bruner, L. S. (1983). Child's talk: Learning to use language. Oxford, UK: Oxford University Press.

Carstensen, L. L. (1992). Social emotional patterns in adulthood: Support for socioemotional
selectivity theory. Psychology and Aging, 7, 331-338.

Coleman, 1. S. {1961). The adolescent society. New York: Free Press.

Connell, 1. P {1990). Context, self, and action: A motivational analysis of self-system processes
across the life-span. In D. Cicchetti (Ed.), The self in transition: From infancy to childhood. Chicago:
University of Chicago Press.

Connell, . P, & Ryan, R. (1987} A developmental theory of motivation in the classroom. Teacher
Education Quarterly, 11, 64-77.

Connell, |. P, & Thompson, R. (1986). Emotion and social interaction in the strange situa-
tion: Consistencies and asymmetric influences in the second vear. Child Development, 57,
733-745.

Connell, | B, & Wellborn, 1. G. (1991}. Competence, autonomy, and relatedness: A motivational
analysis of self-system processes. In M. R. Gunnar & L. A Sroufe (Eds.), Minnesola Symposia
on Child Psychology: Vol. 23. Systems and development. {pp. 43-77). Hillsdale, NJ: Erlbaum.

Corno, L. (1996}, Homework is a complicated thing. Educational Researcher, 25, 27-29.

Crouter, A. C., & Larson, R. (1998). Temporal thythms in adolescence: Clocks, calendars, and the
coordination of daily life. New Directions for Child and Adolescent Development, 82, 1-6.

Csiksentmihalyi, M. (1988). The flow experience and its significance for humarn psychology. In
M. Csikszentmihalyl & I S. Csikszentmihalyi {Eds.}), Optimal experience {pp. 15-35). Cambridge,
MA: Cambridge University Press.

Csikszentimihalyi, M. {1990}, Flow: The psuchology of optimal experience. New York: Harper & Row.

Czikszentmihalyi, M., Rathunde, ¥, & Whalen, S. (1993). Talented feenagers: The roots of success and
failure. New Yorlk: Cambridge University Press.

Deci, E. L. {1971). Effects of externally mediated rewards on intrinsic motivation. journal of Per-
sonality and Social Psychology, 18, 105-115.

Deci, E. L. (1975}, Intrinsic Motivation. New York: Plenum.



14. Parents, Task Values, and Real-Life Achieverent-Related Choices 435

Dedi, E. L, & Ryan, R. M. (1985). lntrinsic motivation and self-determination in human behavior. New
York: Plenum.

Dweck, C. S., & Leggett, E. L. (1988). A social-cognitive approach to motivation and personality.
Psychological Review, 95, 256-273.

Eccles, J. S. {1984}, Sex differences in achievement patterns. In T. Sonderegger {Fd.}, Nebraska
Symposium on Motivation: Vol. 32. Gender and Motivation. (pp. 97-132). Lincoln: University of
Nebraska Press.

Eccles, 1. S. {1987). Gender roles and women's achievement-related decisions. Psychology of
Women Cuarterfy, 11, 135-172.

Eccles, 1. 8. {1993). School and family effects on the ontogeny of adolescents’ interests, self-
perceptions, and activity choice. In J. Jacobs (Ed.), Nefraska Symposium on Mativation: Vel,
40. Developmental perspectives on motivation {pp. 145-208). Lincoln: University of Nebraska
Press.

Eccles, |. 3. {1994}. Understanding women's educationat and occupational choices: Applying
the Eccles et al. model of achievement-related choices. Psychology of Wemen Quarierly, 18,
585-609

Eccles, |. 8., Adler, T F, & Meeace, |. L. (1984). Sex differences in achievement: A test of alterna-
tive theories. Journal of Personality and Social Psychclogy, 46, 26—43.

Eccles, |. S., Early, D., & Frasier, K., Belansky, E., & McCarthy, K. (1996). The relation of connec-
tion, regulation, and support for aufonomy to adolescents’ functioning. Journal of Adelescent
Research, 12, 263-286.

Eccles, . 8. & Harold, R D. {1991}, Gender differences in sport involvement: Applying the
Eecles' expectancy-value model. Journal of Applied Sport Psychology, 3, 7-35.

Eccles, 1. 8., & Harold, R. D. (1993). Parent-school involvement during the early adolescent
years. Teachers’ College Record, 94, 568-587.

Eccles, ]. S, Lord, S. E., Roeser, R. W, Barber, B. L., & Jozefowicz, D M. {1997). The association
of school transitions in early adolescence with developmenta! trajectories through high
school. In | Schulenberg, 1. L. Maggs, & K. Hurrelmann (Eds.), Heafth risks and developmental
transitions during adolescence. New York: Cambridge University Press.

Eccles, ]. S., & Midgley, C. (1989). Stage/environment fit: Developmentally appropriate class-
rooms for early adclescents. In R. Ames & C, Ames [Eds.), Reszarch on motivation in education
{vol. 3, pp. 139-181). New York: Academic Press.

Eccles, |. 5., & Wigfleld, A {1995}, In the mind of the achiever: The structure of adolescents’ aca-
demic achievement related-beliefs and self-perceptions. Personality and Secial Psychology Bul-
letin, 21, 215-225.

Eccles, ). 5., Wigfield, A, Flanagan, C., Miller, C., Reuman, D, & Yee, D. (1989). Self-concepts,
domain values, and self-esteem: Relations and changes at early adolescence. Journal of Per-
sonality, 57, 283-316.

Eccles, |. 5., Wigfield, A., Harold, R., & Blumenfeld, P {1993}. Age and gender differences in chil-
dren’s achievement self-perceptions during the elementary school vears. Child-Developmient,
64, 830-847.

Eccles, | S., Wigfield, A., Schiefele, U. (1998). Motivation to stcceed. In W. Damon (Ed.), Hand-
book of child psychology: N. Eisenberg (Vol. Ed ), Social, emotional, and persenality development. New
York: Wiley.

Eccles-Parsons, |, Adler, T. F, & Kaczala, C. M. {1982) Socialization of achievement attitudes
and beliefs: Parental influences. Child Development, 53, 322-339.

Eccles (Parsons), |, Adler, T. F, Futterman, R., Goff, 3. B, Kaczala, C. M., Meece, |. L., & Mids-
ley, C. 11983). Expectancies, values, and academic behaviors. In }. T Spence (Ed.}, Achieve-
ment and achievemenrt motivaiion (pp. 75-146). San Francisco: W. H. Freeman.

Eder, D., & Parker, 3. (1987). The cuitural production and reproduction of gender: The effect of
extracurricular activities on peer-group culture. Sociology of Education, 60, 200-214.

Eisenberger, R., & Cameren, }. {1996}, Detrimental effects of reward: Reality or myth? American
Psychologist, 51, 11531166,



436 Fanis E. Jacobs and facquelynne 5. Eccles

Epstein, |. L. (1989). Family influence and student motivation. in R. £. Ames & C. Ames (Eds.},
Research on motivation in education (vol. 3, pp. 132-157). New York. Academic Press.

Epstein, i. L. {1992). School and family partnerships. in M. Alkin (Ed.), Encyclopedia of educational
research {pp. 1139-1151). New York: Macmillan.

Epstein, 1. A, & Harackiewicz, ]. M. {1992). Winning is not enough: The effects of competition
and achievement orientation on intrinsic interest. Personality and Social Psychology Builetin, 18,
128-138.

Feather, N. T {1982). Expectancy-value approaches: Present status and future directions. In N.
T. Feather (Ed.), Expectations and actions: Expectancy-value models in psychology {pp. 395-420).
Hitisdale, NI: Erlbaum.

Feather, N. T (1988). Values, valences, and course enroliment: Testing the role of personal val-
ues within an expectancy-value framework. Journal of Educational Psychclogy, 86, 381-391.

Feather, N. T. {1992). Values, valences, expectations, and actions. Journal of Social Tssues, 48,
i09-124,

Fredericks, 1. {1999}, “Girl-friendly” family contexis: Socialization inte math and sports. Unpublished doc-
toral dissertation, University of Michigan, Ann Arbor.

Goodnow. C. (1993). Classroom belonging among early adolescent students: Relationships to
motivation and achievement. Journal of Early Adolescence, 13(1), 21-43.

Goodnow, |. 1., & Collins, W. A. (1990). Development according to parents: The nature, sources, and conse-
quences of parents’ ideas. London: Erfbaum.

Grolnick, W. S., & Ryan, R. M. {1987). Autonomy in children's learning: An experimental and
individual difference investigation. lournal of Personality and Social Psychology, 52, 8G1-898.
Grolnick, W. 5., & Ryan, R. M. (1989). Parent styles associated with children’s self-regulation and

competence in school. Journal of Educational Psycholegy, 81, 143-154.

Grolnick, W. ., & Ryan, R. M., & Deci, E. L. {1991}, The inner resources fort school achievernent:
Motivaticnal mediators of childten's perceptions of their parents. Jeurnal of Educational Psy-
chology, 83, 508517,

Harackiewicz, ]. M., Abrahams, 5., & Wageman, R. {1987). Performance evaluation and intrinsic
motivation: The effects of evaluative focus, rewards, and achlevement orientation. Journal of
Persenality and Social Psychology, 53, 10151023

Harackiewicz, |. M., & Eiliot, A. 1. (1993). Achievement goals and intrinsic motivation. Journal of
Persenality and Social Psucholegy, 63, 904-G13.

Harackiewicz, . M & Elliot, A. [. The joint effects of target and purpose goals on intrinsic motiva-
tion: A mediational analysis. Persenality & Social Psychology Bulletin. Vol 24(7), Jul 1998, 675-689.

Harter, 5. (1981). A new self-report scale of intrinsic versus extrinsic orientation in the class-
room: Motivational and informational compenents. Developmental Psychology, 17, 300-312.

Harter, S. {1990} Causes, correlates and the functional role of global seif-worth: A life-span per-
spective. In |. Kolligan & R. Sternberg (Eds.), Perceptions of competence and incompetence across the
life-span {pp. 67-98). New Haven, CT: Yale University Press.

Harter, S. {1998}, The development of the self. In W. Damon {E4.}, Handbook of ckild psycholegy: N.
Eisenberg {Vol. Ed.), Social, emotional, and personality development. New York: Wiley.

Hennessey, B. A, & Amabile, T M. {1998}, Reward, intrinsic motivation, and creativity. American
Psychiologist, 53, 674675, :

Herbst, P G. (1953). Analysis and measurement of a situation. Human Relations, V1 113-140.

Hidi, S. {1990). Interest and its contributions as a mental resource for learning. Review of Educa-
tional Research, 60, 549-571.

Hili, I. P, & Holmbeck, G. N. {1985}. Attachment and autonomy during adolescence. Anrnals of
Child Development, 3, 145-189.

Hili, |. P, & Lynch, M. E. {1983). The intensification of gender-related role expectations during
early adolescent. In 1. Brooks-Gunn & A C. Petersen (Eds.), Girls at puberty: Biological and psy-
chosocial perspectives (pp. 15-62). New York: Cambridge University Press.

Hollingshead, A. B. {1949). Elmstown's youth: The impact of social classes on adolescents. New York:
Wiiey.



14. Parents, Task Values, and Real-Life Achievement-Related Choices 437

Hoover-Dempsey, K. V., Bassler, O. C., Burow, R. (1995), Parents’ reported involvement in stu-
dents” homework: Sirategies and practices. Elementary Schoel Journal, 95, 435-450.

Hunt, D. E. (1975). Person-environment interaction: A challenge found wanting before it was
tried. Review of Educational Research, 45, 209-230.

Hyatt, 3., Jacobs, ]. E., & Tanner, . {1998, March). Explaining the decrease in adolescents’ math and sports
ability and interest: An example using hierarchical linear modeling. Paper presented at the annual
meeting of the American Educational Research Association, San Diego.

facobs, 1. E. (1991). The influence of gender stereotypes on parent and child math attitudes: Dif-
ferences across grade levels. Journal of Educationa! Psychology, 83, 518-527.

lacobs, |. E., & Eccles, |. S. (1985). Gender differences in math ability: The impact of media
reports on parents. Educational Researcher, 14, 20-25.

Jacobs, | E., & Eccles, |. E. (1992). The influence of parent stereotypes on parent and child abil-
ity beliefs in three domains. Journal of Personality and Secial Psychology, 63, 932-944.

jacobs, J. E., Finken, L. L, Griffin, N. L., & Wright, |. D. {1998). The career plans of science-tal-
ented rural adolescent girls. American Educational Research lournal, 35, 681-704.

Jacobs, ]. E., Hyatt, 8., Eccles, L E., Osgood, D. W., & Wigfield, A, (under review}. The ontogeny
of children’s self-beliefs across domains: An examination of changes during grades one
through twelve.

Jacabs, I. E., Hyatt, 8., Tanner, |., & Eccles, |. {1998}, Lessons learned at home: Relations between parents’
child-rearing practices and children's achievement perceptions. Paper presented at the annual meeting
of the American Educational Research Association, San Diego.

jacobs, . E., & Osgood, D. W. {1994, February). Age trends in autonomy. Paper presented at the
biennial meeting of the Society for Research on Adolescence, San Diego.

lames, W. (1982/1963). Psuchology. New York: Fawcett.

Kinney, D. A. {1993). From nerds to notmals: The recovery of identity among adolescents from
middle school to high school. Seciclegy of Education, 66, 21-44.

Kirshnit, C. E., Ham, M., & Richards, M. H. {1989}. The sporting life: Athletic activities during
early adolescence. Journal of Youth and Adolescence, 18, 610-615.

Ladd, G. W, & Le Sieur, K. D. {1995). Parents and children's peer relationships. In M. H. Bornstein
{Ed.), Children and parenting {vol. 4}. Hillsdale, NJ: Erlbaum,

Larson, R. W. (1990). The solitary side of life: An examination of the time people spend alone
from childhood to old age. Developmental Review, 10, 155183,

Lepper, M. R. (1998). A whole much less than the sum of its parts. American Psycholegist, 53,
675676,

Lepper, MR, Keavney, M., & Drake, M. (1996}. Intrinsic motivation and extrinsic rewards: A
commentary on Cameron and Pierce’s meta-analyses. Review of Educational Research, 66,
5-23.

Lepper, M. R, Greene, D., & Nisbett, R. E. {1973}. Undermining children’s intrinsic interest with
extrinsic rewards: A test of the “overjustification” hypothesis. Journal of Personality and Secial
Psychology, 28, 129-137.

Lepper, M. R. & Gilouich, T. {1982}. Accentuating the positive: Eliciting generalized compliance
from children through activity-oriented requests. Journal of Personality & Secial Psycholegy,
42(2), 248-259

Mahaoney, I. L., & Cairns, R. B. (1997). Do extracurricular activities protect against early school
dropout? Develepmental Psychologist, 33, 241-253.

Meece, |. L., Eccles-Parsons, |, Kaczala, C. M., Goff, S. E, & Futterman, R. (1982). Sex differ-
ences in math achievement: Toward a model of academic choice. Psycholsgical Bulletin, 91,
324-348.

Meece, }. L, Wigfield, A., & Eccles, J. S, (1990). Predictors of math anxiety and its consequences
for young adolescents’ course enrollment intentions and performances in mathematics,
Towrnal of Educational Psychalogy, 82, 60-70.

Midgley, C., & Feldlaufer, H. (1987). Students’ and teachers’ decision-making fit before and after
the transition to junior high school. jewrnal of Early Adolescence, 7, 225-241.



438 Janis E. Jacobs and Jacquelynne S. Eccles

Mmidgley, C., Feldlaufer, H., & Eccles, ]. 5. (1989). Changes in teacher efficacy and student self-
and task-related beliefs during the fransition to junior high school. Journmal of Educational Psy-
chology, 81, 247-258.

Newson, 1, & Newson, E. (1975). Intersubjectivity and the transmission of culture: On the social
origins of symbolic functioning. Bulletin of the British Psychological Society, 28, 437-446.

Nicholls, |. G. {1978). The development of the concepts of effort and ability, perceptions of aca-
demic attainment, and the understanding that difficult tasks reguire more ability. Child
Development, 49, 800-814.

Nicholis, 1. G. (1979). Development of perception of own attainment and causal attributions for
success and failure in reading. Jowrnal of Educational Psychology, 71, 94-99.

Okagaki, L., Frensch, P A_, & Dodson, N. E. {1996). Mexican-American children’s perceptions of
self- and school achievement, Hispanic Journal of Behavioral Sciences, 18, 469—484.

Parsons, I. E.. & Ruble, D. N. {1977}. The development of achievement-related expectancies.
Child Development, 48, 1075-1079.

Phillips, D. A. (1987). Socialization of perceived academic competence among highly compe-
tent children. Child Development, 58, 1308-1320.

Phillips, I, & Zimmerman, M. {1990). The developmental course of perceived competence and
incompetence among competent children. In R. |. Sternberg & 1. Koiligian, Jr. (Eds.), Cempe-
tence considered (pp. 41-66). New Haven: Yale University Press.

Renninger, K. A. (1990). Children's play interests, representation, and activity. In R. Fivush & |
Hudson (Eds.), Knowing and remembering young children (pp. 127-165). Cambridge, MA: Cam-
bridge University Press.

Renninger, K. A, Hidi, 5., & Krapp, A. (Eds.). (1992). The role of interest in learning and development.
Hillsdale, Ni: Erlbaum.

Renninger, K. A, & Wozniak, R. H. {1985). Effect of interest on attentional shift, recognition, and
recall in young children. Developmental Psychology, 21, 624-632.

Roeser, R. W, Lord, 5. E.. & Eccles, | (1994). A porirait of academic alienation in adolescence:
Motivation, mental heaith, and family experience. Paper presented at the biennial meeting
of the Society for Research on Adclescence, San Diego.

Rogoff, B. {1990}, Apprenticeship in thinking. New York: Oxford University Press.

Rokeach, M. (1979). From individual to instifutional values with special references to the values
of science. In M. Rokeach (Ed.), Understanding human valugs (pp. 47-70). New York: Free Press.

Ryan, R. M. {1991}, The nature of the self in autonomy and relatedness. In |. Strauss & G. R.
Goethals {Eds.}, The self: Interdiscivlinary approaches (pp. 208-238). New York: Springer-Verlag,

Ryan, R. M. {1993}). Agency and organization: Intrinsic motivation, autonomy, and the self in
psychological development. In 1. jacobs (Ed.), Nefraska Syntposium on Motivation 1992, Vol. 40.
Lincoln: University of Nebraska Press.

Ryan, R. M., & Connell, |. B (1989). Perceived locus of causality and internalization: Examining
reasons for acting in two domains, jeurnal of Personalily and Secial Psychology, 57, T49-761
Ryan, R. M., Connell, }. P, & Dect, E. L. {1985). A motivational analysis of seif-determination and
self-regulation in education. In C. Ames & R. E. Ames (Eds.), Research on motivation in educa-

tion: The classroom millen {pp. 13-51). New York: Academic Press.

Ryan, R. M., & Lynch, 1. H. {1989). Emotional autonomy versus detachment: Revisiting the vicis-
situdes of adolescence and adulthood. Child Development, 80, 340-356.

Sansone, C., & Harackiewicz, |. M. (1996). “i don't feel like it”: The function of interest in salf-reg-
ulation. In L. Martin & A Tesser (Eds.}, Striving and feeling: Interactions between goals, affect, and self-
regulation (pp. 203-228). Hillsdale, NJ: Erlbaum.

Sansone, C., & Harackiewicz, 1. M. (1998). “Reality” is complicated. Amerizan Psychologist, 53,
673-674.

Sangone, C., Weir, C., Hampster, L., & Morgan, C. {1992}. Once a boring task, always a boring
task? Interest as a self-regulatory mechanism. Journal of Personality and Social Psychology, 63,
379-390.

Schiefele, U. {1991), Interest, learning, and motivation. Educational Psuchologist, 26, 299-323.



14. Parents, Task Values, and Real-Life Achievement-Related Choices 439

Schiefele, U. {1996}, Topic interest, text representation, and quality of experience. Contemporary
Educational Psychology, 21, 3-18.

Shaw, 5., Caldwell, L., & Kleiber, D. (1996). Boredom, stress and social controls in the daily
activities of adolescents. Journal of Leisure Research, 28, 274-292.

Sigel, 1. E. {1982). The relationship between parental distancing strategies and the child's cog-
nitive behavior. in L. M. Laosa & |. E. Sigel (Eds.}, Familizs as learning environments for children
(bp. 47-86). New York: Plenum Press. :

Sigel, I E., McGillicuddy-DeLisl, A. V., & Goodnow, . J. (Eds.). {1992). Parental belief systems (2nd
ed.). Hillsdale, NI: Erlbaum.

Simmons, R G, & Blyth, D. A. (1987}. Moving inte adolescence: The impact of pubertal change and school
context. Hawthorn, NY: Aldine de Gruyter.

Skinner, E. A (1991). Development and perceived control. A dynamic model of action in con-
text. In M. Gunnar & L. A, Sroufe (Eds.), Minnesota Symposa on Child Psychology: Vel. 23. Systents
and development (pp. 62-78}. Hillsdale, NI: Erlbaum.

Steinberg, L. D. {1988}. Reclprocal relation between parent-child distance and pubertal matu-
ration. Developmental Psycholagy, 24, 122—128.

Steinberg, L., & Silverberg, S. B. (1986). The vidissitudes of autonomy in early adolescence, Child
Development, 57, 841-851.

Stevenson, H. W., Chen, C,, & Uttal, D. H. (1990). Beliefs and achievernent: A study of black,
white, and Hispanic children. Child Development, 61 . 508-523.

Stipek, D. J. (1981). Children’s use of past performance information in ability and expectancy judgments for
self and other. Paper presented at the meeting of the International Society for the Study of
Behavioral Development, Toronto.

Tanner, | L, Jacobs, |. E, & Eccles, |. S. (1998, April}. Putting it in a social context. High ability stu-
dents’ motivations to succeed. Paper presented at the annual meeting of the American Educa-
tional Research Association, San Diego.

Tobias, S. {1994}, Interest, priot knowledge, and learning. Review of Educational Research, 64, 37-54.

Vygotsky, L. S. (1978/1934). Mind In seciety. Cambridge, MA: Harvard University Press.

Wiglteld, A. (1994). Expectancy-value theory of achievement motivation: A developmental per-
spective, Educational Psychology Review, 6, 49-78.

Wigfield, A., & Ecdles, 1. (1992). The development of achievement task values: A theoretical
analysis. Developmental Review, 12, 265-310.

Wigfield, A., Eccles, |., Mac Iver, D, Reuman, D, & Midgley, C. {1991}, Transitions at early ado-
lescence: Changes in children's domain-specific self-perceptions and general self-esteem
across the transition to junior high school. Developmental Psychology, 27, 552-565,

Wiglield, A | Eccles, ]. 8, Yoon, K. S., Harold, k. D, Arbreton, A |, Freedman-Doan, C., & Biu-
menfeld, P €. {1997). Change in children’s competence heliefs and subjective task values
across the elementary school years: A 3-year study. Jeurnal of Educational Psychology, 89,
45]1-469.

Winston, C., Eccles, |. 8, Senior, A. M. {in press). The utility of an expectancy/ivalue model of
achievement for understanding academic performance and self-esteem in African-American-
and European-American adolescents. Zeitschriff Fur Padagogische Psychologie {German Journal of
Educational Psychology}.

Wood, D. . (1989). Social interaction as tutoring. In M. H. Bornstein & [. S Bruner (Eds.), Infer-
action in human development. Hillsdale, NJ: Eribaum.

Yoon, K. 8., Wigfield. A, & Eccles, 1. 8. (1993, April). Causal relations between mothers and chitdren's
beliefs about math ability: A structural equation model. Paper presented at the annual meeting of
the American Educational Research Association,

Zajone, R. B. (1968}, Attitudinal effects of mere exposure. journal of Personality and Social Psychol-
agy, 9, 1-27.





