Handbook

of Competence
and Motivation

- Edited by
Andrew J. Elliot
Carol S. Dweck

FOREWORD BY Martin V. Covington

THE GUILFORD PRESS
New York London

A005




seff-
and

M.
[Rils
sef-

29,

Sta-
ting
tat-
31

vdel
en’s

£l

VALUES

CHAPTER 7

R

Subjective Task Value
and the Eccles et al. Model
of Achievement-Related Choices

JACQUELYNNE 8. ECCLES

ver the past 235 years, my colleagues and

I have studied the motivational and so-
cial factors influencing such long- and short-
range achievement goals and behaviors as
career aspirations, vocationai and avoca-
tional choices, course selections, persistence
on difficult tasks, and the allocation of effort
across various achievement-related activi-
ties. Given the striking differences in the ed-
ucational, vocational, and avocational pat-
terns of males and females, we began this
work with a particular interest in the moti-
vational factors that might underlie the gen-
der differences in such achievement-related
choices. Frustrated with the number of
seemingly disconnected theories proliferat-
ing to explain gender differences in these
achicvement patterns, we developed a com-
prehensive theoretical model of achieve-
ment-refated choices that could be used to
guide our subsequent research efforts (see
Figure 7.1 for most recent version). Drawing
on the theoretical and empirical work asso-
ciated with decision making, achievement

‘theory, and attribution theory (see Crandall,

1969; Weiner, 1992}, we proposed that edu-
cational, vocational, and other achievement-
relased choices are most directly related to
two sets of beliefs: the individual’s expecta-
tions for success, and the importance or
value the individual artaches to the various
options perceived by the individual as avail-
able. In this model, we also specified the re-
lation of these beliefs ro cultural norms, ex-
periences, aptitudes, and to those personal
bheliefs and attitudes that are commonly as-
sumed to be associated with achievement-
related activities (see FEccles, 1987; Eccles,
Wigfield, & Schiefele, 1998).

For example, ler us consider course enroll-
ment decisions. The model predicts that peo-
ple will be most likely to enroll in courses
that they think they can master and thar
have high task valee for them. Expectations
for success {alternatively, a sense of domain-
specific personal efficacy} depend on the
confidence the individuat has in his or her
intellectual abilities and on the individual’s




106 1. CENTRAL CONSTRUCTS

A. Cuftural Milisu C. Child's Percoption of . . .
1. Gender role —>{1. Socializer's beliefs, .

slereotypes expsciations, attiudes,
2, Cultural stereolypes and behavicrs

of subject matter 2. Gender roles

and occupational 3, Astivity sterectypes

characterstics and task demands
3. Family

demographics

!

G. Child's Goals and
General Self-Schemas

1. Self-schemas—
persenal and social
identities

2. Short-term goals

3. Long-term goals

4, idsal self

5. Self-concept of one's
alilities

L. Expeciation of Success

4

r

- K. Achievement-Related
Choices and Performance

H

B. Socializers
Eeliefs und
— Behaviors

h

. Stable Child
Characterdsiics

N

H. Chifcf's Affective

1. Aptitudes of child
and sibs
2. Chitd gender

3. Birth ardey e
é F.Childs interpretations

of Experience

1 0, Frevious
Achisvement-

¥

J. Subjective Task Valua

Reactions and
Memories
1, Interest-enioyment value

Related

2. Attainment valus
3. Utility value
4, Relative cost

Cxperiences

A

e e e

Across Time

FIGURE 7.1. General expectancy-vahue model of achicvenient choices.

estimations of the difficalty of the course,
These beliefs are shaped over time by the in-
dividual’s experiences with the subject mat-
ter and by his or her subjective interpreza-
tion of those experiences (e.g., Does the
person think that his or her successes are a
consequence of high ability or lots of hard
work?), Likewise, the value of 2 particular
course to the mdvidual 1s influenced by sev-
eral factors. For example. does the person
enjoy doing the subject marerial? Js the
course required? Is the course seen as instri-
mental 1in meeting one of the individual
fong- or short-range goals? Have the indi-
vidual's parents or counselors insisted that
the course be taken or, conversely, have
other peaple tried to discourage the individ-
al from raking the course? Is the person
afraid of the material to be covered in the
course? Does the person think thar rthe
course is appropriate for people like him or
he? Finally, does taking the course interfere
with other more valued options?

Four features of our approach that are nor

well caprured by the static model depicted in
Figure 7.1 are particularly important for un-
derstanding individual, as well as gender
and other group, differences in achievement-
related  cholces:  First, we focus on
achieverment-related behaviors that involve
both conscious and nonconscions choices.
Although the language we use 1o describe
the various components makes it scem thar
we are talking about quite conscious pro-
cesses, this s nor our intention, Please bear
i mind that this is a problem with the lan-
guage rather than the theory, We believe thar
the conscious and vonconscious choices
people make about how to spend time and
etfort lead, over time, to marked differences
between groups and individuals in fifelong
achievement-related patterns. For example,
many of the most interesting gender differ-
ences je.g,, educational and vocarional aspi-
rations, and educationsl, vocational, and
avocationat activity choice/mvolvement) oc-
cur on achievement-related behaviors, aspi-
mations, or involve the element of choice,
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even if the outcome of that chotce is heavily
influenced by socialization pressures and
cultural norms.

Focusing attention on achievement-related
choices reflects a second important aspect of
our perspective, namely, the issue of what
becomes part of an individual’s field of pos-
sible choices. Although individuals choose
from among several options, they do not ac-
tively, or consciously, consider the full range
of objectively available options. Many op-
tions are never considered, because the indi-
vidual is unaware of their existence. Other
options are not sericusly considered, be-
cause the individual has inaccurate informa-
sion regarding either the option itself or the
individual’s possibility of achieving the op-
tion. For example, young people often have
inaccurate information regarding the full
range of acriviries associated with various
career choices or the financial assistance
available for advanced educational training.
Yet thevy make decisions about which occu-
pations to pursue, and they select courses in
high school that they believe are important
for gerting into college and majoring in the
subject most directly linked to their career
aspirations. Too often, these choices are
based on either inaccurate or insufficient in-
formmation. In addition, many options may
not be seriously considered, because the in-
dividual does not believe that a particular
choice fits well with his or her gender-role or
other social-role schemas. Again, inaccurate
information about what occupations are ac-
tually like can lead to premature elimination
of quite viable career options. For example,
a young woman with excellent mark skills
may reject the possibility of becoming an en-
gineer, because she has a limited view of
what engineers actually do. She may stereo-
tvpe engineers as nerds or as folks who focus
on mechanical rasks, with litde direct hu-
man refevance, when, in fact, manv engi-
neers work directly on problems relaced to
pressing human needs.

A third importanr feature of our perspec-
tive is the explicit assumption rhat achieve-
ment-relazed decisions, such as the decision
to enroli in an accelerated math program or
to major in education rather than law or en-
gineering, or to devote a lor of energy to
school achievement rather than social activi-
ties, are made within the context of a com-
plex social reality that presents each individ-

ual with a wide variery of choices, each of
which has both long-range and immediate
consequences. Furthermore, the choice is of-
ten between two Or more positive options,
or between two or more options that each
have both positive and negative compo-
nents. For example, the decision to enrolf in
an advanced math course is typically made
in the context of other important decisions.
such as whether to take advanced English or
a second foreign language, whether to take a
cotirse with one’s best friend or not, or
whether it is more important to spend one’s
senior year working hard or having fun, and
so on. The critical issue in our view is the
relative personal value of each option. Given
high likelihood of success, we assume that
people will then choose those tasks or be-
haviors that have relatively higher personal
value. Thus, it is the hierarchy of subjective
task values that marter, rather than the abso-
liste valaes attached to the various options
under consideration. This fearure of owr ap-
proach makes within-person comparisons
much more relevant than between-group,
mean-level comparisons.

Consider, as an example, two junior high
school students: Mary and Barbara. Both
young women enjoy mathematics and have
always done very well. Both have been iden-
tified as gifted in mathematics and have been
offered the opportunity to participate in an
accelerated math program at the local col-
lege during the next school year. Barbara
hopes to major in communications when she
gets to college and has also been offered the
opportunity to work part-time at the local
television news station deing odd jobs and
some copyediting. Mary hopes to major in
chemistry in college and plans a career as a
research scientist. Taking the accelerated
math course involves driving to and from
the college. Since the course is scheduled for
the last period of the day, it will take the last
two periods of the day, as well as 1 hour of
afrerschool time to take the course. What
wili the young women do? T all likeliheod,
Mary will enrell in the program, because she
likes math and thinks thas the effort re-
quired to both take the class and master the
material 15 worthwhile and important for
her long-range career goals. Barbara’s deci-
sion 15 more complex. She may want to take
the class but may also think that the tme re-
guired is too costly, especially given her al
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ternative opportunity at the local television
station. Whether she takes the college course
or not will depend, in part, on the advice she
gets at home and from her counselors. If
they stress the importance of the math
course, then its subjective worth to her is
likely to increase. If its subjective worth in-
creases sufficiently to outweigh its subjective
cost, then Barbars will probably take the
course despite ifs cost in time and efforrt.

A troe-life experience with my daughrer
provides another example. In the third
grade, she did not do very well on her report
card. 1 asked her why she was doing so
poorly. In her first reply, she said other chil-
dren also were doing poorly. T reacted by
saving I really did not care how the other
children were doing. T was only concerned
with her poor performance, to which she re-
plied, “But [ would have to work harder to
do better.” I agreed and asked why she was
not working harder, She repled, “What do
you want me to do? Wasre my childhood do-
ing schoolwork?™ Clearly, she had no prob-
lems with her sense of personal efficacy.
Instead, she just did nor value doing school-
work as much as she valued other ways of
spending her time. These two examples
point to the importance of the value compo-
nent of the Eccles et al. expecrancy-value
model. | focus on this component in this
chapter.

Finally, we assume that the proce
marized in Figure 7.1 are both developmen-
tal and dynamic. The model provides a
snapshot of both the processes ar one point
in ume and a global view of the develop-
mental sequence linking  exogenous and
soclocultural influences 1o the emergence of
the psychological processes depicted on the
right eide of Figere 7.1, But the relations
within the entire syseem are quite dynamic
both moment-to-moment and across devel-
opmental hustory, Like many researchers in-
terested m self-processes, we assume that
both personal states and sitvational charac-
teristics will make the various components
of the self-systerm more or less salient ar dif-
ferent times. As such, the smmediate subjec-
vive task value of various options and behay-
iors will tlucruate depending on the salience
of ditferent componenss of the self-system.
We also assume that the components of the
seli-svstern change  across developmental
tIme in response to experience with specific

tasks, changing cognitive abilities and inter-
pretative  beliefs, changing socialization
pressures, and changing sociocultural influ-
ences. Finally, we assume the relative sa-
lience of the subcomponents of subjective
task value will change developmentally and
across situations. Like Deci and Ryan
(1985), we believe that the relative impor-
tance of ditferent aspects of a task for
behavioral choices will vary across develop-
mental time due to such developmental pro-
cesses as internalization, maturarion, and
life stage. For example, the relative salience
of intrinsic enjoyment of a task may be par-
ticularly salient ro young children and to
people primarily interested i leisure pur-
suits (Wigfield & Eccles, 1992). In conrrast,
the utility value of a task for fulfilling one’s
goals may be particularly salient during
those periods in life when one is most en-
gaged in striving to achieve these goals. For
example, the atility value of particular
school courses for one’s carcer goals is likely
to be a particularly salient influence on
choices during adolescence, when one is pre-
paring onesclf for a particular eccupation.

In summary, as outlined in Figure 7.1, my
colleagues and 1 assume that achievement-
refated choices {e.g., educational, occupa-
tional, and leisure-time choices), whether
made consciously or noncossciously, are
guided by the following: (1) one’s expecta-
tiens for success on, and sense of personal
efficacy for, the various optons, as well as
one’s sense of competence for various rasks;
(2) the relation of the options both to one’s
short- and long range goals and one's core
personal and social identiries, and basic psy-
chological needs; (3) the individual’s cultar-
ally based role schemas, such as those linked
to gender, social class, religious group, and
ethnic group; and (4) the porential cost of
nvesting time in one activity rather than
another. We assume that all of these psycho-
fogical variables are influenced by one’s ex-
periences and interpretation of these ex-
pericnces, by cultural norms, and by the
behaviors and goals of one's socializers and
DEETs.

In this chapter, T focus on the subjecrive
task value (STV) component of the Fecles et
al. expectancy—value model. As the example
of the two voung women given earlier ilhus-
trates, [ am partenlarly interested in the role
that STV plays in shaping individuals’
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achievement-relared decisions about activity
choice, participation, and degree of engage-
ment. Because the Fecles et al. model was
originally designed to explain a sociecul-
tural phenomenon—gender differences in
achievement-related choices, | believe it is
particularly well suited for a socioculrural
analysis of motivation and activity choices.
predicr thar socioculrural differences in a
wide array of activity and  behavioral
choices, particularly in the achievement do-
main, reflece cultural differences in success
expectations and STV-related beliefs, which,
in turn, likely result from sociocultural dif-
ferences in the wide range of social experi-
ences that shape human dwdopmtnt The
work my colleagues and T have done on gen-
der within the Umtcd States provides com-
prehensive examples of just how these so-
crocultural processes can work. T summarize
some of this work in this L%mp%er, paying
particular artendon to our gender work on
STV.

OVERVIEW OF THE COMPONENTS
OF SUBJECTIVE TASK VALUE

Our initial theorizing about STV was heavily
influenced by the work of Norm Feather
(1988, 1992). Like Feather, we assume that
task value is a quality of the rask that con-
tributes ta the increasing or decreasing prob-
ability thar an individual will select it (sce
Eccles, 1987; Eccles et al., 1983; Wigfield &
Eccles, 1992). We define this quality of tasks
in terms of four components: {1) attalnment
value, or the value an activity has because
engaging in it is consistent with one’s self-
mmage; {(2) intrinsic or Interest value
expected enjovment of engaging in the task;
(3} the utility value of the task for facilitat-
ing one’s long-range goals or helping the in-
dividual obtain immediate or Jong-range ex-
ternal rewards; and (4) the cost of engaging
i the acovity.

Atiainment Value

Building on Battle’s {196€) work on “attain-
ment value,” we defmc it in terms of the per-
sonal importance atrached to doing well on,
or participating in, a given task. Our notion
of attainment valae is closely linked fo work
on identity: We predict that tasks will be

seen as important when individuals view en-
gaging in the task as central to their own
sense of themselves (iie., their core social
and personal identities}, because such rasks
provide the opportunity for the individeal to
express or confirm imporrant aspects of the
self. In rhis sense, our notion of attainment
value is similar to ideas proposed by Connell
and Wellborn {1991} and Deci and Ryan
{1985} linking motivation and engagement
to the extent to which tasks and activities
fulfill the basic human needs of auronomy,
competence, and relatedness, Connell and
Wellborn (1991) argued that people’s moti-
vation to engage in a task is influenced by
the extent to which the task provides oppor-
tunitics to fulfill their basic needs for auton-
omy, social relatedness, and a sense of com-
petence. In this sense, their theory is a
variant on more basic person—environment
{it theories that stress the importance of a
good fit berween the opportunities provided
by the environment and the needs of the in-
dividuals for optimal motivation. Our ano-
tion of attainment value represents our
operationalization of this same principle. In
addition, however, I would add the follow-
ing basic needs and values to the list pro-
posed by Connell and Wellborn: (1) the need
to feel that whar one does martters in a fun-
damenta]]y important way to ones social
group, and {2} the need to feel respected and
valued by one’s social group.

Orher theorists (e.g., Harrer, 1983; White,
1959} have also pointed out the importance
of effectance, competence, and social relat-
edness needs. The importance of competence
needs, in particular, has recetved a great deal
of attention in the achievement literarure
For example, in her model of mastery or
effectance motivation, Harter {1983) de-
scribed the effects of both success and failure
experiences on mastery motivarion. She pro-
posed that successtul mastery attempts thar
are positively reinforced lead o internaliza-
vdon of the reward system. They also en-
hance perceprions of competence and per-
ceived internal control over outcomes, give
the individaal pleasure, and ultimately in-
crease  mastery mornivanion. In conrrast,
when mastery attempts fail, the need for ap-
proval by others persists, with a correspond-
ing increase in external control beliefs, lower
competence beliefs, higher anxiery in mas-
tery situations, and ultimately, lower mas-
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tery motivation. This perspective is impor-
tant, because it links success and failure
experiences to subsequent general motiva-
tional orientations, which, we believe, in
turn influence the attainment values at-
tached to whole categories of activities (e.g.,
activities that provide opportunities to dem-
onstrate mastery and competence).

A similar analysis applies to the saccess
and failure on particular tasks, If one has
had a history of success on particular tasks,
then, through the processes associated with
both self-knowledge and identity formation,
and classical conditioning, the individual
will come 1o see him- or herself in terms of
these particular comperencies and to feel
good when anticipating engaging in tasks
that provide the opportunity to demonstrate
these specific competencies. In contrast, if
the individual has failed at mastery attempts
on particular tasks and feels incompetent at
those tasks, then he or she is fikely to lower
the value attached to being competent at
these particular types of tasks because he or
she will not see such tasks as providing the
opportunity to feel competent (see Bandura,
1986, for similar discussion of the relarion
between prior success and faiure and cur-
rent task value),

We believe that the attainment value of
various tasks is influenced by the affor
dances provided by these tasks to fulfill a
whole array of individual needs and per-
sonal values. As we grow up, we develop im-
ages of who we are and whar we would like
10 be. These image are made up of many
compenent parts, including (1) our concep-
tions of our own personality and capabili-
ties; (2} our long-range goals and plans; (3)
our schema regarding the proper roles of
people “hike us™ {e.g., men vs. women, Jews
vs. Genriles, ltalians vs. Enghishmen, young
people vs, older people, Goths ve, Preppies),
as well as our more general social scripts re-
garding proper behavior in a variety of situ-
arions; (4 our insirumental and rerniinal
values {Rokeach, 1973 (3) our moiiva-
ttonal sets or goal orientations; and {6) our

images of our ideal or hoped-for selves. To-
gether, the most central parts of these images
and schemas comprise our personal and so-
cial identines. These social and personal
identities should have the mast powerful in-
fluence on the value cach individual artaches
o varieus educational and vecational op-

tions; these differential values, in urn,
should influence the individual’s achieve-
ment-related choices (Eccles, 1984, 1987).
For example, if helping other people is a
central part of an individual’s personal iden-
tity, then that person should place higher
value on “helping” than on “nonhelping”
occupations. Essentially, T am arguing that
individuals perceive tasks in terms of certain
characteristics that can be related to their
necds and values. In turn, tasks that fir well
with one’s values, goals or needs, will be
seen as having high STV tasks that do not’
fit well, or that actually are in opposition to
one’s values, goals, or needs, will be seen as
having low or even negative STV.

Recent work by scholars interested in goal
orientations (Ames & Ames, 1989; Dweck
& Flliort, 1983; Ellior & McGregor, 2001:
Midgley,  Anderman, &  Hicks, 1995:
Nicholls, 1984; see also Pintrich & Schunk,
2002) provides a good example of these pro-
cesses. Initially, goal orientation theorists
hypothesized that achievement tasks vary
along two dimensions: (1} the extent to
which mastery or improvement is stressed,
and (2) the extent to which doing better
than others is stressed. They also hypothe-
sized that individuals differ in the salience
and importance of these two dimensions:
Some are oriented primarily 1o the mastery
component; others, primarily to the compet-
inve component; and still orthers, to both or
neither of these aspects of achievement
tasks. To the extent that these individual dif-
terences in goal orientation are a central part
of one’s core self. achievement tasks or situa-
tions that emphasis one or the other of these
two components will have different STV 1o
mdividvals, depending on their goal orienta-
tion, People who think of themselves as very
competitive, or who have a highly comperi-
tive ternperament or motivational need, will
attach grearer STV to compentive achieve-
ment fasks than individuals who do not
value competitiveness as a personal charac-
teristic, or who do not want to seen by oth-
ers as a competitive person, In congrast, if
mdividuals place grear importance on the
mastery component of achievement tasks,
they should place high value on maseery-
based achievement tasks and way avoid
achievement tasks thar stress comparing
one’s performance to others rather than to

one’s own past performance.
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Tasks may be also perceived in rerms of
nurturance, power, acsthetic pleasure, and
so on. Participating in particular rasks re-
quires the demonstration of the characteris-
tics associated with the task. Whether this
requiresnent is seen as an opportunity or a
burden will depend on the mdividual’s
needs, motives, and personal values, and on
his or her desire to demonstrate these char-
acreristics both to him- or herself and 1o oth-
ers,

In swmmary, we assume the following: (1)
Individuals seek 1o confirm their possession
of those characteristics central to their self-
image; (2} varions tasks provide differential
opportunities for such confirmation; {3} in-
dividuals place more value on those tasks
that either provide the opportunity to fulfill
their self-image or are consistent with their
self-image and long-range goals; and (4} in-
dividuais are more likely to select tasks with
high subjective value than tasks with lower
subjective value. To the extent that groups
of people, such as males and females, come
to have different self-images, needs, goals,
and personal values through the processes
associated with sociocultural learning, vari-
ous activities will come 1o have different
subjective value for males and females.

Intrinsic and Interest Value

I reserve the term “intrinsic value™ for either
the enjoyment one gains from doing the task
or the anticipated enjoyment one expects to
experience while doing the task. In chis
sense, mv notion of intsinsic value is simi-
lar to the idea of How, as proposed by
Csikszentmihalyi (1988}, who discussed in-
rrinsically motivated behavior m terms of
the immediate subjective experience that oc-
curs when people are engaged in the activity.
Interviews with climbers, dancers, chess
players, basketball plavers, and composers
revealed that these activities yield a specific
form of experience, labeled “flow,” charac-
rerized by (1) holistic feelings of being im-
mersed in, and of being carried by, an activ-
ity; {2) merging of action and awareness; {3)
focus of atzention on a limited stimulus field;
(4) lack of self-conscionsness; and (§) feeling
in control of one’s actions and the environ-
ment. Flow is only possible when people feel
thar the opporrunities for action in a given
sttuation match their ability to master the

challenges. The challenge of an activity may
be something concrete or physical, such as
the peak of a mountain ro be scaled, or it
can be something abstract and symbolic,
such as a ser of musical notes to be per-
formed, a story to be written, or a puzzle to
be solved. Research has shown that both the
challenges and skills must be relatively high
before a flow experience becomes possible
{Massimini & Carli, 1988).

Qur notion of intrinsic task value is also
related to the idea of interest value used by
Hidi {1990}, Renninger, Hidi, and Krapp
(19923, Schietele {1991), and Tobias (1994,
These researchers differentiate between indi-
vidual and situational interest, Individual in-
terest is a relatively stable evaluative orienta-
tion toward certain domains; situatonal
interest is an emortional state aroused by spe-
cific fearures of an activity or a rask. Two as-
pects or components of individual interest
are distinguishable (Schiefele, 1991, 1996}
fecling-related and value-related interest.
“Feeling-related interest™ refers to the feel-
ings that are associated with an object or an
activity itself—feelings such as involvemnent,
stimulation, or flow. “Valae-related inter-
est” refers to the attribution of personal sig-
nificance o importance to an object. In ad-
dition, both feeling-related and value-related
valences aze directly related ro the object
rather than to the relation of this object to
other objects or events. For example, if stu-
dents associate mathematics with high pex-
sonal significance because mathematics can
help them get prestigious jobs, then we
would describe this aspecr as utility value
rather than interest value.

We know little about the origins of either
within-individual or between-individual dif-
ferences in interest. In some ways, individual
differences in parterns of interest are refated
to issues discussed under attainment value:
The attraction to, or enjoyment of, particu-
lar tvpes of activities are undoubtedly linked
to core aspects of the self, such as tempera-
ment, personality, motivational orientations.
It is also likely to be linked to both genctic
propensities and to classical learning associ-
ated with either positive or negative emo-
tional experiences during wnitial encounters
with particular activiries.

In the last 30 years, educational psycholo-
gists have become interested in individual
differences in a more general, individual in-
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terest pattern, namely, one associated with
trait-like individual differences in what
might be referred to as the desire to learn
(sce Amabile, Hill, Hennessey, & Tighe,
1994;  Gottfried, 1990; Harter, 1981;
Midgley, 2002; Nicholls, 1984; Schiefele,

1996). These researchers define this endur-

ing learning orientation in terms of three
components: (1) preference for hard or chal-
lenging tasks, {2) learning that is driven by
curiosity or interest, and (3) striving for
competence and masiery. The second com-
ponent is most central to the idea of intrinsic
task value. Both preference for hard rasks
and striving for competence are linked more
closely with what we call “artainment
value,” Nonetheless, empirical findings sug-
gest that these three components are highly
correlated, and that high levels of a trait-like
desire to learn facilitates positive emotional
experience {Matsumoto & Sanders, 1988,
self-esteern (Ryan, Connell, & Deci, 1985),
mastery-orierted  coping with failure and
high academic achievement {Benware &
Preci, 1984), and use of appropriate learning
strategies {Pintrich & Schrauben, 1992).

We know much more about the task char-
acteristics linked <o situational interest in
part because the research on school-relared
siruational interest has focused on the char-
acteristics of academic tasks that creare in-
terest (e.g., Hidi, 1990). Among others, the
following tewt features arouse sitnational in-
terest: personal relevance, both familiarity
and novelry, activity level, and comprehengi-
bility (IHidi & Baizd, 1986). We also know
that there is strong empirical support for the
relation of hoth individual and situational
interest with text comprehension and recall,
and with deep-level learning {see Renninger
et al., 1292; Schielele, 1996).

Before leaving this discussion of intrinsic-
interest value, it is important to nots that we
do not see it is as the same as inrrinsic mori-
vation. Certainty doing something because
one loves the experience of doing it is an ex-
ample of Intrinsic motivation. But, as I dis-
cuss later, intrinsic mofivation has more to
do with the origin of the decision o ex-
change in the activity than with the source
of the activities value, Extrinsic rewards can
undermine an individual’s intrinsic motiva-
tion o engage in tasks that the individual
finds intrinsically interesting.

Utlity Value

“Utility value,” or usefulness, refers to how
a task fits into an individual’s future plans,
for instance, taking a math class to fulfill a
requirement for a science degree. In certain
respects, utility value is similar to exmrinsic
motivation, because when doing an activity
out of utility value, the activity is & means to
an end rather than an end in itself (see Ryan
& Deci, 2000). However, the activity can re-
late also to some important personal goals,
such as attaining a certain occupation. In
this sense, utility value 15 also related to per-
sonal goals and one’s sense of self. This as-
pect of utility value makes this component
of task valie somewhat similar to Deci and
Ryan’s {1983) idea of introjected vahie. The
refation between unility value and atrain-
ment value is also quite close to the disting-
tton Deci and Ryan make berween intro-
jected behavioral regulation and integrated
behavioral regelation. To the extent that
one’s short- and long-range goals become an
integral part of one’s wdentity and needs,
then tasks thar fulfill these goals have both
utility and attainment value. In this sense,
the distinction alse relates to Harter’s (1998)
nottont of the authentic self and to the dis-
tinction Higgins (1987} makes between the
ought, ileal, and actual selves.

Perceived Cost

According to the Eecles et al. model, the
value of a task should also depend on a set
of beliets that can best be characterized as
the cost of participating in the acaviry, Cost
is influenced by many factors, such as an-
ticipated anxiery, fear of lailure, fear of the
social consequences of success, such as rejec-
ton by peers, or anticipated sexual harags-
ment or discrimination, or anger from one’s
parenss or other kev people, and fear of loss
of a sense of self-worth {Covington, 1992},

The last conceprualization of cosr is simi-
lar to the kinds of dynamics discussed by
Covington i his s¢lf-worth theory. Coving-
ton {1997) detined the motive for self-worth
e desire 1o establish and mainrain a pos-
itive self-tmage, or sense of seif-worth. Re-
cause children spend so much rime in class-
rooms and are evaluated so frequently there,
Covington  argued that protecting  one’s




- =

7. Subjective Task Value 113

sense of academic competence is likely to be
critical for maintaining a positive sense of
self-worth. However, school  evaluation,
competition, and social comparison can
make it difficult for some children to main-
tain the belief that they are competent aca-
demically. Covington outlined various strar-
egies children develop to avoid appearing to
lack ability, including procrastination, mak-
ing excuses, avoiding challenging tasks, and
not trying. The last two strategies are partic-
ularly interesting, Covington and Omelich
(1979} referred to effort as a “double-edged
sword,” because although trying is impor-
tant for success {and is encouraged by both
teachers and parents), if children oy and
fail, then it is difficult to escape the conclu-
sion that they lack ability, Therefore, if fail-
ure seems likely, some children will not try,
precisely because trying and failing threatens
their ability seif-concepts. Avoiding chal-
lenging tasks is a good way to avord or mini-
mize failure expericnces that is used by even
high-achieving students who are failure
avoidant, Rather than responding to a chal-
lenging task with greater effort, these stu-
dents try to avoid the task altogether, in or-
der to maintain both their own sense of
competence and others’ perceptions of their
competence.

Cost can also be conceptualized in terms
of the loss of time and energy for other ac-
tivities. People have limited time and energy.
They cannot do everything they would hke
to do. They must choose among activities.
To the extent that one loses time for Activiry
B by engaging in Activity A, and to the ex-
tent that Activity B is high in one’s hierarchy
of importance, then the subjective cost of en-
gaging in A increases. Alternatively, even if
the attainment value of A is high, the value
of engaging in A will be reduced to the ex-
tent that the attainment value of B is higher,
and to the extent thar engaging in A jeopar-
dizes the probability of successfully engaging
in B (see Kerr, 1985, for good examples of
this process in action in gifted women's
{rves).

Thas, cost refers to whar the individual
has to give up to do a task (e.g., “Do | do

.my math homework or call my friend?™), as

well as the anticipated effort one will need
to put into task completion. Is working this
hard to ger an A in math worth it? My col-

leagues and 1 have emphasized that cost is
especially important to choice, and that
sociocultural processes linked to gender and
cuftural socialization should have a big -
fluence on the perceived cost of various ac-
tivities precisely because the goal of these so-
cialization practices s o teach which
activities should be given the highest prierity
{e.g., see Eccles, 1984, 1987, 1989).

The examples provided earlier illustrate
this idea of cost very concretely. Choices are
influenced by both negative and positive
task characteristics, and all choices are as-
sumed to have costs associated with them,
because one choice often eliminates other
options. If Mary, from the earlier example,
follows her inclmations and chooses to ma-
jor in chemistry in college, she will not be
able to pursue other possible majors. In ad-
dition, because chemistry is a particularly
demanding major with lots of requirements,
she will not even be able to take very many
nonscience courses. Thus, she will have ro
forgo the opportunity to take courses in
many other fields and on many other topics.
She will also have to spend a great deal of
time on her course work. How she reacts to
these inherent costs in majoring in chemistry
will impact on her decision to complete this
MAj O,

RELATION OF SUBJECTIVE TASK
VALUE THEORY TO TWO OTHER
MOTIVATIONAL THEORIES:
INTRINSIC MOTIVATION

AND GOAL THEORIES

In the previous sections, I related the specific
components of my STV theory to other mo-
tivational theories. There are, however, two
more global theories of motvation that re-
late to various aspects of STV in a more ho-
listic way.

Self-Determination Theory

Several motivational theorists have focused
attention on the distinction berween mtrinsic
maotivation and exirinsic motivation (e.g.,
Deci & Ryan, 1985; Harter, 1983; Lepper
1988; Ryan & Deci, 20006). When mdividu-
als are intrinsically motivated, they do activ-
ities for their own sake and out of intervest in
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the activity. When extrinsically motivated,
individuals do activities for instrumental or
other reasons, such as receiving a reward.
Typically, these theorists assume that intrin-
sic motivation is better than extrinsic moti-
vation. In general, evidence supports this as-
sumption. For example, many studies have
documented the debilitating effects of ex-
trinsic incentives and pressures on the moti-
vation to perform even inherently inceresting
activities and the facilitative effects of intrin-
sic motivation on many aspects of learning
and task engagement {e.g., see Deci & Ryan,
1985 Harter, 1983; Lepper, 1988). But
what determines inmrinsic motivation? Most
theorists believe that instrinsic motivation
derives from buman beings’ basic needs for
competence and effectance {Harrer, 1983;
White, 1959) and their basic need for per-
sonal  causation  and  self-derermination
{deCharms, 1968}, Deci and Rvan {1985)
argued that the basic needs for both compe-
tence and self-determination are the major
reason why people seek out optimal stimula-
tion and challenging acnvities, and that
intringic motvanon s maineained  only
when acrors feel both comperent and self-
determined.

Dect and Ryan (1985) also argued that the
basic needs  for  comperence  and  self-
determination play a role in more extrinsi-
cally motivated behavior, Consider, for ex-
ampie, a student who consciously, and with-
out any external pressusre, selects a specific
major hecause it will help him or her sarn
a lot of money. This student 5 guided
by basic needs for competence and self-
determinarion, but his or her choice of ma-
jor is hased on reasons totally extrinsic to
the major itself. Thus, although chis st
dent’s chotce of major is intrinsically moti-
vated inthat 1w is self-derermmed, it 15 not in-
trinsically morivared in the sense thar the
activity itself 15 Inrinsically interesting. In
our terms, the major has utility value rather
than intrinsic value.

Bv introducing the idea of self-determina-
ton, Dect and Ryan {e.g., Ryan, 1992: Ryan
& [Dect, 20000 went bevond the extrinsic-
intrinsic motivaton dichotomy commeon in
most discussions of MIFinsic versus exTrinsic
metivation. Key to their perspective s not
whether the rask has intrinsic os extrinsic
value. but whether or nor engagement in the
task is self-derermined. Thev do, however,

also argue that optimal motivation and
performance is linked to both self-derer-
mination and valuing the task ftself.

Peci and Ryan (1985) also claborated a
developmental theory associated with inter-
nalization to explain the process of transfer-
ring the regulation of behavior from outside
to inside the individual. They postulared
that a basic need for interpersonal relared-
ness explains why people turn external regu-
lation into internal regulation through the
process of internalization. Furthermore, they
argued thar internalization takes place
through a series of developmental steps. At
the beginning, behavior is primarily under
external regulaiion. Later, behavior comes
under the imtrojected regulation processes
assoviated with feelings that one should do
the behavior This step is followed by rhe
identified regulation processes  associated
with the utility of that behavior to meet in-
ternalized goals {e.g., studying hard to get
grades to get into college) and then by the
integrated regulaiion processes associated
with what the mdividual thinks is valuable
and imporrant to the sell. Ever at the inte-
grated regulation Jevel, however, behavior is
not fully inrernalized and self-determined;
tor the behaviors to be full internalized and
self-deternuned, the imdividual must also be
highly ingercsted in the behavior, Although
this theory of mrernalization has sequential
properties inherent in irs structure, Deci and
Ryan also measure all aspects of behavioral
regulation at the same rme and somerimes
assume that individuals can be motivated by
all aspects of regulation at the same time—
an assumption with which I agree. In this
way, these forms of behavioral regulation
bave some similarity o the different aspects
of STV discussed earlier: Arrainment value
comes closest ro Dect and Ryan’s notion of
integrated reguiation: mrrinsic/interest value
comes closest o Dect and Ryan's notion of
wternalized regelation: uolity valae comes
closest to Deci and Ryan’s notion of identi-
fied regulation, but it also shares some simi-
farity with hoth introjecred and external reg-
ufation.

There are several ditferences i the em-
phases in these two approaches. In my ap-
proach to STV theory, these various aspects
of rask value cumulate to derermine che final
STV, In addition, ] stress the role of cost in
determining each rask’s or acrivitys STV
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Thus, I stress the fact that the same activity
can have multiple sources of STV simulta-
neously, that more sources can yield higher
fevels of STV, and that it is this cumulative
STV that is key to predicting behavioral
choice. Talso avoid privileging internal regu-
larion over the other forms of task wvalue,
Finally, 1 do not conceptualize the develop-
mental sequence in such a linear way. Some
actlvities are intrinsically interesting from

the seart and have high value because the

young child finds them inherently interest-
ing, fun, and rewarding. Similarly, although
I do believe thar some aspects of behavioral
regulation do follow the type of internaliza-
tion sequence proposed by Deci and Ryan, [
also believe that other aspecrs of the values
underlying behavioral choices do not follow
such a linear sequence. Artainment value is a
good example. I believe that many of the
self-system dynamics underlying atrainment
value are discovered through the precesses
of self-socialization and identity formation,
rather than the processes associated with in-
ternalization. In addition, I believe that life
stages will lead the various subcomponents
of $TV 1o have different salience ar differen:
peinrs i one’s fife.

Goal Theories

Recently rescarchers have become interested
in children’s achievement goals and their re-
lation to achievement behavior {see Ames &
Ames, 1989 Dweck & Elliott, 1983; Eliot
& MacGregor, 2001; Ford, 1992; Harackie-
wicz & Elliot, 1993; Meece, 1991, 1994,
Midgley, 2002; Midgley et al, 1995;
Nicholls, 1984). Earlier, T discussed the refa-
tion of some aspects of achievement goal
orientation work ro our idea of attainment
value. In this section, | say more about the
link between goal theories and STV,
Achievement goal orientation theories are
currentdy the most popular form of goal the-
ory. Proponents of this approach focus
broadly on two basic goals: mastery or task-
involved goals and performance or ego-
mvolved goals. For example, Nicholls and
his colleagues {e.g., Nicholls, Cobb, Wood,
Yackel, & Patashnick, 1990} defined two
major goal patierns or orientations: ego-
involved goals and task-involved goals. In-
dividuals with ego-involved goals seek to
maximize favorable evaluations of their

competence and minimize negative eval-
uations of competence. Questions such as
“Will T look smart?™ and “Can I outperform
others?” reflect ego-involved goals. Tn con-
trast, individvals with rask-imvoived goals
focus on mastering tasks and increasing
their competence. (Juestions such as “How
cannl do this task?™ and “What will I learn?”
reflect mask-involved goals. Nicholls also dis-
cussed a third type of goal orientarion, work
avoidance.

Dweck and her colleagues {e.g., Dweck &
Elliots, 1983), Ames (1992}, and Midglev
and her colleagues (see Midgley, 2002) pro-
vide complementary analyses distinguishing
between performance goals f(e.g., ego-
involved goals), and mastery goals (e,
task-involved goals). Most recently, Eiliot
and MacGregor (2001} made the distinction
between approach and avoidance goals, and
suggested a 2 x 2 matrix of achievement
goals that crossed approach and avoidance
goals with performance and mastery goals,
To the extent that these goals represent core
aspects of the self or trait-like motivational
orvientations, these goals should relate two
STV through their impact on attainment
value and perceived cost.

QOther  researchers (e.g., Ford, 1992;
Wentzel, 1991) have adopted a broader per-
spective on goals and mortivation, arguing
that there are many different kinds of goals
that individuals can have in achievernent set-
tings. For example, Ford defined “goals” as
desired end states that people try to atrain
through the cognitive, affective, and bio-
chemical regulation of their behavior. Ford
{1992) cutlined an extensive taxonomy of
goals thar distinguished most broadly be-
tween within-person goals, which concern
desired within-person consequences, and
person—enpivonment goals, which concern
the relation between the person and his or
her environment. The within-person goals
include affective goals (e.g., happiness, phys-
ical well-being}, cognitive goals (e.g., explo-
rarion, intellectual creativity}, and subjective
organizaiion goals {e.g., uniry, transcen-
dence). The person-environment goals in-
clude self-assertive goals, such as self-
determination and individuality, integrative
social relationship goals, such as belonging-
ness and social responsibility, and task goals,
such as mastery, material gain, and safety. In
many respects, both of these clusters of goals
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are similar to the types of goals that, T argue,
mfluence the attainment value of various
tasks, because the tasks provide an opportu-
nity to enact and demonstrate one’s goals.
Wentzel, a student of Ford, has examined
the role of multiple goals n adolescents in
achicvement settings {e.g., Wentzel 1991,
1993). She focuses on the way in which the
content of children’s goals g uides and directs
behavior. In this sense, Weatzels coals are
like the goals and self-schema that relate to
our notion (}J‘ atrainment value hierarchies.
For instance, Wentzel tound that the goals
such as seeing onesclf as successtul, depend-
able, wanting to learn new things, and
wanting to ger things done, predict school
achicvement. In order to understand st
dents’ engagement in school achievement-
related activinies, one would need to mea-
sure these various goals and the extent to
which various acrivities were perceived by
the students as providing opportunities or
barriers to their tulfiliment of these goals.
Wentzel has begun this work by demonstrat-
ing that both social and academic goals pre-
dict adolescents’ school performance and
behavier (sce Juvonen & Wentzel, 1996).

BUT DO SUBIECTIVE TASK VALUES
ACTUALLY INFLUENCE
ACHIEVEMENT-RELATED CHOICES!?

Is there any evidence to support the impos-
tance of these aspects of STV for predicring
behavioral choices? Yes {see Fccles er al.,
1998, for review). In this chapter, 1 focus on
only one aspect of the question: Do individ-
val differences in relative percetved value of
a variety of nccupations influence individual
ditferences in occupational choice? Several
studies provide suppert for the hypothesized
link  of personal values to a  variery
of achievement-related choices, including
course enrollment decisions, occupational
choices, college major, and involvement in
sports {see Focles et all, 1998}, Given space
limirations, I focus only on the findings from
our lengitudinal study of approximarely
1,000 adolescents from southeastern Michi-
gan {Michigan Srudy of Adolescent Life
Transitions, MSALT). When these adol-
ascents were semiors in high school, we
assessed the following constructs: their occu-
sational aspiratons, the value and impor

tance they artached to a wide array of both
occupations and occupational characreristics
fe.g., work rhat allows one to help other
people, work that allows one to earn a lot of
money, etc.), and their personal efficacy for
success i the same array of occupations. We
then used discriminant analysis 1o derermine
the strongest predictors of occupational
choice within rather than across genders
(Bccles, Barber, & Jozetowicz, 1999; Eccles
& Vida, 2003; Jozefowicz, Barber, & Eccles,
1593},

As predicted, the relevant dimension of
personal etficacy/expectations for success
was an mnportant predictor for every occu-
pational category {e.g., efficacy for health-
refated occupations was a strong predictor
only of plans to enter a heaith-related pro-
fession; efficacy for working with people
was a strong predictor only of plans to enrer
a human service occupation). In addition, as
predicted, the values atrached to relevant job
characteristics were significant predictors of
occupational aspirations. But the findings
for values were more complex, in thar values
had both positive and negative predicrive
power. As predicred in our model, for any
given occupational caregory, the extent to
which the individual valued characreristics
associated with the occupation predicred
plans 1o enter that occupational category
{e.g., valuing creanvity predicted women’s
plans to become artists or wrirers, valuing
helping others predicred women’s plans o
enter either human service or health-related
professions). In addition, however, and con-
sistent with the notion that the individual hi-
erarchy of values matiers, valuing helping
others predicted roi gspiring to cither a
physical science-related profession or a busi-
nessflaw-related profession, as well as not
majoring in these fields and not being am-
ployed i these fields as a young adult. Simi-
larly, valuing occupanional prestige predicted
pob aspiring to a human servics occuparion.

SUBJECTIVE TASK VALUE

AND BOTH CULTURAL AND GENDER
DIFFERENCES IN ACHIEVEMENT-
RELATER CHOICES

As noted in the inmreduction w chis chap-
ter, I believe that the sociocultural pro-
cesses assoviated with gender-role and cul-
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tural socialization should influence the

ways in which members of different cultur-
ally based groups come to see themselves,
as well as the goals and values they de-
velop for their lives. In addirion, experi-
ences in different types of learning environ-
ments  should  influence the emotional
experiences associated with different activi-
ties. Finally, cultures and countries should
vaty in the opportunities provided to try
different types of activities, as well as n
the range of activities made available and
salient to various individuals fiving within
the group. Fach of these processes should
lead 1o both caltaral group differences and
within-culture  individual differences in
STVs. 1 discuss this more later.

At an even more basic level, cultures differ
it the extent to which mdividuals have
“choice” over such achievement-relared be-
haviors as educational focus, careers, and
leisure activites. Western cultures pride
themselves on allowing individuals to make
these choices for themselves, cven though
choice still contimues to be heavily socialized
in these Western caltares, Other cultures
place less emphasis on ndividual choice,
particularly individual choice based on max-
imizing self-fulfillment and self-actualiza-
tion. For example, in interviews with young
professionals in China, I found that career
choices were based much more on the needs
of the community for particular tyvpes of
skills than on the reeds of the individual to
find a job that maximized the fit of one’s oc-
cupation wirth one’s talents and incerests. In
maost cases, the students think that their oc-
cupation was determived for them by their
comumunity, or by the State. Similarly, in in-
terviews with Japanese students, 1 found
that choices abour furure occupations were
based more on the guality of the company
than on the fit of the particular job category
with the individual’s talents and mterests. In
this case, the individuals were given more
power to select cheir future occupation; but
the criteria for their choice were quite differ-
ent from the criteria advocated in vocational
counseling in the United States.

Does this mean that the Eccles er al.
expectancy—value model is not a usefu} theo-
retical tool for such cubtures? I think not. It
does mean that we need to consider the cul-
tural and social, as well as the psychological
components, of the Eccles er al. model, For

this chapter, we need to pay particular atten-
tion to the sociocultural forces that underlie
individual differences in STV. In both the
Chinese and Japanese cases discussed earlier,
the STV of various occupational categories
was based on more communial consider-
ations than is typical for Furopean Ameri-
can adolescents. In addition, the relevance of
ability self-concepts for choice should be less
than 1t is for European American adoles-
cents. These hypotheses need to be tested.

Equally important, cultures will differ in
the range of opuons provided. Individuals
are Only exposed to narrow range of options
available o them in any achievement do-
main. Cuitures differ greatly in the kinds of
day-to-day activiries to which their children
are exposgd For example, urban children in
the United States are not likely to be ex-
posed ro plaving cricket, African drums, or
Balinese dancing for a leisure activity, or to
farming as an occupational choice. Conse-
quently, it is not surprising that American
children are ualikely o choose these activi-
ties.

Sociocultural processes are aiso likely to
produce cultural differences in expectancies,
ability self-concepts, and all components of
STV. For example, culrures hikely differ in
the stereotypes of different abilities, Some
cultures believe thar individual differences in
math and sport ability reflect individual dif-
ferences in practice and learning. Others be-
lieve these individual differences are due pri-
marily to tinnate aptitude. It is likely that the
conclusions the children in these different
types of cultures draw about rtheir abilities
from their success and failure experiences n
math and sports will differ—Ileading to cul-
ture differences m ability seif-conceprs for
different academic domains.

The porental impact of sociocultural pro-
cesses on the various components of STV is
even clearer. Atrainment value, for example,
should be verv culturally embedded. The
value of various identity components, activi-
ties, and behaviors is a cenrral component of
culture. To the extent that individuals wirthin
a culture internalize the colturally pro-
scribed identity components, these individu-
als will place greater importance {attainment
value} on those behaviors and acrivities thart
are consistent with these idenriry compo-
nears. Similarly, to the extent that individu-
als have internalized the culturally pro-
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scribed  identity components, the lower
value, and the higher cost, they will attach
to activities and behaviorss thar are inconsis-
went or antithetical with the culturally pro-
scribed identity components.

The impact of sociocultaral processes on
uiility and cost can be analyzed in a similar
manner. If various adult roles are valued dif-
ferently across cultures, then the utility value
of those activities and behaviors likely to be
instrumental to achieving these adult roles
will  also  wvary  across  colrares  and
subcultural groups. Sumilarly, the cost of en-
gaging in activities or behaviors that reduce
the Tikelihood of achieving these adulr roles
will vary across cubrures, In addition, cul-
tures will vary in their tolerance and encour-
agement  of nontraditional  and  noan-
normative behavioral choices. As the 1ol
crance and encouragement go down, the
cost of non-normative and nontraditional
choices goes up-—in some cases, to the point
of death.

Finally, females and males in all cultures,
as well as other cultural subgroups within a
culture, engage in guite different activities
both as children and adults. In pert, these
differences are likely to reflect differences in
the choices to which females and males are
exposed; in part, these differences reflect the
impact of sociocultural processes on the de-
velopment of females’ and wmales” ability
self-perceptions and STV,

In summary, there are many ways in
which culture might relare to the Eccles et al.
expectancy-value model of achievement-
refated choices. In this section, [ have
stressed the relation berween cubture and the
various componengs underlving STV, In the
next section, L explore these links more fully,
drawing upon our work in the area of gen-
der.

DO GENDER DIFFERENCES

IN SUBJECTIVE TASK VALUES
HELP US UNDERSTAND GENDER
DIFFERENCES IN ACHIEVEMENT-
RELATED CHOICES?

Given the probable tmpact of gender-role so-
cialization on the variables associared with
STV, gender differences in the STV atrached
te various  achievement-related  options

should be important medarors of gender

differences in educational and occupational
choices in both typical and gifted popula-
tions. Chur research supposts this hypothssis,
In a longitudinal study of the math course
enrollment decisions of intellectually able,
college-bound high school stadents, gender
differences in students decisions to cnroll in
advanced mathematics were mediated pri-
marily by gender differences in the value
that the students® attached to marhemartics
{Eccles, Adler, & Meece, 1984), More spe-
cifically. the munf? women were less feely
than the young men to enroll in advanced

mathematics, primarily because they felr
that marh was less important, less useful,
and less enjoyable than did the ‘,mmg men
We also found clear evidence of gender dlf—
ferences in the value atrached to various
school subjects and activities in our study of
elementary school-age children enrolled i a
gifted program (Fecles & Harold, 1992).
Even though there was no gender difference
in expectations for success in marhematics,
these girls reporred liking math Jess than did
the boys and rated math as less useful cthan
did the boys. In addition, the bovs also at-
tached greater iraportance to sports than did
the girls. Not surpnsingly, the boys were
much mote likely to be engaged in sports ac-
rivities throughout their elemenrary school
vears than the girls. Other studies of both
gifted and more typical popualations have
vielded similar findings (Dauber & Benhow,
E990; see Fecles & Harold, 1992,

In summary, there is substantial evidence
of gender differences in the valuing of vari-
ous educational and occepational oprions.
But do these differences explain gender dif-
ferences i educational occuparional choice?
As noted carlier, [ have found s’\ridencc thar
the answer s ves (see Fecles, 1987). Addi-
vuonal support for this b}-‘pothes;s comes
from the work of Benbow ’1‘988 Benbow &
Minor, 1986). Gifted girls in cheir study
were less likely than “]HLd bms 1o take ad-

vanced mathematics, in part because they
hked language-related courses more than
thev liked mathematics courses. In additon,
they found weak bur consistent positive rela-
tions in their gifted samples berween liking
of biology, chemistry, and physics, and sub-
sequent plans to major in biology, chemistry,
and physics. Finally, students’ interest pre-
dicred course waking in bigh school ard col-

lege.
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CONCLUDING REMARKS

I had several goals for this chapter. First I
wanted to outline in some detail my perspec-
tive of 8TV as a part of the Eccles et al.
expectancy-value theory of achievement-
related behavioral choices. The general out-
line of a theory of STV was developed by my-
self and my colleagues during the 1970s and
1980s. The basic elements were first dis-
cussed in Focles (Parsons) er al, {1983} and in
my 1984 Nebraska Symposivm on Motiva-
tion chapter. These basic elements included
an articulation of four critical subcompo-
nents or nffuences on STV: attainment value,
intrinsic meerest value, atility value, and per-
ceived cost. Morte recent accounts of these ba-
sic elements, along with a developmental
analysis and an attempt to relate the basis efe-
menes to other motivational theories, ap-
peared in a 1992 articte by Wigfield and
Eccles and a 1998 chapter by Fccles,
Wigfield, and Schefiele. In this chapter, T have
tried to articulare more fully my own perspec-
tive on each of the four basic elements, focus-
ing most intensively on attalnment value.
This focus reflects my current interest in both
social and personal identities.

I also wanted to articulate the relation of
this perspective to other related motivational
theories. This proved to be quite a challenge
for two reasons: (1) The complexity of cur-
rent theories of motivarion made clear,
unidimensional links difficult, and {2} all
currently popular theories are dynamic and
changing as the theorists talk more with
each other. T found both of these challenges
intrinsically interesting and important for
the field. As each of the theories become
more complex, they also become more simi-
lar. Being an integrative optimist, | want to
interpret these theoretical shifts in terms of a
developmental progression toward conver-
gence on a comprehensive and predictively
powerful set of principles of behavioral
choice and motivation, We are not there yer,
but we are gerting closer,

Finally, I wanted to lay out the power of
the STV perspective to analyze the socio-
cultural processes underlving group differ-
ences in behavioral choices. As the world be-
comes closer and globalization becomes
more common, we are forced to think abourt
group differences in behavioral choice, We
need to understand the motivations of peo-

ple who are culturally quite different from
us. The fundamental question of motivation
is why people do what they do. But can we
develop theories that are sufficiently power-
ful to help us understand behavioral differ-
ences aczoss various socioculturally defined
groups? The final sections of this chapter
represent my attempt to address this ques-
tion. Again, [ found this a quite challenging
task, in part due to my own culturafly and
genetically based cognitive Hmirations, and
in part due to the complexity of the rask it-

“self. But again, my optimism was reinforced.

Many very smart people are trying to ad-
dress this task, and I think our motivational
theories are gerting more powerful as we
share our ideas with each other
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