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In this chapier we discuss development during the
early and middle adolescent years ( approximately ages
10 to 20), updating the chapter on this topic from
the fiest edition of this Handbook (Wigtield, Eccles, &
Pintrich, 1996).7 The adolescent time period is one In
which individuals experience many chunges, including
the biologicat changes associated with pubesty, cognitive
changes, and numerous changes in social relations. In
addition, adolescents make many major ffe tansitions,
from elementary to middle school, middie schoof to high
school, and high school to college or the work force, Many

carly adolescents deal with these changes well, However,
as discussed in the previcus exdition of this Handbook
2-lf1d elsewhere, the early adolescent years mark the be
ginning for some mdivideals of a downward spiral in
achievement and motivation that can lead to academic dis-
Cﬂg:'lgcmsm! failure and school dropout, and sometimes
382‘15{;15110 and nthcr. Serious Sf}(iii'li. pr{:ﬂ)]qns (.Eﬂ,‘kf’
2004? ;;,Llcs er :.11.;! 003, i(‘?'i.l?.‘ - & Steinberg, 2004 NR..(,,

Ja Wighield & Fecles, 20024). As a resulbt 2 substantial
Pottion of America’s adolescents are not succeeding as

well as might be hoped for. Depending on ethnic group,
hetween 15 and 30 percent drop out of school before
completing high school: adelescents as 4 group have the

highest arrest rate of any age group; and increasing num-

hers of adolescents consume alcohol and other drugs on
regular basis (NRC, 2004). Thas this developmental pe-
riod clearty is a turning point for marey of our youtl,
Because this Handbook is for the educational psy-
chology audience, we focus primaly on changes in
adotescents’ cognition and motivation, and how these
changesinfluence adolescents a chievement. We also con-
sider briefly the importan biological changes that occur
at adolescence, We take an interactionist approach in
this chapter, as we believe adolescent development re-
flects changes within the individual, as well as changes
in the environments and reladonships adolescents expe-
rience (Bronfenbrenner & Morris, 1998). Thus we dis-
cuss chanees in the major contexts and relationships in
adoiescents hves, including the peer group, tho fa-
ifv, and school. Within many of the sections we dis
cuss gender and ethnic differences in the psychologieal
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The binlogical changes  associgred weith puberty are

among the most drimatic cones that fndividinals experi

enee during their Hictime

E Vgt becatey Of these drage

matic bictogical chunges, different thewists po rayed the

early adoles seend poeriod as a pe z;r)d o “storm and stress,”
where there is a grest deal of condfict between children,
and teachers (o, Bos, 1979 15l 1904y, Al
cat e imsw; S ocour doring carly adoles

eve that the character-

parents,
though major physic
conRee, many researchers now helie
zation of this time period as one of storm and stre
OvErsuement (see for example Arneit, 1999. Dornbusch,
Petersen, & Hetheriogton, 1991, Whether o1 not adaoles-
o through
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cerds are in Crisis, the biologicat ¢h: mgres they
do have many influcnces on their thinking :md behavior
CArnelt, 1999 Buchanan, Fo cles, & Becker 1Ou2)
Acomplete review of e biological changes that occur
during puberty is beyvond the seope of ihz‘»‘ chapter (see
Buchanan et al., 1992: Graber Petersen, & Brooks-Guan,
1996; ‘ﬂlsm-m&i{oz,ou 2001, Briefh, during carly adoles-
cence children underzo a growth spurt and develop seo
ondary sex characteristics, as a resull of the activation of
the hormones controlling these physical developments,
The processes by which the hormones bec ome activated
are still not well understood, but the effects are quite
clear Most rescarchers think the effeets of hormones on
Behavior wre mediated th rough psve :)%aw{{ ol processes
and wlso wre influenoed by the coniexts adolesconts are in,
rather than having direct effeces on bBehavior (Buchanan
elal, 1992 Susman & Rogol, 2004,
Two dssues with respect to puberiad deve
Children's development in schood,

dopment are
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development, and they have found that the brain indeed
does change in important ways dyring adolescence. The
changesincludea recrganization of synaptic connections,
and changes in the levels of different neuroransmiiters
in the areas of the brain that control emotional funciion
ing, The fQrst of these changes may relaie 10 mMoe eff-
cient information processing, and the second o greater
emotional activity. The prefronal contex (which controls
executive funciioning) becomes fully mature during kate
adolescence (Keating, 20043, which could relate to the
changes in cognition that ocour at adolescence (we de-
scribe these changes in the next section). Rescarchers are
beginning to conaect chatges in brain structare and func
Honing to cognition and bebavior, with decisionmaking
being one ared of pardeular interest (Byrnes, 19G8; Keat-
ing, 2004y The specific ways in wiich brain structure
relates 1o cognition and behavior remain elusive at this
point (Byrnes, 2001h). alihough research over the next
10 years lkely will enhance greatly our understanding of
she relaions of brain structure and function to adoles-
cents' cognition and hehavior,

These physical changes arc not the only changes early
adolescents face. They also undergo school transitions
and important cogaitive and social changes as well, as we
wiil discuss. Researchers adopting o “cumulative offects”
model argue that it is the combination of cranges occur-
sing at carly adolescence that can be problematic for some
early adolescents (... sameroff, Guanan, & Peck, 2003;
Simmons, Burgeson, CasetonTord, & Blyth, 1987). Bio-
logical changes, school transitions, social changes such
as dating, and possibly family changes alb can occur at
this time; il several of those changes are pegative, chil-
dren can be at risk for developmental problems such as
lowered selfesteem, depression, and carly sexual activity.
Again, because girls eoter puberty eardicr than boys do,
they are more Hlely than boys 1o be coping with puber-
tal changes at the same time they make the middle grade
school transition, and thus are more Jikely to face muld ple

transitions simultansously,

Changes in Cognition and Achievement
During Adolescence

Important cognitive changes during this period of life in-
clude the increasing abiliy to think abstracdy, consder
the hypothetical as weil as the read, engage ia more so-
D.histicatfzd and elaborate information Processing state-
Sies, consider multiple dimensions of a problem at onoe,
and reflect on oneself and on complicated problems (see
Byraes, 1988 Kearing, 2004; Moshman, 1998, Histork
cally, these developments woere attributed 1o the omer
gence of formal operational thinking as defined by Plagel
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(e.g., Piaget & Inheider, 1973). Whereas 1t 15 clearly the
case that older adolescents and adults are more likely
to demeonstrate sach higher order cognitive processes
than younger adolescents and children, the evidence as
a whole fuils to support the strong form of the Plagetian
apable
an 11

aceount (.o, that children voumger than 1 are ing
of abstract thinking, that most children obder t
are capable of it, and there are global, domain-general in-
creases in performance). Tn additon, a further profien is
that adolescents are also more likely to demonstrate other
Kkinds of skills and tendencics as well, and these skills and
tendencies are not capiured by the original model of for-
mal operations proposed by Plaget. For a growing unr
ber of scholars, the key shift that occues In adolescence is
not so much the emergence of an abstract kogical abilizy
as much as the capacity 1o organize. coordinate, and re-
ficet on formal operasional constructs and other abiifties
and teadencies (Keating, 2004; Moshman, 1998). This ex-
ecutive function aspect of cognition s thought o be sub-
tended by a neoral network that involves the frontal lobes
and important subcortical struciores refated to emotional
processing and interhemispheric COMMUCAHON,

Ephancement of the executive tunction aspect of cog-
nition clearly affects learning and problem sofving skills
in adolescents, along witl other aspoects of adolescent
psychology such as adolescents’ selfconcepts, thoughts
ahout their fiture, and understanding of others, ~wwhich
we discuss later, In this section, swe consider answers 10
the following questions with respect (o cownitive devel
opment during adolescencer Are there age changes in
the structural and functional aspects of cognition, and
do these age-reiated trajectories in cognitive skills differ
across gender and ethnic groups? We consider such issues
Briefly (sce Byrnes, 20014, 2001 b, and Biorklund, 1999,
for faller discussion).

Changes in Sructural Asprecis. 3 ructural aspects of Cog-
nitiont include the knowledge possessed by an individual,
a5 well as the information-processing capacity of that indi-
vidual, Structuralist researchers ofien foous on the follow-
ing two questions: (a) what changes ocour it children's
knowledge as they progress through the adolescent po-
riod? amd () what changes oceur inthe information pro-
cessing capacities of adolescenis? I what follows, we
provide answers 1o these guestions in tura.

The term Erowledge refers o three kinds of i
formadon  structures  that are swored in Josgterm
memory: declarative knowledge (Le., "knowing that™).
provedaral knowledge O knowing how™), and con
ceptual knowledge, The third kind of  knowledge,
conceptual browdedge, 15 the representation of adoles
cents understancling of their declaragive and procedural
knowledge. Byrnes (2001s, 200b) describes concepiaal
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knowledge as “knowing why” (eg., Enowing winy one
should use the least common denominator metiiod o
add fraciions), and as knowledge that reflecrs insight inco
alsiract commonalities and principles.

Various sources in the Bteriure sugeest that these
©with age during the

three forms of knowledge increas
adolescent period (Bymes, 20014 3 Vhe clearent ¢
of such changes can be found in tie Nationad Asse
of Bducarional Progress (MNAEPS) conducted by the U8
Bepartment of Fducarion every few years, NAEPs nea-
surc the declarative, procedural, and concepiual knowi
edge of 4th, 8th, and 1 2th graders (N > 17.000) in seven
domains: reading, wWriting, mathematios, scicnce, history,

videnoe

SEMENS

geography. and civics, In mathematics. for example, MAEP
results show dhat children progress from knvwing arith-
metic facts and being alile ta solve simple word problems
in Grade 4 1o being able o porform algebraic manipula
Hons, create tabies, and reason about geometric shupes
by Grade 12 (Reese, Miller. | arzeo, & Dossey, 1907 AL
though simiar gains are evident for cach of the other six
domains ¢Beatty, Reese, Perlesy, & Carr, 1996), in no case
can it be said that a majority of 12th graders demonstraie
4 deep conceprual understanding in any of the donuins
assessed (Byraes, 20014, 200 1b). One reason for the low
kevel of conceptual understanding in 12th graders is the
abstract, multidimensional, and Counterintuitive noture
of the most advanced questions in cach domain. Even
in the best of circumstances, concepts such as scarcity,
CIE Fig s, diffusion, limit, and conser GO Of erergy
are difficult to grasp and Hustraie. Moreover, the scien-
tific definitions of such CONCLPTS are offen counter 1o stu-
dents’ preexisting ideas. As result, there are numerons
studies showing misconceptions and faulty information
possessed by adolescents and adules (see Byrnwes 20014,
2001,

In sum. then. one can surmarize the results on knowl
edge as follows:

€5t monoetonlc increases in declrrative, procedural, and
conceptual kiowledee berween the 4th grade andd col-
fege vears,

Misconceptions sbound in most schoal subjects and are
evident even in 1 2th graders and college siudents,

The most appropriate answer o the question “Does
knowledge increase during adolescence?” is the follow-
ing: fr depends on the domain (e.g., mathematics ver-
sus interpersonal relationships) and type of knowledge

‘e

&

{e.g. declamtive vs. conceptual).

Although there is little evidence of dramatic and across-
domain increases in understanding (a5 Page pro-
posed), there is consistent evidence of within-donudn,
incremental increases in understanding as children
move into and through adofescence. Tn abandon their

&

I most schoolrelated subject arcas. there are mod-

SO T Tor ey

misconceptions, childre

ence withinedomain qualicative shifrs in their
as wedl,

B these kinds of changes in knowle
havior? For cxample. do older adolescon
file decisions beoruse ther know nore;

employees? Parents? College stndenis? 14
Do they solve prod
persenl Hves? Ar some e
Certainly expanded dommins

oms boetter in their oo
ol the answer 1o

tons has 1o be yes
tnowledge makes it casier 1o sobve problers

form complex tasis in acrivites very clos

same knowledge domain e Bricsson, 190G,
cxpanded knowledge on jts own tnorease the w
he answer

o depend on many other

more general life decisions?” o ihis aues
less clear because sueh decisi
aspects of cognitive as well as motivationa! and enseliong

ing and

provesses that influcnce the fikelihood of g
cffectively using one's stored knowledge, For ¢
wkge reeded

e,
vounger adolescents muy have ihe ko
to siike decisions or solve problems (on
ECSLS OF it soctad situations), bot they may ek 1he fro-

achievement

cessing space necded o consider and combine mudriple
pieces of information. We turn o these other aspects of
COENHEIoN nexe.

Processing space or capacity is analogous wRAM mom-
Oy on @ computer. A very good software package 3y
not be able to work properly if the BRAM mieraory on a
PC s too smadl. One key index of PROLESSING capuciiy in
humans is working nrerory-—ihe ablility (o tenrnorariy

hold something in memory (€., a phone number), Not
too fong ago, it wus assamed that we wRiNg memory o
pacity changes very litte after childhond, Sever! el
studies, however, suggest that this assumption is wrong,
Forexample, Zald and lacona (19985 charied the deveiop-
ment of spatial working memery in b4 and 20-vearaokds
by asking them w remember the Jocation uf abjeots that
were presented belefle on a comprnier sereen and then e

HE O e

mioved. Zakd and Jucono found that the fntrodis

dced

fays and various forms of cognitive interfe >

shacper drops in the pesformance of the younger than
the older participants similarty, Swanson (19997 found
adand spatial working

MOROUHNC increases i both verd
memory between the ages of G and 35 in 4 large noe-
mrative saoiple. Sach increases should make it ensics o

older adolescents and adults o solve complex nroblems

inschool and also consider multiphe pleces of information

stmultaneously when making TNDOriant gecisions,

Changes in Functiona] Asprects of Covnitios
B aspects of cognition inctude any mental proces

alter, operate on, or extend incoming or ex|

tion. Examples include fearming (eetting new infourmation




ipto Menory. retrieval {getring information out of menr
ory), teasoning (drawing Inferences from single or multi-
ple items of information), and decision making {generat-
ing, evaluating, and selecting courses of action). As noted
carlier, both structaral and functional aspects of cognition
are critical to afl aspects of learning, decision-making, and
cognitive activites. for example, experts in a particuiar
domain learn new, domainrelevant items of information
better than novices. Also, prople are more likely to make
3pp;‘opriate inferences andd make good decisions when
they have relevant knowledge than swhen they do not
have relevant knowledge (Byrnes, 1998; Ericsson, 1990).
With this connection in mind, we can consider the find-
ings sampled from three core arcas of research 1o get a
sense of age changes in functional aspects: (@ deductve
reasoning. (B} decision-making, and (<) other forms of
FEASONNG.

People engage in deductive reasoning whenever they
combine premises and derjve a logically sound conchu-
sion from these premises (Ward & Overton, 1990). Ado-
lescents are likely 1o engage in deductive reasoning as
they try to make sense of what is going on it a context
and what they are allowed to do in that context. Moreover,
deductive reasoning is used when they write argumenta-
tive essays, test hypotheses, set up algebra and geometry
proofs, and engage in debates and other imellectual dis-
cusstons. 1t is also critical to decision making and problem
solving of all kinds.

Although the issue of age differences in deduction
skills is somewhat controversial, most rescarchers be-
lieve that there are identifiable developmental increases
in deductive reasoning skills that occur berween child-
hood and early adulthood. Competence is first manifested
around age 3 or 6 in he ability to draw some ypes
of conclusions from “ifthen” (conditional) premises, es-
pecially when these premises refer to faptasy or make
believe content (e.g., Dias & Harris, 1988). Several years
later, chiklren begin o understand the difference be-
tween conclusions that follow from conditional premises
and conchusions that do not (Byrnes & Overton, 1986
Girotto. Gilly, Blaye, & Light, 1989 Haars & Mason, 1980;
Janveau-Breanan & Markovits, 1999, especially when the
premises refer o familiag content abow taxonomic Or
causal relations. Mext. there are monotonic increases dur
ing adolescence in the ability to draw appropriate conchr
stons, explain one's reasoning, and test hypotheses even
when premises refer to unfamilias, abstract, or contrary-
to-fact proposidons (Klaczvoskd, 1993 Markovies & Va-
chon, 1990: Moshman & Franks, 1986; Ward & Over-
tom, 1990). But again, performance s maximized on fa
mifiar content about legal or causal relarions (Kluczynski
& Nurasimham, 1998). However, when the experimental
content runs contrary 10 what is rue (e.g., Al elephants
are small animals, This 38 an elephant. Is it small?y or has
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1o meaningful referent (e g, If there is a D op one side
of a card, there is a 7 on the other), less thaa hatf of older
adotescents or adults do well.

Performance on the Jaer tasks, however, can be
improved in older participants if the abstract prob-
lems are presented after exposure to stmilar but more
meaningild problems or if the logic of the wsk is ade-
uately explained (Klaczynski, 1993, Markovits & Yachon,
1990 Ward, Byrnes, & Overron, 1990). Even so. such in-
rerventions generally have only a weak effect. These find
ings imply that most of the development afier age 10 in
deductive reasoning competence is in the ability to sus-
pend one’s own beliefs and think objectively about the
structure of an argument (e.g., “Let’s assume for the mo-
ment that this implausible argument is true 7 Mosh
man, 1998) and the ability to retrieve appropriate -
formation from memaory while reasoning (Markovits &
Barrouiller, 2002, Lintle evidence exists for an abstract,
donmin-general ability that is spontanecusly applied o
new and different content.

Turning next to decision making, surprisingly few stud-
ies bave been conducted o determine whether there are
age changes during adolescence, Nevertheless, these find-
ings suggest that there may be age changes in the follow-
ing aspects of decision making: (2) the ability to onder
stand the difference between opdons Hkely to satisfy mul-
tiple goals and opions likely to satisfy only a single goal
(Byrnes & McClenny, 1994, Byrnes, Miller, & Revnolds,
1999), (b the tendency to anticipate a wide range of con-
sequences of their actions (Halpern-Felsher & Canffiman,
2001; Lewis, 1981, and (o) the ability to learn from their
decision-naking successes and faflures with age (Byrnes
& McClenny, 1994 Byraes, Miller, & Reynolds, 1999),
There is also some sugeestion that adolescents are more
likely to make good decisions whew they have metacog
nitive insight into the faciors that affect the goakity of
decision-making (Miller & Byrnes, 2001; Ormond. Luszcz,
Manga, & Beswick, 19911, However, addidonal studies are
needed to verify these indtial indings.

In contrast to the dearth of studies on decision making
in adolescents, there are gquite 2 number of developmental
studies in a related area of research: risk taking (Byrues,
1998). If a decision involves options that could lead to
negative or harmful conscquences (Le. anything rang
ing fronn mild embarrassment to serious injury or deatl),
adolescents who pursue such options are said 10 have
engaged in risktaking (Byrnes, Miller, & Schafes, [999).
Although all kinds of risk taking are of interest from scien-
tific standpoint, most studies have focused on age changes
in physicaily harmiud behaviors sach as smoking, drink-
ing, und unprotected sex. Regrettably, these studies re-
veal the opposite of what one would expect if decision
sicilis wers anproving during adolescence; i is, these
seents are more fikely o

studies show that older adol
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wngage in these behaviors than vounger adolescents or
& Ponton, 19953,
Repeatedly, studies have shown that those who ke such
risks do not differ in their knowie lge of possibie negative
s oaid risk avoiders

preadoiescenis (14 lemenie, Hansen

consequences. Given thar risk tabe
do not differ in thelr knowledge of options and conse-
quences. dt s likely that the difference fes in GEher gs-
pects of competens decision making (e.g., seif-regulatory
strategics: ability to coordinae health-promoting and so-
Wy o rogulace VENOTGHs) or in the fact
ase through-

cial goals: the ab
that oppartenities 1o tke rigis usuaily ine
out ihic adolescent perad These hypotheses remain 1o be

tested.
Inaddition to finding nge-reluied increases indeductive
casion-making skills, rescarchers have

rEasoning and de
also found increases in muhematicn) reasoning abikity,
certain Kiads of memory-related processes, the ability to
perform spatia reasoning tasks quickly, and certain as-
peets of scientific o casening (Byenes, 20012). The var-
ables that seem 1o affect the size of age increases in these
arcas include () whether studenss have to learn informa-
tion duriog the CXperinment or retrieve something known
alreachy, and (7) the length of the debay between stimujus
presentation and being asked 1o retrieve information. In
the case of scientific reasoning, the ability to consciously
construct one's own hypotheses across a wide rangs
of contents, rest these hypotheses in contalied €Xperi
ments, and draw appropriate inferences from evidence
also increuses g, Klhiczynski & Nuarusimbam, 1998
Kuho, Garcia-Mila, Zobar, & Andersen, £903),

Seemmemary, The Hieraturs Suggests that there are chitnges
itn the inteflectyal competendcies of children as they
progress through the adolesesng period. However, there
Are many ways in which the thinking of young adoles
cents s similar 1o that of older adolescents and aduits.
Ths, betore one can predict whether an age difference
will maenifest itsell on dry particular measure of intel
lectual competencs op achievement, one needs o ask
questions such as: “Does CEpOSUIE Lo the content of the
sk (e.g., mathematios) continue through adolescence?”
“How many issues have 1o be hel Litsmind and considered
sitaltancoushy?”, “Are the idess coasistent with naive
concepiions?”, ‘ess o0 the task require
One o suspend one’s fu U the answers 1o these
questions are "N, then younger adolescents, older ado-
lescents and adulis shoulg all perform abour the sAne.

and “Does gy

by

However, if one or more “yes” AW are given, then
one would expect older adolesern s and adults to demon-
strate more intelectus! com Pelence ian younger adoles
cents. Educators can use surh GUestions as guides when

they design currioula APPrepviate for younger and older

adolescents,
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thumibnuil skewch bere {mee
more compleis st
ences, male and female _
O mEmasures of mathematios, scicace, wnd soui studieg
knowledge e, NALPS) and also awai W idenrioal
SCLPES o aneasures of intelligonee, dedy
Forking memory. Three ape
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T Comipnshly

MR,
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decision making, and
which gender differences huve beep found 10 ceour upe

risk taking, SATmath poronnance. and pedormmnee on
standardized tests of v

gard 10 risk waking, the pavemn of gender differcnces iy

5OV ree

Hing skill (e
mixed. Whereas males ave more ik Iy than femakes 1o
tike such risks as driving recklessly or taking dneflec.
taatd visks on standardized exams, femates are more Lk
than maies o ke such bealth risks as smolki '
stzre of such gender differences. howe VUL varies by age
(Hyvrnes, Miller, & Schosfer FOOY. These tndings seem
to reflect differences in maies’ and females” expectan A,
viues, and selregulatory tendencies, For examphls fe.
mades aught believe that accidents are more kely than
males and woudd therefore drive more caretuliv. The for

mer may be more likely to regudaie their impatienoe and
anger in raffic situations as well,

With regard o gender differences on tHhe 8AT auh
test, the average score fur males 15 routinely found 1o
be higher than that for femades (De Lisi & ¥ Houddy-
De Lisi, 2002). it is stll por eolear why difference
obdaing, given the fact thu gender differences are £
wally not found on measures of math knowledge, the
NAEP for math, or other kinds of reasoning. Researchers
have shiown, however, thut part of this difference refioers
geader differences in test-pikin # strategics, confidenoe in
one’s math ability, ability and OO Lo Bse unconTen-
ticnal problemssolution strategies, menul rotation skilis,

[y

and unxicty shout onc’s marh abitity particalarty when

one’s gender i made salions (see Do Risi & MGl
De Lisi, 2002, for review),
ity the case of standardized Witing assessments, fe.
anles perform substantialiy better than males i both ek
cmentary school and high school Uhus, there is SO
thing unique about mathemarios probiew solving thar

contributes to the emergence of gender differences oy
during adolescence. A% was the cque for math, howover,
the reasons for the gender differenee i writing are pot
entively clear, bt there s
as different fevels of interest in Writhng and dify
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of practice (Byraes, 2007 i},
With  respect to ethnice
American and Asiao-American studeass Pt

ditferences,




American studenis on standardized achievement tests,
che SAT, and most of the NAEP tests. Tn contrast, no cthiic
differences are found in stdies of deductive reasoning,
decision making, or working memory. Moreover ethmic
differences on tests such as the SAT and NALP are consid-
erably reduced ence variables such as parent cducaton
and prior course work are controlied (Byrpes, 2001a).

Changes in Motivaiion During Adoiescance

Research on motivation has continued to flourish since
the first edition of this Handbook was published. Much of
this research has focused on children's and adolescents’
peliefs, values, and goals as the major determinants of
motivation (Eccles & Wighield, 2002; Piotrich & Schunk,
2002; Wighcold, Eccles, Schiefele, Roeser, & Davis-Kean,
in press; the separate motivation chapiers in this volume
provide extended review of this literature). We focus here
on the development of adolescents’ competencerelated
beliefs, valuing of achievement, intrinsic and extrinsic
motivation, and achievement goals, as these have been
prominent in the recent research on motivation.

Adolescence is # tine In which these motivational be-
liels, values, and goals change in important ways. It is also
a time in which many more cholees and options beeome
available to adolescents, which means that their motiva-
tional beliefs and values for different activities could have
more substantial effects on their bebavior, During the
carly school years and even in middle school, stadents
have Hittle choice about which subjects to take. So, even if
they believe they lack competence fora particular subject
and do not ke it much, they still have to take it During
high school students begin o make choices about which
courses to take and whother to continue taking classes
in areas such as mathomatics and science. The interplay
of cognitive and motvational processes in this dedsion
making is an area that needs more investigation,

Compreience and  Efficacy Beliofs
Comprtencerelated  belicfs  (ncluding  selfefficacy)
are individuais’ beliefs about their ability 1o accomplish
different actdvities, and how much they believe they
comtrol what happens o them. There are theoretical
and methodological discussions about how similar or
different constructs are such as compeience beliefs, ox
pectancies, for success, and selfefficacy belefs (Bandura,
1997, Wigfield & Focles, 2000; Zimmerman, 20000, Ilow-
over, for owr purposes hore we group them together. As
We will see, these kinds of beliefs relate in important

AYs to childeen’s performance on different activities,
aid to their choices of which activities to pursue.

Change  in
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so that children have quite specific competence boliofs
for different achievement domains and even activities
within these domains Bandura, 1997 Bocles, Wigheld,
Harold, & Blamenfeld, 1993 Marsh & Ayotte 2003 I
deed, this differentiation starss quite early doring the ele
mentary school years (iccles, Wiglield, & Schiefele, 1998;
Wigtield et al., in press)). Second, these beliefs become in-
creasingly stable, when stability is assessed by correlating
these helicfs over time. In some dommins, those corsela

tions reach as bigh as 7% across 2 one-year period Dy the
end of elementary school (Hecles e all, 189 Wighekd
et al., 1997)

Third, children and adolesconts’ competencerefated
beliefs generally decline across the entire clementary and
secondary school period (see Wighteld & Hocles, 2002a).
Three recent Jongitudinal studics are lustrative, Jacobs,
Lanza, Osgood, Bedles, & Wigfield (2002) and Fredericks
amd Becles (2002), wilizing the same dataset, examined
change over the clementary and secondary school vears
in U8, children’s competence beliefs in mathematics, lan-
guage arts, and sports, and Watt (2004) did so {or math
and English belefs and values of middle and high school
Australian students, Jacobs et al. (2002) found that <hil-
dren's perceptions in cach arew were strongly positive
early on. However, the overall pattern of change was a
decline in cach domain. Fredericks and Bocles and Wt
also found declines over time in competence belicfs,
although the specific trends were somewhat difierent
across their investigations, perhaps reflecting contextual
differences in secondary schools i the United States and
Australia. Because these smudies were done in schools,
they include only adolescents who are at east engaged
enoigh in schiool to stll be there; the academic compe-
tenice beliefs of adolescents who drop out nwy beoome
even more negaiive at carlier ages.

Age differences in selfefficacy belicfs show a different
pattern, with older children having more positive beliels
about their efficacy to do different activities than younger
chiidren. Shell, Colvin, and Bruning (1993) found that 4th
gracers had bower selfefficacy beliefs for reading and writ-
ing than did 7th and 10th geaders, and the 7th graders’
efficacy belicfs were lower than [0th graders” beliefs (se¢
Zimmerman & Martinez-Pons, 1990, for similar findings).
The inconsistency of these findings with those on <hil-
dren's competence beliefs just discussed likely reflects
the selfeflicacy measure used by Shell et al Their instru-
5 estimates of their efficacy on

ment measured childre
specific reading and writing skills rather than more gen-
eral reading and writing, which should be higher among
older children, Also, efficacy beliefs usually are not mea-
sured comparatively, whereas many measwes of compe-
tence belefs include comparisons of one’s ahility with
that of others, The latter kind of measure may be more

likely 1o show declines over age.
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Change fn Children’s Vualuing of Achievement awd fn-
trdusic and Extrinsic Motivation., Children’s vaduing of
achievement refers Lo reasons or incentives children have
for doing different sctivities. Tocles Wigfeld, and their
colleagues defined differen aspocts of achicvement tusk
values: interest value, or doing an activity for its own
sake; importance value. or the safience of the RCTHVTY L0
the individual; and atdity value, or how useful the activ-
ity ray be to the individual (sce Bocles, 1984, 1984,
foecles e al, 1983 Wigfield & Bocles, 1992, 20040, As
with competence-related beliefs. researchers have deter
mined that chikdren's valuing for different activities are
ditferentiated early on and become more stable over titne,
atthough the stability corretations are not as high as those
for competence beliefs (Fecles & Wigheld, 1993; Feoles,
Wigtield. Harold, & Blumenfeld, 1993 Hecles et al., 1959
Wigheld et al., 19973,

Jacabs et al. €2002) found that children's valuing of
the domains of mathematics, Tanguage ares, and sports de-
clined. As was the case for competence beliefs, children's
valuing of language arts declined most during elementary
school and then leveled off By contrast, children’s vl
ing of mathermatics declined the most during lgh school
(see also Fredericks & Feoles, 2002- Watt, 2004).

Intrinsic motivation refers to doing an activity for its
own sake or because it is pleasurable to the individual,
whereas extrinsic motivation involves doing an acuvity
to receive a teward (Ryan & Deci, 20000, Intrinsic mo-
tivation thus is somewhat similar to interest value, and
extrinsic motivation to utility valge, although it should
be noted that these constructs come from different theo-
retical taditions. Research done with both American and
European children (e.g.. Gottfried. Fleming, & Gottfried,
2001: Harter, 1981; Hedelin & Sjoberg. 1989; Helmike,
1993} has shown that that intrinsic motivation in different
subject arcas school declines across the sehool years. This
is especially true for the natural sciences and mathemat-
ics (e.g., Oddfuther & Mclaughlin, [993) and particularly
during the early adelescent years. Pekrun (1993) found
that intrinsic motivation stabilized after 8th grade, and
Gotldried ct al. (2001) reported surprisingly high stabil-
ity coctlicients for intrinsic motivation measured across a
Lyear period for children ages 13 and ahove.

The negative changes in children's coripeience-refated
beliefs, achievement vilues, and intrinsic motivation have
been expluined in two ways: (@) Because children become
much better at undersianding, interpreting, and integrac-
ing the evaluative feedback they receive, and engage in
more sacial comparison with their pecrs, children be-
COME MOTE accurate or realistic in their selfassessments.
leading some to become refaiively more negarive and
also to devalue achievement (see Dweck, 2002; Suipek &
Mac Iver, 1989 Wigheld eval., 199¢ ) (B hecause school

environment changes it ways thar nuke evalustion e
safient and compotition berween sindents nore likody,
some childres's selfussessments and valuing of achieve-
ment will decline gs they getolder (e.g & Midgley,
FOBY; Wighield, Eooles, & Rodriguer,

Chunge dn Achlevement Goal Orientations and Aohispe-
sl Goals, Work on achievement goal orieatadons has
burgeoned over the Jasr £5 years, Initially researchers dis
tnguished two browd ordenations 1o achievement that
oy of task-Anvolved oriemation,
wion (Andermen, Austin,

stuckents can have, a mast
and a performance or ego orie
& fohnson, 2002 Pintrich, 200003, With MERSIeTY Oricn-
taion, mdividualks focus on mastering tasks and moreas-

ing competence al different tasks, Performance-oriented
chiltleen and adolescents focus on demonstrating their
competence and outperforming others. Mastery-oriented
children and adolescents choose chalienging tasks and
are more concerned with theilr own progress than with
outperforning others, Researchers studying goal orjen-
tations generally beleve that having a mastery orien-
tatiom is more facilitailve 1o long-term motivation and
learning than is a performance orientation. Different ro-
searchers defining these goal orientations used somewhag
different labels for Them (Thorkitdsen & Nichiolls, 1098),
however, in our view, the similarities ottweigh the dift
feeences between the conceptualizations of these orign
tations (see also Hamckiewicy, Barron, Pintrich, Elliot, &
Thrash, 2002).

Recently, researchers  distinguished approach and
avoidance components of each of these goal orienta-
tions, with the approach compoient generally seen as
more positive (e.g., Eliot, 1999: Ellio: & MoGregor, 2000;
Pintrich, 20001y, Skaalvik, 19973, However, there has heen
debate among goal orientation researchiers abourt the rel
ative merits of performance approach goals in purticu-
lar. with an intcresting series of articles APPATING on
this topic in the Journal of Educational Fsyeholugy (see
Harackicwicy er al., 2002 Kaplan & Middleton, 2002
Midgley. Kaplan, & Middleton, 2001y, Harackicwicr ot al.
(20032) argue that performance-approach gouls are ben-
chicial for some educational outcomes, whereas Midgley
et al C2001) and Kaplun and diddleton (2002 continue
to believe that mastery goals hold the mosi frromise for
long-term eagagement in learning,

Increasingly, goal orientation researchers discuss how
children bave mubtiple goals thar can influcnce cuicomes
m multiple ways (Meece & Holt, 1993 Pintrici 20400,
2000b; Wolters, 2004 For instance. Wolters (20043

foand that middle schoni aged stoudens endorsed hath
mastery and performance approach and avoided gouls,
atthough they endorsed mastery goal to g grenier exs
tent. Students’ mastery and nerformance approach goals




showed differential relatdons to engagement, leaming
strategics, and school performance, with the former pre-
dicting engagement and use of learning strategies, and
the latter predicting school achievement.

There is a growing body of work on the development
of achievement goal orientations. Anderman, Maehr,
Midgley, Turner, and their colleagues conducied a nume
her of studies looking ar how classroom instructional
practices redate to children’s goal orientations and bow
these relations may change over time. Turner et al. (20025
found that sixth-grade students are more Bkely to adopt
mastery-oriented goals o classrooms thal emphasize
learning, the imporiance of effort, and the enjoyment -
herent in learning. Anderman and Anderman (1999) re-
ported that adolescents endorse performance goals more
than mastery geals. A major reason for this likely is thae
schools increasingly emphasize performance goals as chil-
dren get older. One clear exampie of this is how evalua
tions of different kinds proliferate and have stronger con-
sequences for adolescents” futures. Midgley, Anderman,
and their colleagues have done a number of stadies show-
ing two major things: (2) elementary-school teachers fo-
cus on mastery-oriented goals to g greater extent than do
middle-school teachers, and (b middle-school students
perceive school as more performance oriented than do
elementary school students (see Anderman et al., 2002,
for review).

Other researchers have looked ar the conternt of chil-
dren’s goals rather than chikleen's goal orientations.
Wentzel (1989, 1994, 1996) studied children’s social and
academic goals fn school. finding that high-achieving chil-
dren have positive academic and social goals, and lower
achieving children emphasize social goals at the expense
of academic goals (Wentzel, 2002b). To date. there has
been little developmental work on how the content of
children’s goals may change over time. Based in part on
Wentzel's work, it seents that adolescents doing poorly
i school may be especially likely to seck goals other
than academic ones in school, or reject school attogether
(Finn, 1989, Rumberger, 1987). How individuals choose
among these different goals should have a lot to do with
their engagement in school (Fredericks, Blumenfeld, &
Paris, 2004,

Relations of Achievement Beliefs, Values, and Goals
0 Academic Performance and Choice

Rt’S{iilr‘{_‘hCI’S have examined how adolescents specific
chithmtm beliefs refate o their academic achievement
4nd choice of qerivities. For instance, they have shown
fhilt selfefficacy beliefs relate to individuals'goals, per-
f(}rmzmce, persistence, and Choice of different sctivities

Iy
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{¢.g.. Bandura, Barbarapelli, Caprara, & Pastorelli, 1996,
20015 Researchers have looked at how adolescents’
campetencerelated beliefs and values refate 1o their per-
formance and choice of different academic and nopaca-
demic activities (Bong, 2001; Decles et al, 1983; Meece,
Wigfield, & Bocles, 1990; Pintrich & De Groot, 19907
Two fundamental findings emerge from this work. First,
children's perceptions of ability and expectancies for suc-
cess are the strongest prediciors of subsequent grades
in mathematics and Eoglish. predicting those ontcomes
more stronghy than either previous grades or achievement
values. Second, children’s achievement valees such as Hi-
ing of tasks, importance sttached to them, and their use-
fulness are the srongest prediciors of children's inten-
tions to Keep taking mathematics and actual decisions o
do so (Wigfield, 1994; Wiglield & Fecles, 2002b) As we
discussed, given the increasing opportunities for choice
among different academic courses during middle ado-
lescence, the finding that adolescents” achievement val-
ues relaie most strongly o their choices is pacticularty

important.

In the seifconcept Hierature {where self-concept of
ten is measured as perceived competence in different ar
gasy, there was debate for nuny years abowt the causal
dizection of relations between scif-concept and achieve-
ment, with some researchers proposing that change in
self-concept produced change in achievermnent, and oth-
ers arguing just the opposite (Marsh & Yeung, 1997;
Wigfield & Karpathian, 1991), A myriad of studies were
done on this issuc with no clear resolation of the de-
bate emerging in large part duce to methodological prob-
tems with the research (see Marsh., 1990; Marsh & Yeung,
1997y, Rescarchers have argued more recently for a re-
ciprocul effects model of these relations, rather than the
more stmplistic “which causes which™ approach (Guay,
Marsh, & Boivin. 2003; Marsh & Yeung, 1997, Wighield &
Karpathian, 1991). In such models, achievement and sclf-
concept are posited 1o exert causal fnfluences on each
other, rather than one variable having causal predomi-
nance. Guay et al. (2003) and Marsit and Yeung (1997),
both atilizing multivwave designs mcorporating multiple
measures of self-concept and achievement, found sup-
port for the reciprocal effects mode! in chifdren and ado-
tescents. Valentine, DuBols, and Cooper (2004) recently
provided o metaanalysis that suppores the contention
that self-perceptions of ability predict subsequent perfor
mance even when previous performance is controlled.

Along with performance motivational heliefs, val
wes, and goals relate o cognitive strategy use and self
regulation. For instance, students” efficacy beliefs relate
to their use of cognitive strategics and to the regula
tion of their achievement behavior (Meece, Blumenfeld,
& Hovle, 1988; Pintrich & e Groo:, 1990; Pintrich &
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Zushe, 2002: Schunk, 1994), Students wirh mastery goal
orientatiois and performance approach gouls ABGEAr 1o
be more selfregulated in their approach to leaming,
wherens students with performance avoid gouls are not
(Pintrich, 20004, 2000b: Woliers, Yu, & Pintrich, 1996,
Turping these relations around, Wolters (200735 discussed
the importance of students regulating their motivation
during different learning activities.

We now need more studies of the processes involved
in these relations, and studies of different developmen-
taf rajectories in both these achievemenerelated charac
teristics, and their relation to school performance and
choice. Pintrich (2003 discussed the com plex interplay
of motivation, cognition, and self-reguladon in relation
to achicvement outcomes. providing imporoant guidanoe
tor the directivn this work might tajce.

Group Differences in Motivation Du ring Adolescence

Gender Differences. Although sex-typing Hself oceurs in
the preschoo] years (Rubile & Martinn, 1998), several re-
searchers have sugeested rhar engaging in genderrole
appropriate activities may become imnportant 1o early
adolescents, as they try to conform more to gender-roke
stercotypes once they enter puberty (Recles, 1987 Hill
& Lynch, 1983). Hill and Lynch (1983) lbeled this phe-
nomenon geaderrole intensiGoarion. This phenomenon
may tead eardy adolescents to have less positive beliefs
and be kess involved in activities thay they see as less ap-
propriate to their own gender. However, recent research
on children's competencerelated heliefs and values in dif-
ferent areas does not shosy increasing gender differeaces
at adolescence, casting doubr on the gender intensifica-
tion hypothesis. Nonetheless, givls” involvement in differ-
ent activities remains relatively strongly sex-typed during
adolescence (MoHale, Shananasn, pdegrafl, Crouter, &
Booth, 200-4).

Despite evidence that performance differences in skill
areus such as mathematics and English decreased over the
past M vears (Ruble & Martin, 1998, there are MY Zen-
derdifferences in children's competence beliefs for activi-
ties in difterent dormains, These gender differences a ppear
particularly in genderrole stereoryped domains and on
novet tasks. for example, bovs hold higher competence
beliefs than girls for marhematics and sports, even after all
relevant skill-level differences are controlled: in Contrast,
girts have higher competence beliels thaa boys for read-
g and English, music and ares, and social studies (see
Wigtield et al., in press. for » wview )y, Recent work done
in the United States shows that the gender differences in
competence belicfs in math narrow during adolescence,

bui those in Bnglish remain (Jucobs er a1 SO02 Fag
ther, the exient to which children endorse e cuttinraj
stereotypes regarding which sex is bhely 1o be most ml-
ented in each domain prodicts the extent 1w which girls
and boys distort their ability selfconvepss aned CRPIECH
teons in the gender stereorypic direction (T v, Belansky
& Bocles, 1992 Fooles & Harobd, 1901 3 fowever
these sex ditferences are genesally guite small

1959).

Farlicr work showed gender differsnees in mathe mat
ics vatue favoring boys emerging ducdng adelescence
(Hiocles, T984a, 1984h ), bul more recent stucdies S0
boys and girls value mathemarics equally during adoles-
cence (Jacobs evall, 2002). Although ix ¥ andd girls now
appear to value mathematios equally, givds are less inier
ested in science (with the exception of bitogyy and engi
neering than are boys and enroli minch loss freguently in
these mujors in college ( Wigtield, Dapde, Eeller, & Booles,
20052,

{Mdrsty,

Bifferences for Minority ddolescents. In 1996, Wigficid
etal. reported that there is much less information on dif
ferences in setf-beliefs and vaiues berween minority and
majority adolescents. This picture has changed yreadly
over the past 10 years, although more work on this topic
still is needed. Much of this work bas focused on the aca-
demic problems and prospects of African American {see
Meeee & Kurtz-Costes, 2000; Slavghter Defoe, Makagawa,
Takanishi, & Johnson, 19905 Mesican-American ( ey,
Padilla & Gonzaler, 2001) and Asian-American youth
Fuligni & Tseng, 1999 Lee, 1994, Recent work hes
also focused on inumigrant populadons witlin the United
States, some of whom are doing much better in school
than both white middle class children and third and fourth
generation members of their same national heritage (=g,
Chen & Stevenson, 1993 Kao & Tienda 1995 shrghier-
Defoe et al, 1990).

Graham (1994) reviewed the Hierature on cdifferernees
between African- American and Hurepean-dmerican siu-

dents on such motivatonal constructs as geed for achieye-
ment, locus of control, achievement attriburions, and abil-
ity betiels and expectuncies. Shwe concluded thay, in He-
eral, the differences ure pot very large Fusther she argued
that many existing siudies have not adeguately distin-
guished between mee and socioeconomice status, making
it very difficult to interprer any differences thar CIFEE.

Graham and her colleagues have stodijed dif CRCes
i the valuing of achicvement across different minority
groups. They (Graham & Tavlor, 2002 Graham, Tavior,
& Hudley, 1998) used a peer nomination technicue 1o as-
sess group dilferences in achievement values, Pargj
indicated which children in their class they ad




respected, and wanted to be like, and Graham and her
s one way o gauge what

colleagues argued that this
children value, Results showed that Shite, Latino, and
African-American girls chose highachicving giils as those
whomthey admired, respected, and wanted iobe like. For
hoys, this was only true for White boys; the other twao
groups of boys admired low achievers more. In a thire
study, Graham and ber colleagoes Jooked at this issue de-
velopmentally and found that in 2nd and #4th grades, all
children wers more likely to pominate higher achievers.
In 7th grade the sex-differentiated pattern for the differ
ent groups emerged, This intriguing work needs 1o ke
followed up to examine what it is about entering ado-
Iescent and puberty that seems to cause many African-
American and Mexican-American vouth to endorse values
and role models that exciude school achievement (€.%..
Tatum, 1997).

Researchers interested in ethnic and racial differences
in achievement have proposed models linking social
roles, competencerelated beliefs and values. For exam-
ple, Steele (1992, 1997) proposed stereotype vuloerabil
ity and disidentification to help explain the underachieve-
ment of African-American students (see also Aronson,
2002). Confronted throughout their school carcers with
mixed messages about their competence and their po-
tential and with the widespread negative cultural stereo-
types about their academic potential and motivation,
African American students shoudd find it difficult o con-
centrate fully on their schoolwork because of the anx
iety induced by their stereotype vulnerability (Steele &
Aronson, 1995, In turn, to protect their self-esteem, they
should disidentify with academic actdevement, jeading
to both a lowering of the vadue they attach 10 academic
achievement and a detachment of their self-esteem from
both positive and negative zcademic experiences. In sup-
port, researchers have found that academic self-concept
of ability is less predictive of general self-esteem for some
African-American children (Winston, Fodes, Seniorn, &
Vida, 1997)).

In considering performance and motivational differ
ences across differont ethnic and minority groups, itis cs-
sengal to point out that such differences must be consid-
ered in light of larger contexnad issues that influence de-
velopment. Indeed, several res
the imporance of taking a contextual view of minority
achievement and motivation. for example; Spencer and
Markstronr-Adams (1994 discussed tdentity formation
during chikdhood and adolescence in different aroups of
minority children (see also Wigheld & Wagner, 2003, for
discussion of recent maodels of multiethnic ia%cméLy forma-

archers Bave pointed out

Fmﬂ)- Spencer and Matksirom-Adams argued that in form-
ng their identitics mipority children have (o deal with

s Q7

several difficult fssues that munjority adolescents do not
face, such as the often negative view of their group hekd by
many members of the majority society, conflicr botwoen
the values of their group and those of larger society, and
lack of “tlentity achieved” adults in their group who can
serve as models for them. These diffioulties sometimes
impede identity formation in these adolescents, leading
to identity diffusion or possibly an inadequate exploration
of differend possible identities that the adolescent could

take on,

identity Development During Adolescence

Erikson (F968) proposed that identity formation is o nke-
jor lask of adelescence. This Handbook has a chiapier on
seliprocesses and identity, so we touch on identity devel-
. Identity is a term broader than

opment only briefly Ty
cither self-concept or selfesteem, referring to individhals’
general sense of themscelves and their psychological real-
ity that includes many different beliefs and aititades about
the self (Spencer & Markswrom-adams, 1990; Wighictd &
Wagner, 200%). Identity formation involves the successtul
negotiation of a varicty of activities during adolescence,
including scheol achievement, social relations with oth-
ers, and development of carcer interests and choides,
along with a great deal of exploration of different activ-
ities and roles (Cantor & Kiblstrom, 1987). One’s gen-
der, ethnicity, and sexual ortentation alt are mportant 1o
the adolescent’s developing identity, and swork on eth-
nic ideatity and its role in adelescents’ overall identity
development has flourished of Jate (Oyserman, Harrison,
& Bybee, 2001 Phinney, 1990). Integrating these experi-
ences and characteristics into a coherent sense of self 1s
fundamental 1o identity formarion, and researchers hnve
proposed different phases of the entity developimont
process {Marcia, 1980, 2002, Waterman, 1982, 1999,
Development of identity as student is an especially
imporant topic for this chapter. Roeser and Lag (20062
describe adolescenis with positive siudert identities as
having histories of positive academic performance and
relationships with classmates, positive emoftions relaed
to academic goals, high academic efficacy, positive cotr
ceptions of themselves as students, and @ commitoneid
o learning. Adolescents with regafive student ldentilies
have histogies of scademic failure and difficulties with
prers, negative emotions associated with academic goals,
poor academic efficacy, frasiration with themselves as
students, and diminishing aspirations for ediecational o
tainment. Roeser and Lan argue that school envivonmenis

play an important tole in the development of students’

jdentities,
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hie chitdhood vears, childeen become more and
CSporTs aorividios, and o
CAradolescenos,

Pruring €
more mvolved o social activi

virdety of other exirncurriculae activities
these trends become even more pronounced. Indecd, -
volvement iz sport and sociad activities with peers, peer
acceptance, and appearance cag tike pre
school activizies ar this dme period, often o the chagrin

cedence over

of parents and teachers. Priendships are important to ado-
lescents for many reasons, In erms of the issues discrssed
in this chapeer, o major reason is thar friends help each
other through major life transitions, such as the schoot
transitions that adolescents experience (Rubin. Coplan,
Chen, Buskirk, & Wolsitwowicz, 2005y, Children lagking
tricnds are at risk for « variety of negative developmental
ouwtcomes (Rubin, Bukowski, & Parker, 1998),

By contrast, social acceptance s bees shown 16 o
late o 2 variety Gf positive mental health outcomes, hoth
before and during adolescence (Rubin et al, 1998 For
instance, Perry (1987 found that :iih)k"ﬁ(?t‘ﬂ[b‘ who werg
satisficd with their friendships report higher self-estecn.
Unfortunately. school transitions often disrupt children’s
friendships, perbaps causing some ditficulties in these im-
portant psychological autcomes. In our study of how the
transition to junior high school influenced childeens per-
ceptions of secial ability, we found 2 deamatic decrease in
those beliefs immediniely after the transition. Formmately,
this effect moderated during the Tth-grade year, although
chitdeen's perceptions of their social ability ar the end
of 7th grade sl were Iower than they were at the end
of 6th grade, before the teansition {Wigheld, Becles, Mac
fver Rewrnan, & Midgley, 1991,

Children’s  friendships  undergo
changes during d&s(}it“muli_‘_ {Berndt & Perry, 1990 Rubin
et al, 1998, Rubin ¢t o, 200%). Sullivan (195 533 suge
cested that adolescent friendships are characterized more
by fulfilling intinmey needs than are earlier fricndships,
and indeed most research shows that childdren staie thar
friends are those with whom one can shere intimate
thoughts. This depicton sy be somewhat truer for girls
(Rubin et al. 2005 in addizion, adolescents state that
their friemds shure similar psychologicud characte
interests, and values, and that friends shoutd be toval
another (Herndr & Perry, 1990: Savin Williams &

1990). Many of these changes i adolescents’

SOMe Imporant

isties,

1 01
Bhorndy,
conecpiions of fricndships can be linked to changes
mereased perspectiv

in their growing cognitive skills, (o
taking abitity, and more
(Rubin ct al. 2005 Yer,

thar many adolescents be

varied  social
Hlkind (1967, 1983) propased
SO more ggecentric and

CADErienoes

selffocused, ortd revolves around them

VIR Y
sley

e Lapsley & M 1987 for an she

Such egoceatrism ‘wiz e dtu auuia‘m. o

L

with their neswdy des
2EH3.
Perhaps becanss of the dmporiance of socts

-

co, friendships ducing this Lime

tance during adolescen
period often are chavacierized by fhelr organization into
(,‘Hzmc.x and gronps (see Brown, TO%0; 2004; NRC,

sdodescenis often form different groups based on iater
Tent activirios, and these

200605

wsts and participation in ¢
grouns ofter differ in dhelr overall suaius 0 the school,
found thas more popular chil
¢ TIOTE pPOPE
s also wore fess

Forinstance, Perry (19873
dren teaded o have friends who also w
far whereas less popular children's friends
popular. Ooe reason for the existence of these cligues
is 1o help adolescents establish a sense of identioy: be-
fonging to a group is one wav 1o solve ihf; problem of
Tehooam P A second and related phenomenon is dhat
children’s conformity to their peers peaks during early
adolescence; children are most likely 1o go atong with
athers’ wishes at this tme (Ruabin of al., 1998 This afso
has been related o the overwhelming importance of so-
cial aoceptance to adolescents, as well as 1o children’s
ST

developing tdemntity. Individuals less cortain of thei
identittes may be more likely to conform to others. The
wdeneity of these groups remains vefatively constant dur
ing adolescence (e g, jocks, brains, band members), but
adolescents drift i and ow of thess groups as they go
through middle and bigh school (Brown, 20043,

in the popular Hremarare, muoch has besn wiisten about
iy oreate many probisms
chifdren often are cor-

how coaformity 1o peers
for adolescents, and that “good”
rupted by the neguiive influcnces of peers, Fowever
afthough pressure from peers (o engage in misconduct
does increase during adolescence (Brown, 1900, 2604,
many researchers disagree with the simplistic view thar
peer groups mostly have a bad influence on adolescents,
Brown (1990) reviewsd studies showing that it iz poor
parenung that sometimes leads children 1o get in wirh
“had” peer group, rather than the peer grouy puiiing the

alse argued that adolescents usy-

child ingo diffculiies. He
alty seck out similar peers: this means that those involved
i spores will have other athiotes as friends, those serioys
about school will seck those Knds of friends, ans
muy 1orm groups, Thus, for many

Pihose
less involved in school
adolescents, the peer group acts more 1o reinforce pre-

dispositions, rther than o change adolescens’ charme-
teristics in 4 major way (Rindermani, TU935) Byvan (2001)
cd further evidence for this view with respect 1o

provide
student groups and thelr impact on students’ motivation
lar fevels

and achicvement, finding thar studenis with sj
of achievement tend (o be fricnds,




One particular type of conformity 0 4 group, gang
membership, has received increasing attention and con-
cern. Gang membership @s increasing in many arcas, par
ticularly but not exclusively large wrbas aceas, and i0is ex-
rending into the suburbs as well, Although membership
it 4 gang provides adolescents with some social support
(Padifla, 1992}, research indicates that gangs promoie
a variety of antisocid behaviors, including delinquency
and various criminal activites, drug use, and poor school
achievement (Battin-Pearson, Thornberry, Hawkins, &
Krohn, 1998; NRC, 2004, As discussed by the National
Rescarch Council, adolescents who join gangs most of
ten are low achievers who are marginalized in school,
and often have various academic as well as sociad prob-
lems. Interventions to discourage gang membership have
had some success, but much more needs o be done o
combat the growing problem of gang membership (NRC,
2004).

Another concern with respect (o social relations at
adolescence recciving increasing attention is bullving and
peer violence. and broader issues of schoof safery, Fight-
ing increases during the middle schoot years, and more
students are bullied in osddle school than in either cle-
mentary of high school (Juvonen. Le, Kaganoff, Augus-
tine, & Constant, 2004). Being bullied is associated with
many negative developmental owcomes, including lone-
Hness, depression, and social anxiety, as well as lower
school performance (Juvonen & Graliam, 2001; Juvonen,
Nishina, & Graham, 2001). Increasing percentages of both
middle and high school students report concerns about
their safety in school, which of course distracts them from
their school learning (Brand, Felnes, Shim, Seitsinger, &
Dumas, 2003). Victimization occurs at the individual fevel
but also can include groups of children; some Iow-status
groups of children (e g, those who other adolescents per-
Ceive as “nerds™) are at risk for being rejected and victim-
izedat school. Creating safer school environments where
bullying and other forms of violence are less fikely clearly
i an important priority.

How do children’s friendships relate to their schoot
achievement? The work just reviewed suggests that stu-
dents who fear for their safety in school ‘iaim ve les L
From Brown's (1990, 2004) and Byan's (2001) reviews,
It appears that fricads potentially can have both posi-
five and negative effects on school achievement. {tigh-
achieving children who seek out vther high Ad}iucm EE]
friends could end up performing betier as a result of theie
imteractions w ith these other children, although Ryan
(2001) found that such groups’ aclievenent declines less
in Comparison o other groups, rather than nereasing.
I conigast, low achievers w hose friends are primarily

other low achievers do even waorse in school (ishions.
Andrews & Crosby, 1995, Ina similar vein, Altermart aad

5. ADQLESCEMCE = 99

Pomerantz (2003 found in a study of early adolescents
that best friends’ report card grades were simvilar, as were
their beliefs abour their o ompetence in different subpect
apeas, In addition, friends had significant (but modess
influence on cach others' grades and motivational belicts

across the two school years studied.

fn sum, pecrs play inoreasingly bmportant roles in chil-
dren's development during the adolescent period. Poers
have many positive influcnces on ooe another, and also
can have some negative influences as well, Fostering pos
ithve relutions among adolescents in classrooms can have

many henehits for both the adolescents and teachers.

CHANGES IN FAMILY RELATIONS
DURING ADOLESCENCE

Relatons berween parents and culdren change as chif
dron enter adolescence, although the stercotypical view
often presented in the popular media that adolescence
means an inevitably stormy period for these relations is
aot supported in much of the psychological research on
parent-child relations at adolescence (Cotling & Lanrse
2004; Sreinhberg & Silk, 2002). Some of the nujor changes
that do occur are (a) adolescents and pareats spend less
time together, in large part because adolesconts are wway
from home more, spending more time with their peers
and with various kinds of media and other activities;
(b) a psvchaological “distancing” in parent-adolescent re-
lations, because many adelescents desire more autonomy
and often share less with their parents; and (0) some in-
crease in contlict, or if not conflict, debate and bickering
overavariety of things as adolescents assert their indepen
dence. This increase in conflict and discussion of parenta
in part due to some of the cognitive

ruies ikely emerges
and social changes in adolescents that were discussed car
lierin this chapter. Finafly, (@) there is 2 waning of parental
influence as adolescents become more independent and
aiso are more influenced by rheir peers, Parents’ infin-
€NCe remaing strong in many areas of adolescents” lives,
however, and positive refations hetween parents and their
adolescents have many beneficial owtcomes to both par-
2002y,

there fas been

ents and adolescents (Steinbery & Silk,

since the st edition of this handbook,
amajor debate within the feld of developmenal psvehol
ogy about how much influence parents indeed do have
on their children. Harris (1995, 1998y argued that genel-
ies, peers, and the broader culture have a much stronger
role in children’s development than do parents. Similar
arguments have been raised by some behaviorad geneti-
cists (see Rowe, 1994). Reseurchers who study children’s
socialization have responded i effective wavs 10 these
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arguments, documenting ways in which parenis indeed

e huve imporant influences in o variery of aspects of
their childeen's Bves, including their overall psvchologi-
cal adjustment and various educational cuteomes (e.g.,
Collins, Maccoby, Steinberg, Hetheringion, & Bormstein,
2000; Sreinbury & Sk, 204820, This debate served an in-
vortant tole in sharpening socializaion rescarch designs
and interpretations of research braring on the issue of the
degree of parental influence, and specifying more clearh
the kinds of mfluence parents do have on different ado-
fescent outcomes,

As discussodin the previous edition of this Handbook
and by many cthers, parenting sevles have long been
major (opic in the purcit sockilizaton Hieraure, Bauny
ringd (1971, 1978) identified four major pareniing styles
(.., authoritative, suthoritarian, permissive or induaigent,
andd indifferent), and she and others have disoussed their
implications for children and adolescents development,
As Steinberg and Silk Q20023 noted, these styles vary on
dimensions of control and emotional warmth, with ke
authoritative sivle having the best blend of adeguate con-
trof over children along with support of their avtonomy,
and provision of emotional warmth. Ia studies done in the
Unnited! States, authoritative parenting stvle has been asso-
ciated with many positive psychological and educaiional
inchuding school achivvement (Steinberg &

This also appears to be the case in other
commries and coltures, although there s evidence that
the nature of these parenting styles differ across culiure
and relate in different ways o imporant child outcomes
such as achievement (Chao & Tseng, 2002y, For instance,
in Asia authorittive parenting does not relate as clearly
to children's educational achievement.

Work on parenting in different groups within our coun-
try and in different cultures has increased greatly over
the past 14 years (¢.g., Chao & Tseng, 2002; Garcia Coll
& Pacluer, 2007; Ii;uwnod, Leyendecker Carlson, Ascen-
cic, & Miller, 2002 McAdoo, 2002), as has work on family
structural variables and parenting, Vhere ave stmilarites
but many im-

QULCOIRCeS,
Sk, 2002).

dcross hese groups in practices and styles,
portant differences as well, both within and across ethoic
groups. Because of space Hoduations, we can only men-
ot a few exanmples.

Authoritative  parenting s more  Common
Buropear-Aaerican parents than among parcits i some
other ethnic groups, likely reflecting differcnces in culb
tural beliefs and values abowt appropriate parenting
(Garcia Coll & Pachter, 2002; Harkness & Super, 2002).
Latine children appesr to be more family oriented than
Buropean sAmerican children, wud more likely (o Hyve with
ed _f';%miiim (Harwood et al,
v o1 family inter-

AMONG

members of their extend
2002). Marry Astan parents focus strongt
dependence, and also appear to be more controliing in

hildre:

interactions with thes

Pseng, 20023 More broadiy, cthinks mibnority paronis ;ziso
have o decide how o weach thelr Jlilideen abows race,
aned prepare them for i Foracism and dis
ination they fikely will cnoc
profoundly alffect these ohikdeen’s motivation ancd achieve-
mnent (McAdoo, 20402
Iie
prct of poverty on pareniat effectivene
poverty adds steess to ves i Samilies that can é.‘é"i;'iil”r_“
pravent-child o &
Brancan, 200Z; "f( Lovel, FOUG) Inadditon, with f * L
ber of single-pagent familios In this country im)rg:zsing
dramatically. rescarchors also have looked ot how living
The stress
chiibd rela-
these

ey e i
Arvelineg tha

searchors afso have examined more

shasions i ;anpuizm“ﬂ WY {1;635‘. [k

in single-parent bonws ffuences adolesceas,
of divorce and separation often disrapts pareng-¢
tions and other child outcornes at beast indtially.
(Hetherington & Standey-

disruptions can be overoisne
Hagan, 2002}

Dring adolescence parents continue 1o be concemed
about and infhaence adolescends’ school performance in
different ways, anc
eral of these influences, Fest, pareats of childeen from
many different cthrac groups and backgrounds continue
to see schooling as the prirmary way for thele cidldeean to
s dn this society, and hope and cxpect that
Second, parers’ specific

we close this secton by noting sev-

achieve succe
their children will go to college.
beliels about their adolesconts” abilities, skills, andicharac-
teristics iflucnces adolescents” own selfbelicts, porfor
mance, and choice of which activitics to pursue (Blecker
& Jacobs, 2004: Eccles, Adler, & Kaczala, 1982 Heller &
Ziegler, 1996; Jacobs, 1991 Blecker and Jacobs found
that mothers’ predictions abows thelr seventh-goads chil-

dren’s success ina mathemutiororicnied career predicred
their maih ability elicls in renth grade, and mnth/science
carger efficacy during thelr middle twenties (alibough
this relationship was mediated by adolescents” own be-
liefs). Mothers' beliefs abour Chiideen’s ability were an
especially strong predictor of thele daughters” chotces of

a math or sciencs careern

Third, we noted eaclier that relatdons between surends
and adolescents beooe more distara at adolescenor, and
that this is in many vi A nataral progression as maost
adofescents do desire more autonomy in iheir lives, One
area in which this can be problematic is parents” involve-
ment in adolescents’ schooling,
involvement in schooling show that it s higl
hav{Beckes &
Although adel

sost studies of parenial
bin ele

meentary school, and drops oft ak
1995, 204125,
must kearn o control their own achicveme:
and often wanl their pare
schooling, parents’ continulng involvement in
dren's education helps 1o ensuire their suces

Sanders & Hpsein,

cnts to be less um,hmi Hi Their




and school HRproveTnend Programs often inchede parent
involvement as & major component (Comer, 1 OB&: NRC,
2004). Parents’ decreasing involvement in school likely
reflects their adolescents” wishies 10 a degree, but also
may reflect the characleristics of secondary schools them-
celves. As will be discussed, the larger and mose horeaw
cratic secondary schools that parents encounter may be
ome involved in than neighborhood-

more difficult o
hased etementary schools. However, many successful sec-
ondary schools encourage continued parent involvement
i a variety of ways, with benefits for students (Sanders
& Epstein, 2002).

In swomary, relations between parents and adoles
cents change i bmportant ways refative to relations of
pareats to their younger children. These changes, often
portrayed as routinely negative in the media, pose chal-
tenges for both parents and adolescents, bat in many cases
are handled well by both groups. Further, parenis con-
tinue to have a strong inflaence on adolescents’ develop-
ment both in and out of school, and parents who pro-
vide their adolescents with structure, autonomy support,
and emotional suppart help the adolescents negotiaie the
chalenges of this time period successfully.

SCHOOL TRANSITIONS AND ADOLESCENT
DEVELOPMENT

As we hope is clear from our review to this point, very
few developmental periods are characterized by so many
changes at so many different fevels as adolescence—
changes due o pubertal development, cognitive devel
apment, soctal role redefinttions, and clunges in pecr
and parent refations. We discussed that children facing
multiple transitions and stressors are ag greater risk for
these negative cutcomes. Here, we consider two major
school trapsitions that most adolescents experience, from
elementary to middle school and middie schoot 1o high
scheol. The middle school transition has received most of
the attention, and researchers (e.g., Eocles, 2004; focles
& Midgley, 1989, Midgley & Edelin, 1998) have stated that
there is a nrismatch besween the developmental needs of
early adobescents and the school environrments that many
curly adolescenss experience (see also Beoles et al., 1993,
and Wighield et al.. 1996, 1998),

The Middle School Transition

Fraditional fundor high schivols and middle schools ditler
Structurally in important ways from elementary schools,
Most junior high schools are substanually Jarger than
c:lemcnt;ury schools, because they draw students from

several elementary schools. As g resudt, studens’ el
ship networks ofren are disruptod as they attend classes
with stuckenrs from several ditferent schools. Studenis also
are likely 1o focl more anonymous because of the farge
size of many middle schools, lnstruction is likely 1o be or-
ganized and twoght departmentally. Thus, middle schoot
ferent groups of stu-

teachers typleally teach several dif
dents each day and are unlikely o teach any purticulay
students for more than 1 year This deparimenal struc-
ture can create anumber of dificultes for students, Oneis
that the curricuium often is not integrated across diffvrent
subjects. A second is that students tepically have several
teachers each day with little opportunioy o interact with
any one teacher on any dimension except the academic
content of what is being taught and discipiinary issues. It
is becoming increasingly clear that caring relations wwith
teachers are very important to adolescent development
(Wentzel, 200020, Finally, as meationed, family involve-
ment in school often declines daring the middle schioo!
JEars.

Researchers also have discus
junior high schools and middle schools, classroom and

= how in tradivional

school environnenis emphasize mastery goals and in-
trinsic motivation less and performance goals more (An-
derman & Maehr, 1994; Eccles, 2004; Maehr & Midgley,
1996; Midgley, 2602). juch shifts also can contribute to
the decline in stundents’ academdc competence beliefs,
interest, and intrinsic motvation discussed carlier. The
major kinds of changes that have been discussed inchude
changing asuthority refationships berween teachers and
students with authority issues becoming more salient, use
of whole-class instruction and between-classroom ability
grouping, decreases in teachers’ sense of efficacy to reach
alt siudents, and stricter grading oritedon (focles et al,
1998 Roeser, Focles, & Sameroff, 1998, Wigficld & Ee-
cles, 2002a). Finadly, as noted peer networks are disrupted
when children change schools. Many times [ricnds are
separated from one another and i takes some dme for
children to reestablish sockal petworks, Such disruptions
could influence children’s academic maotivarion as well
(Ryan, 2001).

In summary, traditional junior high schoots and mid
die schools bave a variery of organizational characleristics
anxdd classroom practices that can have negative effects on

students’ competence beliefs, mastery goals, and intrine
sic motivation for learning. Bocles and Midgley (1989)
argued that a main reason these pracuices have 4 negative
impact is that they are developmentally inappropriate for
early adolescents. Ar g tme whess the chiildren are grow-
ing cognitively and emotionally, desiring greater freedom
and awtenonty, and focusing on social relations, they ex-
ibed, which

perience teaching practicss Hke those de
do not it well with the developmenial characteristios of
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carly adolescents. Theretore, for muany carly adolescents,
these practices contribuie to the negative chiange in st
denis’ motivation and achievementrelged belicfs,

Middle School Reform Efforts and Student Motivation

Based in part on the research showing declining studemt
motivation and achievement during middle school. thers
have been a variety of proposats for reorganizing middie
schools, and schools across the couniry are implement.
ing these changes (Carnegic Council on Adolescent Pre-
velopment, 1989; Clark & Chode, 1993 Irvin, FO02; Mac
Iver, Young, & Washburn, 2002; Midglev & ldelin, 1998).
There is growing consensus about wlat kinds of changes
should be made in middle grade schools (Lipsitz, Mizeli,
Jackson, & Austin, 1997). One structugal change adopted
in many school districts has been 1o move the transi-
tion to middle school from after to hefore sixth grude.
This change on its own accomplishes Hitle: what is more
wmportant is changing school organization and instruc
tional practices in svstemaric ways (Mac Iver & Epstein,
1993). Both the Carnegic Council an Adolescent Devel-
opment and the National Middie Schools Association have
made recommendations for how middle schools should
be changed. The broadest goal of these recommendations
is to provide developmentally appropriate education for
early adolescents { Wigfield & Eecles, 2002a).

There ure a number of important ways in which these
recommendations have been implemented in different
middle schools. One is replacing department structures
with teams of teachers working with the same group of
students. This practice allows groups of teachers to spend
more time with the same group of adolescents, thus get-
ting to know them better. It aiso aflows for greater in-
tegration across the curriculum. Teachers serving as ad-
visors and counseiors have become more prevalent, so
that adolescents can develop relationships with adubes
other than their parents. To create smaller learning com-
munities in oftendarge middle schoals, “schools within
schools” have beea created, in part through the teaming
approach just discussed. This is particutarty likely to oc-
cur for the youngest group in a middie school, be they Sth
graders, 6th graders. or 7th graders. Cooperative learning
praciices are used more frequently. in part o reduce the
use of ability grouping or tracking.

Felner, Jackson, Kasak, Muihall, Brand and Flowers
(1997) reported systematic evaluations of schools imple-
menting fully the recommendations from the Carnegie
Council, comparing them with schools implementing
the recommendations to a degree and not at ali. Felner
etal. obtained measures of students achicvement, school

attitudes, and behavior problems. Pecliminary dnalyses
indicate thar schools in which the implementation g
been fullest bave higher achieving students. Studente in
these schools report higher selitestecm and fevwer WOr
ries about bad things happening w them in schiooks, and
teachers report fewer behavior problems. These results
provide encouraging suppont for the efficacy of the re
form efforts. One crucial poitd mnde by Felner et al, is
that comprehensive reform is whar is needed, Schoois in
which one or two of the recommendations have Been

tmplemented, or schools in which the implementation of

several reconumendations has proceeded sfowily

L have not
been as successhul,

In semmarizing middle school reform effors, A’!’idgA
fey and Bdelin (1998) arqued that many midddle schools
have improved the climate of their school, particularly
relations between teachers and students, but fewer have
changed their instructional peactices. They argued for the
need for both kinds of changes 10 occur in order for re-
fornt to ocour more completely and therefore. for adoles.
cents’ achievement and motvation o improve,

The High School Transition

Work on the transition to high school is increastng, and
the existing evidence sageests quite similar problems as
occur in traditional middle schools (Lee & Smith, 2001
Mac Iver, Reuman, & BMuain, 1995 NRC, 20094, For ex
ample, traditional high schools are typically even lager
and more bureaucratic than junior high schools and mid-
dle schools. There is little opporwnity for students and
teachers to get o know each other and, likely as 2 conse-
quence, there is disirust between them and lidde attach
ment to a common sct of goals and values. There is also
little opporrenity for the siudents to form mentorlike rela
tionships with a nonfamilial sdult, and litie effort is made
to make instruction relevant to the students. Such envie
ronments are likely to further undermine the morivation
and involvement of many studonts, especiaily those not
doing particularly well academically. those not enrolled
it the favored classes, and those who are alienated from
the values of the aduits in the high school (NRC, 20¢ )Y,
Muay adolescents begin doing more poorly academi-
cally in high school, which has 4 strong impact on their
engagement in school Roderick and Camburn {1990
documented the increases in failure rates amaeng Chicago
public high school studenis (particularly minority stu-
dentsy, and how eurly fulures in high school strongly
predict later poor pesformance. Other srudies of ethnic
minority youth document the negative im pact of alien-
ating and noniaclusive high school practices on school

i




engagement and achievement of students of color (2.2,
Dgrli:}g-{'{azmmm(f. 1997 Ferguson, 1998).

Most large public high schools also orgamize instruc
ton around carricular tracks that sort students o dit
ferent groups, although this appears to be changiog ®
jeast to a degree (NRC, 2004). As a result, there is even
greater diversity in the educational experiences of high
schoolb students than of middle grade students. Unfoime
nately, this diversity is often associated more with the st

dents’ soctal class and ethnic group than with differences

in the students’ walents and jnterests (Lee & Brvk, 1989,
Lee & Smith, 2001). Curricular tracking has served (o re-
inforce secial stratification vather than foster optimal ed-
wcation for all students, particubarly in krge schools (Lee
& Bryk, 1989; Lee & Smith, 2001). Both lee and Bryk
(1989) and Lee and Smith (2001) docomented that av-
erage school achievement levels do not benefit from this
curriculsr tracking, Quite the contrary, evidence compar-
ing Catholic high schools, which track less, with public
high schools suggests that average school achievement
levels are increased when all students are required 1o
take the same challenging curricnium, This conclusion
is truc even afier one has controlled for student selectiv-
ity factors.

High School Reform Efjorts. As at the middle-school
level, there are cfforts across the countey aimed at re-
forming high schools to promote student engagement and
achievement (see NRC, 2004, for summaries of 2 number
of these efforts). These reform efforts vary, but many are
guided by principles such as (o) having high and consis-
tent standards and expectations for all students; (b) cre-
ating fearning communities within schools and SITOnger
personal relations between teachers and students so that
adolescents feel connected o their schools; (O creating
Curricula that students find meaningfud and engaging: and
by Promoting family and comm unity imvolvement in the
schools. The NRC (2004) provided a set of recomumenda-
tons for further high school reform that includes many
of the suggestions just Bsted, and others, including the
strong suggestion to do away with tracking and ability
Brouping to the largest extent possible. Unfortunately to
date there is not extensive research evaluating the clfee-
tveness of these reform efforts with respect to student
iﬁ‘ﬂl‘lliﬂg_{, engagement, and adjustment, but studics are un-
Fierwuy to provide these evaluations, and prebiminary ev-
idence is promusing (NRC, 2004). As successful reform
tfforts are validated, the next challenge will be “scaling
UP" successful reforms 10 larger settings. The process of
Scaling up is very comples, however, and much remains
t0 be learned apout how to do so effectivety,

5. ADOLESCENCE = 103

Leaving High School Barly: The Problem
of Dropping Qut

We reviewed the research on decision making that shows
that adolcscents’ developing cognitive skills do not nee
essarily transtate into betrer decision making in different
arcas in thedr Bves. Gne mgjor difforence between mid-
dle school and high school is that thees are many maore
socil and educational choiees available to high school
students. choices that can have both positve and nega-
tive consequences, The educarional cholces students face
mclude the kinds of classes they will continue to take
iz high school: for example, whether 10 foous on acs-
demically oriented or vocationally orfented courses. Such
choices have the potenual o increase student engage-
ment and learning, as srudents choose arcas of study in
which they are interested and have the comperencies o
succeed.

A more fundamental educational decision is whether
or not 1o stay in school ac all, In middie or junior high
schoo! students can disengage from school by not trviag,
acting out, or being truant. However, they still are re-
quired to be in school. At age 16, studenis can make the
decision to leave school. and unfortunately, many choose
to o so. Nationally, approximately 75% of adolescents
graduate from high school. This overall number masks
huge differences across different groups of adolescents,
however. About 50% of Africtn-American students grad-
vate and 34% of Latino students do so. Within these two
groups there are steiking variations depending on where
the adolescents Hve and which schools they attend, with
graduation rates dropping below 40% for students insome
big cities (NRC, 2004,

Entwisle (1990) reviewed the work that has exam-
ined the characteristics of students more likel 1o drop
out of high school (see also Rumbergern, 1987). These
characteristics include students with lower ability, those
who achieve less well, those from poverty backgrounds,
those who begin working too early and work o many
hours while tryving to go 1o school, and gitls who becone
pregnant, Entwisle pointed ouf that there are inadequate
prospective studies that can be used 1o tdentfy which
children will be most likely to drop cut. Work that s avail
able, however, suggests that students doing poorly when
they are in elementary school, exhibiting serious behavior
problems in school, and being truant on a freguent basis
will be more likety 1o drop owt of iigh school. Finn (1989)
discussed how these problems often are terrelated. Une
derstanding the factors related o dropping out certaindy
is important. However, Rumberger (1987) argued for the
aeed o understand the processes refated to dropping out
better, rather than just Bsting faciors associated with the
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problem. In beginning to address that issed, Finn (198Y%)
argued for a purticipaton-idensificaion modelof d the drogy
out process, stating that stedents who participae fess in
acadene andd nonacademic activities i school (beglr
aing in elementary school) will identify less with the wd-
by Lo deop

acational process, and ultimately be more ke
out of schiost

As puart of pardcipationddentication proces
pointed to the mportance of valuing of school, a con-
struct we have discussed extensively in this chaprer aud
cliewhers (e, Wigheld & Booles, 1992, 2002h), From
our research, we know that students who do net vilue
1o opt out of muth when
cnts” specific

5, Flon

mathenuitics will be more likely
they no longor have o wke it Do adoles
achievement values refate 1o their bigger decision about
dropping oul orstaying in school? Assessing students’ pa-

eukar subjective values aad other aspects Of o vation
over the schiood vears may help predict which stadents
will become disengaged from school, and could provide
a hetter model for how students” achiovement-reiated be-
Fefs influence teir decisions o stay i or keave school
(valterand, Fortier, & Guay, 19973 Most res archicrs €3-

amining how students’ beliels relate o dropping out of

school have focused on students’ general seif-esteens, 2
construct that niay be too broad to have much predictive
utility in explaining specific dectsions such as dropping
out of schoot.

We have been discussing dropping out of school as 4
decision: however, many students likely dritt into drope
ping out of school rather than consciously deciding to
do so. That s, e circinnstances of their lives might be
such that continuing 10 go to school would be very dif-
ficult. Fhese cireumsiances include the economic pros
sure many poor students face, discriminaton, and poor
schools, to name just a few. These cireumstances likely
play a major role o influencing scme students to drop
out {Fian, 1989, Rumberger, 1957,

Of course, one of the major outcomes of dropping out
of sclrood bs that it seriously limits the adotescent’s chances
of ohitaining 3 wellpaving job (MRC, 2004). Not only do
individuals who drop out lose potential earnings, but sock
ety often has (o provide more extensive social scrvices for
dropouts, broause they often are more likely to engage in
some or all of the problen behaviors that MoCord (199
discussed. Although receiving a high school diplomu may
alieviaie some of these problems, unfortunately in today's
society a high school degree no loager ensares reasonable
jolr prospects. Whetl our society wis an industrial soci-
ety a high schoot diploma odien wus enough to guaranied
aocess to reasonably wellpaving and secure jobs, As we
move furilier 1o a postindustrial sociery that no longer
15 the case; indeed, some students now may be dropping
out of high school because they realize a high school

dinloma will not mean pauch o fhan 6 woof job

}3[‘{}55){,1{{5"

In their chapter for
Wigheld ot al. (1990) ©
peen kearned abour diffe
logical, cognitive, and oth
cemamed (0 e done. They noted i particulay the noeed
scent development i the

1 asprecs uf adolescents’ Dio-
artonal developmient, much

(o do more research on adole
different cnliaral and eibinic groups in our society, They
also called for more work on the high school transivon
and its Bmpact, to comploment the larger body of work
on the middle school tapstiion. There now is 4 growing
Hrerature on these topics,

Perhaps we can now sxy thit rescnrch on adolescont
development is entorag jts own adolescence. We have
o 1996 about biclogionl, copmdrive,
and motivasional (écva:hrg‘;marm. ﬂ%ii‘iﬁ” this oritical dovel
opmental period (see Lersor & Sleinborg, 2014y, The-
oretical models of adolescent ﬂm‘(:iugszni;m i different
areas camphasize even more cleardy both psychological
processes and the influcnce of contexts in which ado-

learned much sux

'

lescents develop. As we Bope is evident in this chapier,
much has been learned about adolescent developsuent
in different cultuea! and cthnlo groups b our society,
an accomplishment dhat is partdeulaly  nowworty.
Clearly there s such more to be done in this area,
s has been substantal, Studies of adoles-

bt the progre
cents from differn
tinue to provide important tesis of the genesd lizability of

ent groups have provided and will con-

o theoretical models of different cognitive and moti-
vationad processes, helping 16 refine and sharpor thess
maodels,

W are encouraged that there have been importud
yoethodotogical and statistcal advances f allow us o
study adolescont development in richer and more mean
ingful ways. A number of the studies dis
chapter are using these z‘;u.:'zh(x.!vl('wia-s The growing

e i this
{
cus on mudtiple methods i s . particutarty soud-
v and {;uaﬁmumaf methods are

o

«5 combining qualita
providing a richers understanding of adolescent develop-
ment (e.g., Turner ot al, 20023 Agayses of longterm
change in ti‘;( growth curves of different characieristios
also help us unedersiand the total piciure of developmoent
across childhood and adolescence {e.g., jacobs et al,

2002, Walt, 2004y, HLM is allowing rescarchers to ad

i

dress casefully influences of cifferent sources of variaton
in the outcomes of educational and Eervention studies,
which should lead 1o a betier undersstanding of ihe el

fects of these interventions as well as Improvements I




them {(MacIverctal, 2002), Soructural cguation modeling
techniques also continue to advance (Guay et al., 2003).
These new and cvolving methodologies provide power
ful tools for the next gen syation of research on adolescent
developmest,

With respect o sehool reform efforts, progress has
been made in middie school reform, but it remains spotty.
As evidenced by the volume published by the Natonal Re-
search Council (2004), suggestions for high school reform
increasingly are on the nationat agenda. Like others (Deci
& Ryan, 2(}(}2) we are concerned that the recommenda
tion; for reform coming from researchers doing the -
portant work on changes m cognition, learning, and mo-
tivation (and summarized in places like the NEC book)
often are at odds with policies adopted ac the national
level, particufurly those policies emphasizing assessment
as the driving force in education, We researchers need o
fnd ways to conumunicate our findings more effectively,
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