ons. Brain a®id
sical Review, =4,
ont regulatiorl in

al coganﬂ and
williams (Eds),
al Sciences Edu-

1, T. (1973)- i ow
is thinking: hat
ory and resea T ch:
nan Ppecision Fro-

- fMRI and EERP

Press.
Jturation rate and

sn., Develop® ental

canting a-ility

11’1 nu=>

39657
l domdlﬂs i ETon-

yontal Jobe furzction

P

,2007) Prchlw alin-

in adolescene <. De-

Chapter 4

SOCIALIZATION AND SELF-
DEVELOPMENT

Channeling, Selection, Adjustment, and Reflection

Jari-Erik Nurmi

INTRODUCTION

Adolescence is a crossroads from childhood to adulthood. Childhood experiences and
biological characteristics are transformed into interests, competencies, and self-beliefs
and begin to play an increasingly important role as the adolescent starts to make his or
her way toward adult life. This development is channeled by a variety of opportunities

and constraints inthe adolescent s social and institutional environments: Not allis pos-
sible, but man y things are. Qut of these alternative pathways the adolescent has to se-
lect the ones that appeal to him or her, or, in some cases, to significant others Not
everything is attained, and surprises are part of the game. Therefore, ways to deal with
problems and unexpected events are developed. Along with these efforts and adven-~
tures, adolescents begin to know themselves and to make reflections about who they /‘/
are, are, Young people are not Alohe i fheir efforts, Most of them live with their parents but
spend increasing amounts of time with their peers and friends. In these relations, ad-

vice is given, interests raised, goals negotiated, solutions compared, and outcomes eval-
uated. The aim of this chapter is to review what is cur rrently known about the ways in

which adolescents make their ways into adulthood. |
Adolescents face two broad chaﬂenges durmg the transiti

%fmi
is clble to make s or her living in the society and economic system. This developmental 1 ¢,
trajectory consists typically of a complex set of decisions concer ning schooling, educa- %‘g 5\ S
tion, and career. In turn, entrance mnto the reproductlon domam includes a pattern of se-. W”j_g
quential commitments to romantic relationships, building up intimate relations, found-

ing a family, and taking care of children. Although there is a lot of variation in how these _ |
{wo broad ehallenges are approached, dealt with, and solved, these seem to be the key
Chaﬂenges in all cultures and societies. The reasons for this are simple. When adolescents

wﬁww_
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participate in these two processes, they become the agents in t he reproduction of the so-
ciety, its economy, and its way of life (Nurmi, 1993). Moreover, working through these
two general challenges builds up a basis for the adolescent’s individuation from his o
her childhood family, as well as for his or her entrance into adult life and identity.

An increasing amount of research has been carried out on adolescence during the
past two decades. The majority of the studies has focused on examining adolescents’
behavioral characteristics, parental behaviors, or some other seemingly objective fea-
tures of adolescence. This research has provided important information about how
adolescents behave in many environments and about how this behavior changes with
age. Much less research has been carried out on how the adolescent’s mind works and
the kinds of consequences this adolescent psychology has for young peopie’s further
development. There are, however, a few relevant topics examined in the field of adoles-
cent research, such as self-concept, aspirations, coping, and identity. Some more recent
topics that are becoming popular in personality and social psychology are personal
goals, social strategies, problem solving, causal attributions, and identity farratives.
THEse Topics have also begiifi t6 Bain Hereasin g attention in adoléscent research.

In this chapter I review research on how adolescents’ minds work as they move to
adulthood, that is, what they think and feel about their lives as adolescents, what kinds
of interests they have, the kinds of tools they develop to deal with the challenges of ado-
lescence, and the ways in which they make stories about themselves later on. When re-
viewing this research I used a few principles to make scientific generalizations of the
empirical research. The first principle is that before we make any generalization about
the findings, they should be replicated. Second, the source of the information on which
the results are based is considered. In some cases, such as parenting, information from
both parents and adolescents is a valid source of information. However, when the in-
terest is in a particular person’s thinking, such as the mother’s educational goals for
their child, the ways in which the adolescent perceives his or her mother’s goals is a sec-
ondary type of information. Finally, the direction of influence is the key issue in devel-
opmental psychology. However, it is difficult to deal with because experimental re-
search and intervention studies are rare. The major way to get evidence fo
in developmental processes Vi;s‘t‘g_‘;;sj;g_rosggg ed IQ}}git:_: """"""""""
sible ~ontrol the previous level of the dependent variable before examining the later

sible

“impacts of the independentvariables ot the dependent variable.

A typical approach in review chapters such as this is to focus on one particular well-
defined research area and to exclude other topics. This approach may be problematic
for two reasons. The first is that researchers typically develop different kinds of con-
ceptualizations to deal with more or less the same phenomenon. Focusing on one con-
ceptualization only would mean, in fact, that not all important findings for a particu-
lar phenomenon will be reviewed. Consequently, the aim of this chapter is to search for
the similarities across a variety of conceptualizations rather than to concentrate on an-
alyzing differences. Second, when focusing on one relatively narrow phenomenon and
arelated research paradigm, thereis a danger of losing sight of adolescent development
as a whole. In this chapter I make an effort to integrate research oft adolescence under
a few umbrella concepts in order to provide a more holistic view of the young person.

In order to attain this goal, I Mirst present a view in which adolescents’ socialization
. terms of four mechanisms: channeling, selection, adjusiment. and
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cause other chapters in this Handbook focus on the
the interpersonal context for adolescent developme
future research directions and methodological issu

m. The role of family and peers as

ntis also considered. Finally, a few
es are discussed.

CHANNELING, SELECTION, ADJUSTMEN T, AND REFLECTION

During the adolescent years, an individual moves from being a member of the parents’
family to a full member of society. This development

anisms (Figure 4.1): First, adolescents grow up in ch
their developmental trajectories. A variety of Socioc
institutional structures, and historical evernts for
change rapidly from one age period to anot|

institutional structures define ap""cipportﬁ’ﬁity space’for the adolescent that chanxnels his

or her future-oriented motivatis s-thinking, and-behavior. Second, as suggested by life f
span theorists (Brandstadier, 1984; Lerner, 1983); adolescents are not passive targets of /

environmental influences; rather, the)én ecitheir developmental environments and fu- \
ture life paths. Many psychological meehariisms are responsible for this selection: Mo
tives, interests, and personal goals direct adolescents’ exploration, planning, decision

making, and commitments and lead thom to speoiﬁcﬁeﬂdu}cat’i@gi tracks, peers groups,
and le gggc;wgvigies Third, as a consequence of their efforts to select the direction of
}Qggjiy@s, adolescents end up @Eﬁ?@peciﬁé outcomes and receive feedback about

their successes and failures. Feedback about developmenta;ﬁ@g;goxmes, particularly
about failures and negative events, requires that young people\adjiis eir goals; plans,
sfully with the future challéfiges of their develop-

is characterized by four key mech-
anging environments that’ nel
ultural factors like cultural

eliefs,

d to another MQ urmi, 1991). Such sociocultuzal and\,

WA

thinkingin order to cope succes
mental trajectories. Many psychological mechanisms, such as re\constr__yc}jpn of goals,
coping, and causal attributions, are responsible for this adjustment. Finally, after re-
c:\é“i“{/?ﬁg;ﬁforma%ﬁ abouf the ouicomes of their éffor‘tg;g,aqgending up in a particular

life situation and social position, adolescents typica.llyi’ﬁeﬁé‘ét about & variety 6fissiies
. . A . .
‘concerning th@mskclyesand theirlives: They construct c%n*c‘“eptuahzaﬂons about them-

selves and tell stories to their parents and peers aimed at building up a coherent per-
sonal identity (Figure 4.2),

Channeling: Developmental Tasks, Role Transitions, and Institutional Careers

Adolescents grow up in environments that consist of a variety of social expectations set
by their parents, teachers, and peers; many demands and standards are defined by so-

Channeling == Selection = Adjustment == Ref]

Figure 4.1 Channeling, selection, adjustment, and reflection.

m such eﬁvironment‘s, which also/ e:_;fiﬁf“%




88 Socialization and Self-Development

Reflection

4

Channeling _J

Figure 4.2 Channeling, selection, adjustment, and refiection in sociocultural and interpersonal
environments.

cial and institutional sources, such as school curriculums, coaches, and classmates; and
a variety of opportunities is created by educational systems and the economy (Figure
4.2). It has been suggested that these age systems are important for adolescent devel-
opment because they create predictable, socially recognized road'maps for human lives
(Hagestad & Neugarten, 1985). :

One major feature of such environments is that they are closely related to a person’s
age. Parental expectations, educational standards at school, and opportunities for ed-
ucational decisions, for example, change from one age to another. Although these kinds
of age-graded environments are in most part similar to adolescents of a particular age
living in a certain society, they also differ along many factors, such as gender, social
stratum, ethnic background, and family characteristics. Per“éﬁé'bébéuée;’rbj 1,
mﬁ?ﬁholoﬁists interested in adolescence have been committed to individuals’ thinking
and behavior, they have often overlooked the role of such environmental structures.

These age-graded differences in individuals’ developmental environments have been
described in the life span theory of human development in a variety of conceptualiza-

tions. These are discussed next.

Developmental Tusks

The first concept used to describe age-graded contexts was that of the developmental
task. The concept was introduced by Havighurst (1948), who defined it as “a task which
arises at or about a certain period of time in the life of an individual, successful
achievement of which leads to his happiness and success with later tasks, while failure
Jeads to unhappiness in the individual, disapproval by the society and difficulty with
later tasks” (p. 2). Havighurst’s original conceptualization of the origins of develop-

maturation, and personal values and aspirations.
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According to Havighurst (1948), developmental tasks consist of normative expecta-
"”‘f"é“quememg't“d“d’d’""“o"‘r““‘é“’c’iﬁi’é”%’"é"‘é6ﬁiétﬁiﬁ§”§f’§"‘éEfféiiﬁ age. Even though key
sk such as worky 1 "ggmquljgttigns’hiﬁ’s;""and"ideology; are the’same
Ffferent lfe stages are characterized by different tasks, Develop-
‘”fﬁ?f{tgfa'sﬁg‘ﬁé?inéfﬁagwgéféf é’"’;{%"szi?‘;{g}&mpﬁéi ahavior and about outcomes that
are interpreted as a successful way of handling a specific task. Similarly, these tasks
consist of beliefs about inappropriate behavior that is evaluated as a failure. The infiu-
ence of developmental tasks on individual thinking is mediated by the behavior of and
feedback from other people, such as parents, peers, and}eachers.
Typica developmental tasks for adolescence mclue,a?:?nw&ng mature relationships
with peers and forming a sex-role identity, prepaﬁng"for marriagé and family life, achiev-

ing emotional independence from parents/and preparing for AN €CONOMIC Career, in- 7
P . H g i o i . . s
cluding planning education. Tasks for early adulthood include finding an occupation,

selecting a partner and starting a family, rearing children; and finding a congenial so- © ‘
cial group (Havighurst, 1948). Although Western sotieties have changed substantially pM
during the last few decades, morte recent descriptions of developmental tasks are very 4
similar to those of Havighurst (.g., Strough, Berg, & Sansone, 1996). A

Role Transitions

In the decades since Havighurst’s (1948) theory, similar conceptualizations have arisen.
For example, Neugarten, Moore, and Lowe (1965) considered how gge norms and so-
Q%menstraints indicate a prescriptive timetable for ordering major life events. According
to them, g@wciocultural patterns operate in a society as a system of social controls.
On the basis of these normative beliefs, D ples betaviots at a certain age can Be te-
seribed as early, late, or on time. Two decades later, similar ideas
as role transitions and developmental standards (Elder, 1985). The conceptual differ-
entiation between normative and nonnormative life events suggested by Baltes, Reese,
and Lipsitt (1980) also emphasizes the importance of age-graded lifescourse patterns.

Institutional Careers

Most of the conceptualizations concerning age-graded environments have focused on
normative structures and cultural beliefs in certain societies. By doing so, they have over-

looked the fact that age-graded changes in _jggfg@_‘gg?oﬁa}ggtﬁg{{ls alﬁgglgy,,gnimp‘g;;g@&gt
1 age-related tracks that in-

role. For example, sq@ggliggﬂanﬁ"ﬁngggggal systems fort
Tuence individuals” behavior and decisionsug%m'a;?‘;;ﬂeczﬁv age. These types of changes
have been described earlier in terms of institutional careers (Mayer, 1986}, tracks
(Klaczynski & Reese, 1991), and action opportunities (Grotevant, 1987). The major
feature that distinguishes these concepts from developmental tasks and role transitions
is that they are based on specific institutional and organizational, or even legal, struc-
tures, rather than on cultural beliefs. During adolescence individuals are faced with

many institutional transitions, particularly in the domain of education and work.

Selection: Goal Construction, Planning, Exploration, and Commitments

Adolescence is characterized by many challenges, demands, and options (Caspi, 2002).
Because of this variety of opportunities and restricted individual resources, such as
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Table 4.1 Channeling, Selection, Adjustment, and Reflection Mechanisms in Terms of Previous

Research
Channeling Selection Adjustment Reflection
Developmental tasks Personal goals Coping Identity
Role transitions Cognitive strategies Goal reconstruction Self-concept
Institutional careers Problem solving Causal attributions Self-esteem
Anticipations of life Explorations Narratives
span transitions Commitments
time and energy, adolescents must focus on dealing with some of the future challenges
available for them. This selection process (Baltes & Baltes, 1990) has been described in
hological mechanisms (Table 4.1).

previous literature in terms of a variety of psyc

Goal Construction .

One of the key psychological mechanisms responsible for how an adolescent directs his
f environments is motivation (Nurmi,

or her development and selects from a variety o
1993, 1997). On one hand, a young person hasiggmggg;ymgﬁiyas that are based on his

or her earlier life history and experiences and on a variety. of individuat-eharaceristics,

D OV . . o ,
@{}\,B\‘ —» suchas personality traits a perament. On the other, he or she is faced with a “space
K - of opportunities” defined by the developmental tasks and by institutional tracks (Poole
; & Cooney, 1987). An individual constructs personal goals by comparing his or her in-

dividual motivation to the opportunities available in his or her environment (Nurmi,
is for realistic and attainable goals.

. 1991; Nuttin, 1984). Such comparison provides a basis
| Personal goals then help the individual to move to 2 direction that would satisfy his or
* her individual motivation (Saimela-Aro, Nurmi, Saisto, & Halmesmiki, 2000).
Previous research on adolescents’ and young adults’ motivation and personal goals
arose from three different theoretical frameworks. One 1s personality psychology, in

j“*"f ‘ which many researchers have recently conceptualized motivation in terms of self-

articulated personal goals. For example, Little (1983) described motivation in terms of
g1\ ag

g,g;s@&%}»pgpjegf@% Markus and Nurius (1986) %&QQSSib}E?@Y??g and Nurmi (1991) as
future goals. Despite the differences in terminology, all these concepts refer to personal
: bstract individual motives (Nuttin, 1984), (b) exist

goals that (a) are based on more a
within a system of hierarchically organized superordinate and subordinate motiva-

jev, 1977), () refer to some culturally defined task (Cantor,

1990; Nurmi, 1991), and (d) are realized, *anstmcting different means-end struc-

tures (Nuttin, 1984). In this framework, persﬁnal goals are typically analyzed ac-
cording to the domains of life they concern, é{iﬁhmé'smédiié'éiﬁbﬂ',' work-career, family-
marriage, leisure activities, property, and self—r/ei&1ted~é>iistenti31 types of goals (Little,
1983: Nurmi, 1991). Y

Another line of research on motivation originates from research onadolescents’ fu-
ture orientation and time perspective (Nurmi, 1991). Thinking about the future is as-

sumed to be of particular importance during the adolescent "years because young

people must deal with a variety of challenges concerning the transition into adulthood.
d fears concerning the fu-

ined how far into the future adolescents goals,

tional structures {Leont

Besides interest in the contents ofz}/édoleé""c'e;nt goals, hopes, an
ture, this framework has typically exam

.
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interests, and concerns extend. In addition, the ways in which adolescents think and
feel about their goals have been a focus of research (Nurmi, 1989a; Trommsdorff &

The third line of research on adolescent motivation originates in more applied types
of work that have focused on interests, aspirations, and expectations that young people
have concerning one particular life domain. Typical life domains on which these stud-
ies have focused include education (Wilson & Wilson, 1992), occupation (Roisman,
2000), and family (Jenkins Tucker, Rarber, & Fccles, 2001).

Lamm, 1980).
\ 7

Strategy Construction, Planning, and Problem Solving

Besides personal goals and motivation selection, to be comnleted requires other psy-
chological mechamsms/t(; c,o?a@-\ into work For example, adolescents’ educational ‘
goals need to be Compfemented by\plannmg and strategy construction (Nurmi, 1989a).
Similarly, fulﬁlhng one’s mterests i peer groups and Intimate relationships requires
stratgglalhmklng* (Eronen & Nmml 1999). When people are faced with a challenge or
problem about - which-they 7have some experience, they typically apply some personal
skills that they have previously developed (Markus & Wurf, 1987). However, when
people are faced with new demands and challenges, they need to devise new strategies
(Cantor, 1990; Nurmi, 1989a). This strategy construction consists of settmg a goal as
an anticipated representation ofa hoped-for situation and activation of the %cﬁémara
concermng a particular domain of life, searching for alternative means for goa} attdm-

ment by means of planmng, 1nvestmg effort in the reahzatlon of t‘lese pﬁansg ﬁagg};atmg\
‘Q\-.

Two major - framewoy ve exammed ‘this planmng and strategy construc‘uon
among adolescents. Th ﬁrst pproach focused on investigating the degree to which
young people are involved in decision making and planning in a particular life domain,
such as education (Klaczynski & Reese, 1991) and future career (Blustein, Devenis, &
Kidney, 1989). Some studies have even examined adolescents’ planning simultaneously
in several domains (Malmberg, 1996). These studies have typically relied on straight-
forwg,rd self~report instruments.

Anuuwfg approach has included efforts to identify the kinds of cognitive and behav-
1orﬁ‘i~pﬁf( erns that individuals use in dlfferent situations. For example, Cantor (1990)
described two ) types ¢ of strategies among young people who were successful in college

envnonments . An optimistic strategy was characterized by straightforward striving for
success based on high-outcome expectations and positive past experiences and on the

desire to enhance already-strong images of competence. Typical of students using a de-

1@11&;.3{99@«‘ ' tegy was to have defensively low expectati jons and to feel anxious:

beloT "rrt?e”"‘T’ﬁ"é?éwﬁ'egatwe expectations do not become self-fulfilling prophe-
cies but serve as a protecuve attmouuon al cover and muu v'atGr of the behavior leading
£6 successtul outcomes. Other types of strategles have been associated with poor per-
formance. For example, Berglas and Jones (1978) described self-handicappers who are
typically concerned about potential failure in a particular task and therefore concen-
trate on active task-avoidance in order to create excuses for the feared failure. Another
prototypical maladaptwe strategy is learned helplessness (Abramson, Seligman, &
Teasdale, 1978). Because helpless people iack belief in personal control, they end up
passively avoiding the new challenges and demands that they are facing.




92 Socialization and Self-Development

Exploration and Commitments

Besides construction of goals and strategies, selection of a particular development.
trajectosy includes also searching for information and making personal decisions. F¢
example, process-oriented theories of identity d nt have described identis
formation in terms of two mechanisms: exp A Eommitments Bosma (198:
and Grotevant (1987) both suggested that-adole engage in a variety of gxglg
rational activities and related commxtments that reﬂectt\helr ﬁrsonal values and need

“E)gploratlon and comm1tments may also progress dlffeq/”ently in different hfe domam

\suéh as educa‘mon intimate relatlohshlps and 1de@logy In this approach, identity &

ploratlon and commitments are typléally{neasured as continuous variables in differer
life domains.

Exploration and commitment are widely used concepts also in research focusing o
adolescents’ educational and occupational development. For example, vocational choic
consists of several subsequent stages, such as exploration, crystallization, choice, imple
mentation, and commitment (Harren, 1979). The major interest in this area of researc]
has been to identify factors that influence such career-related exploration (Kracke é
Schmitt-Rodermund, 2001), decision making, and commitments (Phillips, 1982).

Adjustment: Coping, Reconstruction of Goals, and Causal Attributions

In the course of the selection process, adolescents may attain the goals to which the
were aiming. However, this is not always the case. In many situations, adolescents fai
to reach their goals or do not succeed to the extent they expected. Young people may
also face unexpected events that endanger some important aspects,oi thgg\ future lives
When adolescents face problems in goal attainment, they need to@e of theis
previous goals, cognitions, or behaviors (Figure 4.1). This adjustmen process has beer
described in terms of many psychological mechanisms (Table 4. 1.

Coping

When adolescents face problems in goal attainment, they try to find new ways of deal-
ing with them, to avoid the difficult situation, or to avoid related information. These
kinds of efforts have been described previously in terms of coping strategies (Folkman,
Lazarus, Pimley, & Novacek, 1987). There are several ways to conceptualize coping.
According to Seiffge-Krenke (1993), for example, functional coping refers to efforts to
manage a problem by actively seeking support, undertaking concrete actions to solve a
problem, or reflecting on possible solutions. A dysfunctional coping includes withdraw-
ing from or denying the existence of the problem, avoiding active seeking of solutions,
and attempting to regulate the emotions (Seiffge-Krenke, 1993). Underatandably, the
cnaracteustlcs of the situation are important in the kind of copmg an
exaniple, effective coping in changeable situations consists of 4 greater use
of problem-focused coping, whereas in an unchangeable situation effective coping in-
V’)IVGS a greater use of emotion-focused coping (Compas, Banez, Malcarne, & Wor-
sham, 1991; Folkman et al., 1987). Consistent with this proposition, Blanchard-Fields,
Jahnke, and Camp (1995) found that the use of problem-focused coping decreased,
whereas passive-dependent coping increased, in use with greater emotional salience.
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Research on coping shares similarities with research on strategy construction. Be-
cause strategies are typically described as a way to attain a goal, they are here summa-
Tized under the Sefecti seess. Tn turn, coping is often described as a way to deal

Goal Reconstruction

One further way for an adolescent to adjust to the negative outcomes he or she is facing
is to reconstruct personal goals. When people fail to actualize their goals for a specific
developmental trajectory, they are likely to modify their previous goals or to disengage
from them and engage in new kinds of goals as a part of accommodative strategies
(Brandtstidter & Renner, 1990). Doing this reconstruction helps the adolescent, after
a failure, to keep motivated, stay on a realistic level of functioning, and maintain posi-
tive developmental perspectives when facing thenext challenging life situation.

Goal reconstruction may lead to either positive or negative developmental changes.
For example, ot succeeding i a particular sport may lead to a décision of trying an-
other kind of sport, which, in the long run, may result in a person’s finding a lifelong
hobby. In turn, having problems at school may lead to increasing interest in social ac-
tivities with peers, which may further increase low achievement. Goal reconstruction
on the basis of feedback from goal attainment is one key mechanism of motivational

development (Nurmi, Salmela-Aro, & Koivisto, 2002).

Causal Attributions

One mechanism that plays an important role in the adjustment to a failure in goal at-
tainment is an adolescent’s interpretation of events afterward. According to Weiner
(1986), after the event is interpreted as success or failure, an individual begins to
search for the possible reasons for this event. Such causal attributions typically refer to
one’s own effort, abilities, or skills; alternatively, they refer to the situation, other people,
or luck.

Most people apply self-protecting causal attributions in their efforts to deal with
negative outcomes in particular (Taylor & Brown, 1988; Zuckerman, 1979); that is, they
take credit for success but blame other people and situational factors for failure. The
function of this defensive thinking is to cope with negative feedback concerning their
self. Lack of such self-protective attributional bias has been shown to increase the like-
lihood of depressive symptoms. The problem with the use of atiributional bias is that it
leads to behavioral patterns that do not promote high effort in challenging situations
(Bergias & jones, 1978).

An alternative approach to causal attributions is to conceptualize them from the
point of how functional they are for individual behavior. For example, Glaskow, Dorn-
busch, Troyer, Steinberg, and Ritter (1997) suggested that dysfunctional attributional
style implies lack of faith in one’s performance capacities and a reluctance to assume
responsibility for one’s behavior and the outcomes it may generate. Their definition of
dysfunctional causal attribution included references to luck, teacher bias, task diffi-

dysfu 1 ncl
culty for either success and failure, and lack of ability in response to failure. Functional

causal attributions refer to ability and effort after success, and effort attribution for a
failure.

oAl nonatiainment or with an unexpected event, and therefore it is diseussed un:...
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Reflection: Identity, Narratives, and Self-Concept

One psychological mechanism that plays a particularly important role during adoles
cence is the way in which individuals perceive and reflect their individual characteris
tics, behavioral outcomes, and social positions as a way to construct self-concept an
identity (Figure 4.1; Erikson, 1959; Harter, 1990). Three different conceptualization
that have been used to describe this self-reflection process (Table 4.1) are discussed 11
the next sections.

Identity

The ways in which an adol m rse tiy ce
been described as identity (Baumeister & Muraven, 1996; van Hoof, 1999). One majo
assumption of the original identity theory was that the particular social position or the
role the adolescent has adopted has consequences for his or her identity (Erikson
1959). During adolescence, individuals explore different alternatives and end up in spe
cific adult roles. Perceiving oneself then in a particular role helps an individual to con
struct an identity of who he or she is (Baumeister & Muraven, 1996; van Hoof, 1999).
Although identity, by definition, refers to the self-structures of an individual, the

vast majority of research in the field has relied on Marcia’s (1980) 1dent1ty status para

escent perceives him- or herself across time and space ! hawv

a

‘dlgm which focuses on the processes that are assumed to lead to 1dent1ty formémbr

rather than 1dent1ty contents per se. Marcia ongmally operationalized Erikson’s (1959
theory of identity formation in terms of four identity statuses. These were defined ir
terms of the presence and absence of crises and commitment related to important life
decisions: identity diffusion (no current crisis or commitment); moratorium (curren
crisis, no commitment); foreclosure (commitment, no apparent former crisis); and iden-
tity achievement (commitment, previous crisis resolved).

Narratives

Individuals also construct narratives and tell stories about themselves as a way to cre-
ate an identity (McAdams, 1999). Because one main feature of human cognition is that
its contents can be shared by language, telling stories is an important means to increase
self-coherence, to support positive self-concept and high self-esteem, to relate one’s
identity to those of significant others, and to create prototypic identity narratives as a
member of a particular culture.

According to McAdams (1999), it is on the brink of adulthood that a person begins

to construe his or her life in narrative terms The implicit goal of this is to create an in-

£ at

ternalized story of the self that binds together the reconstructed past, perceived pres-
ent, and anticipated future in a way that confers upon life a sense of unity and purpose.
Although identity narratives vary in regard to content and structural features, agency
and communion are their typical themes, and they are often situated to a specific moral

or ideological setting (McAdams, 1999),

Self-Concept and Self-Esteem

Adolescents receive a substantial amount of feedback concerning their skills and com-
petencies during selection and adjustment processes. For example, how well an ado-
lescent is doing at school and the kinds of feedback he or she receives from peers and
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parents have consequences for what a person thinks about him- or herself (Harter,
1990). This self-concept has been among the most popular research fields in adolescent
DsyChOIOgy

Although the concept of self has been expanded to refer to a wide variety of mecha-
aisms, the deﬁmnon of self-concept is straightforward: It refers to relatively stable
schemata o of oneself that are generalized to the extent that they refer to an individual’s
VIGW of him- or herself across dﬂterent situations, A personhasa self-concept to the ex-
tent that he of SHEHASA CoRaTent structure within which the multitude of self-relevant
thoughts and feelings achieve organization (Nowalk, Tesser, Vallacher, & Borkowski,
2000). By contrast, self-esteem is typlcally defined as the ways in which individuals eval-
uatc themselves according to normative or self-related standards. For example, positive
"elf-esfeem might be assumed, by definition, to be caused by having more success than
expected, and negative self-esteem stems from having less success than expected.

CODEVELOPMENT: PARENTS AND PEERS

Although socialization and self-development, as evidenced in channeling, selection,
adjustment, and self-reflection processes, are often described as an individual develop-
ment, they are closely embedded in the adolescent’s mterpersondl relationships (NUTni,

2001). When thinking about their future life and related decisions, young people often
negotiate with, ask advice from, or reject information given by their parents and teach-
ers. Similarly, they model their peers and discuss their future lives with their friends
(Figure 4.2).

Three topics are particularly interesting in this context. First, to what extent is ado-
lescent socialization directed by parents, or do the outcomes of the adolescent social-
ization activate certain kinds of parenting? Second, to what extent are adolescents in-
fluenced by their peers, or do they rather select a peer group according to their own
interests and characteristics? Third, how are adolescents’ relationships to their parents
and peers related in the process of socialization into adulthood?

Adolescents and Parents: Cause or Effect?

Parent-adolescent relationships have been among the most examined topics in adoles-
cent development (Steinberg, 2001). Although family relationships have been theoret-
ically conceptualized as bidirectional interaction between the adolescent and his or her
parent (Bell, 1979; Lerner, 1982), empirical researchers seem to make a strong pre-
sumption that it is parenting that influences adolescent development (Crouter, Mac-
Dermid, McHale, & Perry-Jenkins, 1990; Jacobson & Crockett, 2000). This seems to be
the case even for most recent research even though many researchers have challenged
this view and suggested that children also impact their parents’ child-rearing patterns
(Harris, 1995; Kerr, Stattin, Biesecker, & Fedder-Wreder, in press; Lerner, 1982; Lerner
& Spanter, 1978).

This issue of the extent to which parents’ attitudes, behaviors, and child-rearing pat-
terns influence their adolescents’ development, or whether it is children’s thinking an
behaviors that have an impact on their mothers’ and fathers’ parenting, is of key im-
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portance for this chapter. On the one hand, there are good reasons to assume tk
ents influence the ways in which their adolescent children deal with the transiti
adulthood. There are at least three possible ways: First, parents may direct the
opment of their children’s interests, goals, and values by communicating expec
and setting normative standards; second, they may influence the ways in whic
adolescent child deals with various developmental demands by acting as role

and providing tutoring; and finally, they may contribute to the ways in which

cents evaluate their success in dealing with these dermands by providing supp
feedback (Nurmi, 1991). On the other hand, the adolescent’s success in dealing s
key demands of his or her age-graded environments may well influence his or t
ents’ expectations concerning their child’s future; adolescents’ competencies a:
ing skills may evoke the use of certain parenting styles among the parents; and

cents’ behavior may cause extra stress for parents, which then influence their tk
behavior, and even well-being (Figure 4.2).

Adolescents and Peers: Selection or Causation?

Aside from parents, peers and friends are involved in the ways in which adolesce
with the transition into aduithood (McGuire et al., 1 999). Adolescents inapa
i adolescents in other groug

peer group exhibit many similarities compared with es
homophily of the peer groups has been reported in many characteristics, such
fations (Kandel, 1978), ‘schg)g’lﬂ;\mj’c}ﬂg}; (Cohen, 1977), and problem behavior (
Degirmenciogly, & Pilgrim, 1997). Two Hajor isms have heet, Suggest

responsible for this pomophily. First, peer groups may be important socis

¢ " ay be important socie
agents in adolescents’ development-In this case, adolescents become similar
peers because peers provide role models, feedback, and a platform for social ¢
isons (Ryan, 2001). Second, adolescents may select peer groups having memb
share similar characteristics and interests with those they have themselves, or t.
leave groups that do not fit with their characteristics or motivation (Coher
Overall, selection and socialization into peer groups might be assumed to pla
portant role in the ways in which adolescents deal with the transition into ad
(Figure 4.2).

Parents or Peers

Starting from early adolescence, children spend increasing amounts of time %
peers both at school and after school (Larson & Richards, 1991), whereas the
less time with their parents (Collins & Russell, 1991). Some researchers have s
that children’s decreasing closeness to their parents is associated with their &
orientation toward the peers. For example, Steinberg and Silverberg (1986) s
that the transition from childhood to adolescence is marked more by a tradis
pendency on parents for dependency on peers rather than a straightforward g
autonomy.

Parents and peers play different roles in individuals’ attempts to negotiate t!
through adolescence. For example, Tao Hunter (1983) found t\hat adolescents
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ith their parents particularly topics that related to adolescents’ social and econommic
fgncmonmg in adulthood (i.e., academic, vocational, and social-ethical issues). By con-
t, they discussed with the1r friends particularly issues concerning interpersonal re-
Jations. Another important issue is the extent to which adolescents’ relationships with
their parents and peers are associated. Fuligni and Eccles (1993) found that adolescents
who perceived high parental strictness and little opportunity for decision making were
higher in extreme peer orientation. In the following literature review I also examine what
is known about the role of parents and peers in adolescents’ socialization to adulthood.

JESEARCH ON SOCIALIZATION INTO ADULTHOOD

Farlier in this chapter, adolescent development into adulthood was described in terms
of four processes (Table 4.1). In the following sections I review the research on what we
know. about the channeling, selection, adjustment, and reflection processes among
adolescents. For each process, the research on the natiire of the processes, the develop-
mental changes, major antecedents and consequences, and the role of family and peers
are reviewed.

Age-graded developmental tasks, role transitions, and institutional tracks were ex-
pected to channel the ways in which adolescents direct their future development and se-
lect their environments. Previous research supports this by showing that adolescents.
have relatively detailed-conceptions of their age-related developmental environments
(e, the timing of a Varlety of developmental tasks, role transitions, turning points, and
1nst1tut1ona1 tracks; Crockett & Bingham, 2000; Nurmi, 1989b) “They also anticipate
fheir Fiture fives as a sequence of transitions in which school completion is followed by
job entry, and then by marriage and parenthood. Moreover, their anticipations of the
major turning points is in accordance with the statistics of the median age at which in-
dividuals go through these transitions ina particular societv (Crockett & Bingham

ears (F' 1eaman LU\)U\
“"R“search O HOW far into the future adolescents’ thinking and personal goals extend
gives a similar view. Nurmi (1989b, 1991), for example, showed that young people’s
thinking about the future extends to the end of the second and to the beginning of the

AAAAAAAAAAA 0 G UL LHIE 50 LG il

third decade of life: Adolescents expected their education-related goals to be actual-
ized, on average, at about the age of 18 to 19, occupation-related goals to be actnalized
atthe age of 22 t0 23, and goals related to family at the age of 25 to 26. Adolescents’ life
course anticipations are also predictive of their subsequent life course events, particu-
larly in the family domain (Hogan, 1985).

esearch has also shown gender differences in the life span anticipations. Girls tend
to anticipate forming a partnership, establishing a family, and having children earlier

than do boys (Malmberg, 1996), which again is in accordance with the statistics.




98 Socialization and Self-Development

Among girls, the anticipations of the timing of educational and occupational transition
are closely connected to the anticipations of family formation (Crockett & Bingham,
2000). This finding is thought to reflect the fact that girls take into account the role con-
flicts of these two domains more than boys do (Hogan, 1985).

The Role of Family

Family characteristics are associated with adolescents’ anticipations of their life span
transitions. For example, high parental education contributes to a later expected age
for all major transitions (Crockett & Bingham, 2000; Hogan, 1985). Similarly, adoles-
cents who have grown up in homes of lower socioeconomic standing expect earlier
youth-to-aduit transitions. In addition, parents” values are associated with their chjl-
dren’s expectations: parents who have liberated sex-role attitudes have daughters who
expect to leave the parental household earlier than do the daughters of parents with
more conservative attitudes (Hogan, 1985).

Moreover, parents’ views of their adolescent child’s future transitions contribute to
the child’s future life. Hogan (198 5) found in a longitudinal study that mothers’ educa-
tional aspirations for their daughters predicted the timing of the daughters’ marital
transitions. Moreover, daughters of mothers who emphasized traditional sex roles were
more likely to marry as adolescents compared with other young women. By contrast,
daughters of mothers who emphasized the importance of career-preparatory educa-
tion tend to delay marriage and family.

Goal Construction

Que mechanismn that plays an important role in how an adolescent directs his or her de-
velopment and-selects from a variety of environments is the onal goals he

Mgﬂggn&truc‘ts. Such goals are important, because they help the young person to
move to a direction that would satisfy his or her personal motivation.

"' Transitions and Institutional Tracks One of the key assumptions of this chapter is that

adolescents construct their goals by comparing their individual motives to the oppor-
tunity space created by their age-graded sociocultural environments. When adolescents
are asked about their future hopes and interests, they typically report topics that focus
on their personal future lives, such as education, occupation, family, leisure activities,
travel, and self-related issues (Nurmi, 1991 Salmela-Aro, 2001). Itis interesting to note
that there is little variation across societies and cultures in such hopes and interests (for
a review, see Nurmi, 1991). During adolescence, individuals become increasingly in-
terested in future occupation, education, and family (Nurmi, 1989b). By contrast, ado-
lescents’ interest in leisure activities decreases with age. The majority of the research on
developmental changes is based on age-group comparisons, although similar results
have been found in longitudinal studies (Nurmi, 1989b) S

These results are in accordance with the life spantifeory of adolescent development
(Nurmi, 1991, 1993); A substantial proportion \{Sﬂ:ad,o}escen‘ ’ futire hopes and in-
terests focus on the major developmental tasks &\f\sm
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:cupational transitiop
Crockett & Bingham
account the role cop.

scents become increasingly interested in these topics with age may reflect the fact
at.as the transitions come closer, they increasingly motivate adolescents’ thinking
(NUfml 1989&)

_ Young people not only construct goals that are in accordance with age-graded de-
yelopmental tasks and role fransitions, but they also continuously reconstruct their
ersonal goals to match the specific stages of a particular transition-they.are.experi-
encing: For example Salmela-Aro ot al. (2000) showed that women who were facing a
fransition to parenthood not only had goals that reflected this particular transition
_ overall but also reconstructed their goals to match with the specific stages of this tran-
sition: Womens’ personal goals changed from achievement-related topics to pregnancy,

ons of their life spap
a later expected age
5). Similarly, adoles.
nding expect earlier

P Ty

lated with thej hil- then to the birth of a child, and finally to taking care of the child and motherhood.
have daughters who Moreover, Heckhausen and Tomasik (2002) found that vocational goals become more
iters of parents with ' : sober and less glorious when the actual vocational transition moves closer.

A variety @nstltational transitionsfand tracks also provide a basis for adolescents’
sitions contribute to future-oriented goals. For instance, Klaczynski and Reese (1991) found that co]lege-
hat mothers’ educa- preparatory high school students held more career-oriented values and educational
+ daughters’ marital goals, and projected their future goals further in the future, compared with vocational
tional sex roles were ' school students. By contrast, voca‘monal school students’ goals focused more on prepa- -~
vomen. By contrast, ration for adulthood and attainment ST adilt status than did those of college-preparatory
preparatory educa- high school students. Similar results have been found for th&«rﬁt@merqonai domain of

life. Salmela-Aro and Nurmi (1997) found that young iy

Tﬁfmarrled and having children, predicted their sub@?quent fam'
contrast, being single predicted turning to self-focusediexi
th;;wmi":\\ e 1), % ?&ﬁ Bl ¢ /
C Ca;fsequerces ) mdual motivation ard pers’éﬁél goals were assumed to play an im-/ v
ixre—c‘cs his or he1 de- portant-role.in thp ways in which adoleocents select their future environments and cu-( )
al rect their lives. Along this assumpnon bcnoon and Parsons (?002) found that adoles-‘ sy

e young person to cents aspirations at the age of 16 predlcted their occupational aspirations durmg
L. young adulthood, Moreover, Nurmi et al. (2002) found that the more young adults em—

phamzed the nnportance of work-related goals and the more they thought they pro- ‘i
Ethis chapter is that gressed in the achievement of such goals, the more hkely they were to find work that was
jtives to the oppor- commensurate with their educa‘uon ard the less I/EIy they were 16 be u“n“efnployed af- |

When adolescents ter gradua‘mon Furthermore, concrete colk:ge goals have also been found to predict

topics that focus subsequent college attendance (leentel 1996). Similarly, Xguggﬂqu,llﬁw_fwawg}%ﬂy~related :
eisure activities, goals predict their subsequent moving toward marriage or living in cohabitation }Ea» ‘
teresting to note tionships (Salmela-Aro & Nurmi, 1997), as well as the actual age of cohabitation and |
i marriage (Pimentel, 1996). By contrast, young adults’ self-focused, existential types of |
goals have been shown to predict subsequent negatlve life events, such 43 b7

of an intimate relationship.

,/

tnelr posmve thmkm g ab utthe fut‘u fe and belief inpersonal control. Thetesearch sug-
gests not only that a maj onty of adolescents show much interest in their future but also
that they are relatwely optimistic about it and believe in their personal control (e.g.,
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Brown & Larson, 2002; Nurmi, 1989a). Moreover, adolescents construct the view
their personal future in ways that support their optimism. For example, they do co;
sider negative life events, such as divorce (Blinn & Pike, 1989), alcoholism, and unen
ployment (Malmberg & Norrgérd, 1999), to be less likely in their own future life tha
in that of other people.

In addition, adolescents’ beliefs concerning the future become more internal an
optimistic with age (Nurmi, 1989a). However, present institutional environments ai
associated with the ways in which adolescents attribute causes for their behavioral ouw
comes. For example, Klaczynski and Reese (1991) found that college-preparatory hig
school students made more internal attributions for positive educational outcome
than did vocational school students. Moreover, Malmberg and Trempala (1998) showe:
that vocational school students were less optimistic about their success in the futur
than were secondary school students.

Adolescents’ Fears  Adolescents also have fears and worries about their future that ar
typically concerned with three major topics (Nurmi, 1991). First, young people typi
cally report concerns related to dealing with normative developmental tasks, such a:
becoming unemployed, failing at school, and facing a divorce (Solantaus, 1987). Sec.
ond, some adolescents are concerned about possible negative life events that may
happen to their parents and family members, such as health problems and divorce.
The third class of adolescents’ fears concern society-level events, such as nuclear war
(Solantaus, 1987) or environmental problems (Poole & Cooney, 1987). These differ-
ences in adolescents’ fears and concerns reflect the historical time and topics that are
discussed in the mass media and in public during a particular era (Nurmi, 1991). For
example, the high rates of concerns related to nuclear war were typical in Western Eu-
rope in the early 1980s, whereas concerns about global issues such as pollution have
been reported in subsequent decades (Nurmi, Salmela-Aro, & Ruotsalainen, 1994).

Personal Goals as Interpersonal Negotiation The construction of personal goals is not
solely the outcome of individual cognitive processing but is shared by other people, such
as parents, friends, and peers (Nurmi, 2001). For example, Meegan and Berg (2001)
found that college students appraised the majority of their goals as either directly or in-
directly shared, whereas only a minority of their goals were considered purely as their
own. When Malmberg (1996) asked adolescents about the key sources of information
concerning future education, occupation, and family life, parents were reported as the

£.11

most used sources followed by peers, school friends, the mass media, and schools.

The Role of the Family The kinds of goals adolescents have for their own future and
the kinds of goals parents overall have for their adolescent child’s future are closely sim-
ilar: Both adolescents’ and parents’ goals concerning adolescents’ future lives typically
concern education, occupation, family, and leisure activities, whereas the fears of both
groups concern health-related issues, education, and work (Lanz, Rosnati, Marta, &
Scabini, 2001). Similarly, parents and their adolescent child share similar kinds of edu-
cational goals (Trusty & Pirtle, 1998), educational aspirations (Bandura, Barbaranelli,
Caprara, & Pastorelli, 2001), occupational aspirations (Jod!, Michael, Malanchuk, Fe-
cles, & Sameroff, 2001), and values overall (Kasser, Ryan, Zax, & Sameroff, 1995). In
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addition, mothers and fathers play a similar role in adolescents’ future-oriented goals
(Trusty & Pirtle, 1998).

Research has also shown that parental characteris 1Cs, beliefs, and parenting prac-
tices are associated with the kinds of goegls”édolescents h:éwe. High level of education
among parents, involvement in adolescerits” school programs (Wilson & Wilson, 1992),
high levels of parental advice (Jenking‘Tucker etal., 2001),’”;(!:1086 identification with the
parent (Jodl et al., 2001), Iow levels ;@“f parental control %n’d positive family interaction
(Glasgow et al., 1997), and nurturénce (Kasser et %_1_,!,;*“1995) ‘are:associated in adoles-

ce with high educational aspirdtions, interest.iff future education and occupation,
pd-dnternality and optimism concé“mjgg?@hé"‘fﬁture.

~ Unfortunately, the vast majority of this research is bas 1l CIOSS-5¢ -ctional:
Consequently, we cannot be sure that it is parents who contribute to the kinds of goals
their adolescent children have. Althoi gh parents’ goals and values ay provide a basis
: dolescents by meats of thodeling, advice, 4nd negotiating (Nurmi, 2001);
-ral alternative explanations. First,; both parents” and adolescents’ goals
uenced-by the ‘same SOUrces, suc aséﬁdczoeconom;c background énd!réla‘ced :
cond, it is possible that adolescents aspirations, such as emphasiz-
ing the importance of education and subsequent high achievement, are reflected also in
parents’ aspirations concerning their children. Third, it is possible that the kinds of as-
piration and goals adolescents have Concerning education, for instance, influence their
parents’ child-rearing patterns. In addition, siblings also play a role in the ways in which

g
adolescents think about their future (Jenkins Tucker, Barber, & Eccles, 1996).

Role of Peers  Adolescents report that the peer group is an important context in which
future-related issues are discussed (} falmberg, 1996). Young people and their peers
share similar kinds of goals and aspirations (Hallinan & Williams, 1990; Kandel &
Lesser, 1969). Particularly intimate friends and those of the same gender share similar
goals (Hallinan & Williams, 1990; Kandel & Lesser, 1969). There is also evidence that
parental relationships may moderate the association between adolescents’ and their
peers’ goals, For example, Fuligni and Bccles (1993) showed that adolescents who per-
ceived few opportunities to be involved in decision making at home tended to seek
more advice from their peers concerning the future compared with those who had more
opportunities. Because these studies were cross-sectional, we cannot be sure whether
adolescents are influenced by their peers or whether young people select the peers who
have similar aspirations as they have themselves.

Well-Being The life span theory of motivation suggqs«t__sﬁ;thﬂappggﬁs:gggﬁl‘goals that match

with the age-graded developmental pgsi{sj ofa particular age are adaptive andt‘“atthéy

subsequently contribute to individu well-being (Nufmi, 1993, 2001). Both cross-

sectional research (mea;)s,w@l) and Ibﬁgifudinaiw‘s;g;;dges (Salmela-Aro & Nurmi,
1297) have shown that young adults who report intefpersonal and family-related goals
show also a higher level of well-being and lower levels o essive symptoms than do

other young people. Moreover, Salmela-Aro, Nurmi, S

------

_________ SaiSto, and Halmesmaki (2001)
found that the reconstruction of personal goals to match with the particular stage-
specific demands of a certain transition promote young peoples’” well-being, Wome

who were facing a transition to parenthood, and who adjusted their personal goals to

o}
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match with the particular stage-specific demands of this transition, such as topics re.
lated to family, spouse, and the birth of the child, showed a decrease in depressive symp-
toms; those who disengaged from such goals showed an increase in depressive symptomg

Thereis a strong consensus that thinking about self- and identity-related issues is not
only a natural part of adolescence and young adulthood but also one developmenta]
task of this life period (Bosma & Kunnen, 2001; Erikson, 1959; Marcia, 1980). From
this point of view, it is surprising that one of the most often replicated findings in the re-
search literature is that self-focused, existential kinds of goals are associated with low
well-being (Salmela-Aro et al., 2001). Moreover, there is a transactional pattern be.:
tween well-being and self-focused goals: An increase in self-focused goals leads to ap
increase in depressive Symptoms, whereas a high level of depressive symptoms in-
creases the focus on self-related goals (Salmela-Aro & Nurmi, 1997; Salmela-Aro et al |
2001). However, there seems to be one exception to these results. Self-focused goalslead
to high well-being when people are in a kind of moratorium situation in which they are
faced with several alternative trajectories. Nurmi and Salmela-Aro (2002) found that
although self-related goals predicted a high level of depressive symptoms among those
who had just made a transition from school to a new job, self-focused goals decreased
the level of depressive symptoms among those who were continuing their studies in an-
other institution or who were at home with their children.

. 2oStattin:and Kerr. (2001) found. that adolescents who re-
%,f"borted self-focused values (personal satisfaction and enjoyment) were more likely in
later periods to become engaged in risky behaviors, such as norm breaking, risky sex,
smoking, and drinking, and to associate-with delinquent friends, compared with ado-
lescents who-have other-focused values (concern for others’ well-being and the com-
mon good). Oyserman and Markus (1990) found t,h,a:t’ ”Ifhough delinquent adolescents
had as much as other young people goals concer 1ﬁg futu%e occupation and education,
the majority of their concerns reflected a fear of ecomu}é acriminal. These results sug-
gest that adolescents have realistic antxclpations eﬁihe/ dangers of their future.

Planning and Strategy Construction

Another mechanism that plays an important role in the selection of specific develop-
mental trajectories during adolescence is the kinds of tools young people develop to at-
tain their goals.

Development Planning skills increase with age during childhood (Pea & Hawkins,
1987, Although most children have acquired basic planning skills by the age of 10 to
11 years (Oppenheimer, 1987), such skills continue to develop up to the early 20s (Dreher
& Oerter, 1987; Pasupathi, Staudinger, & Baltes, 2001). In addition, future-related

knowledge and complexity of strategies increase with age (Nurmi, 1989b).

of cIuSLermg oy cases nalym the users of an optimistic strategy, tuuse ucfjloymg de-
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these match well with the strategies described in previous literature, but individuals de-

p}oylﬂ" them also differed along a variety of well-being and outcome measurements,
such as academic achievement, academic adjustment, self-esteem, and well-being, ac-
cording to theoretical hypotheses. Similarly, Eronen, Nurmi, and Salmela~-Aro (1997)
identified three kinds of strategies in interpersonal contexts. They were planning-
nted, avoidant, and impulsive strategies.

orie

Antecedents of Strategy Use A few cross-lagged longitudinal studies show that aca-
demic achievement and related feedback provide a basis for the strategies that young
people deploy at later pointsin acadenic contexts. I oreggample alow level of academic
achievement and dissatisfactio ‘with grades predlct mQreases n faﬂure expectation
and task avoidance (Nurmi, Aunola, Salmela-Aro, & Lindroos, 2002). They also pre-
ot turning o the use of/self-handicapping) (Eronen, N\ﬁrrm & Salmela-Aro, 1998),
Similarly, research in so(:lal contexts suggests that succefss in dealing with previous in-
terpersonal challengey contributes to the kinds of strategws individuals deploy later in
life. For example, frequent peer contacts and good somal adjustment increase the use
of a planning- orlented and impulsive social strategy, whereas less frequent peer con-
tacts and loneliness lead to the use of an avmda*nf social strategy (Eronen et al., 1997,

Nurmi & Salmela-Aroyl997). -~

T

Role of Family Thereislittle research on the ways in which parents contribute to ado-
lescents’ strategy construction. Aunola, Stattin, and Nurmi (2000b) showed that ado-
lescents from authoritative families applied high levels of adaptive achievement strate-
gies; in turn, adolescents from neglectful families applied maladaptive strategies to a
greater extent. Moreover, perceived secure attachment to parents and positive family
interaction are associated with active problem solving and planning (Greenberger,
McLaughlin, & Caitlin, 1998), whereas lack of parental care is associated with a high
level of self-handicapping (Greaven, Santor, Thompson, & Zuroff, 2000).

Because these findings are based on cross-sectional data, we do not know whether
family characteristics and parenting have an impact on adolescents’ strategy construc-
tion or vice versa. However, Rueter and Conger (1998) found in a cross- fagged long1tu-
dinal study a reciprocal Telationship - parenting and a
sg}er On the one hand negative parental behavior predlcted A deeling in
adolescents’ flexible problem solving, whereas nurturant parenting increased it. On the
other hand, adolescents’ disruptive and inflexible behavior decreased subsequent nur-
turant parenting.

Consequences of Strategy Use Research in university environments has shown that
the deployment of optimistic and defensive pessimistic strategies increases the individ-
ual’s academic satisfaction, whereas the deployment of a self-handicapping strategy
predicts low academic achievement and academic dissatisfaction (Eronen et al., 1998;
Nurmi et al., 2002). Similarly, Elliott, Godshall, Shrout, and Witty (1990} found that
se]f—appralsed problem solving was predictive of grade point average among college

udents. Moreover, the deployment of maladaptive Str&teoxes such as passive avoid-

ance, leads to problems in dealing with the transition from sc hool to work, such asun-
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employment (Maattd, Nurmi, & Majava, 2002).
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There is similar evidence in affiliate situations. For example, young people with a
g/ planning-oriented and impulsive social strategy later reported frequent peer contacts
;W and social adjustment, whereas those who showed pessimistic and avoidant social
~strategies had less frequent peer contacts and high levels of loneliness (Eronen et al,,
1997; Nurmi & Salmela-Aro, 1997). Eronen and Nurmi (1999) showed further that the
, ¢ impact of social strategies on young people’s popularity and unpopularity was medi-

¥ ated through their social behavior and person perception.

Well-Being The kinds of strategies that individuals deploy have been found to be as-
sociated with their well-being. For example, Maatta, Stattin, et al. (2002) showed that
adolescents who reported the use of optimistic or defensive pessimistic strategies in
achievement contexts reported lower levels of depressive symptoms than did those who
deployed self-handicapping and helpless patterns. D’Zurilla and Sheedy (1991) found
that general problem-solving ability was associated with a low level of subsequent psy-
chological stress. In addition, Rudolph, Lambert, Clark, and Kurlakowsky (2001) found
that maladaptive self-regulatory beliefs increased school-related stress and depressive
symptoms. There is also evidence of a cumulative recursive pattern. For instance,
Davila, Hammen, Burge, Paley, and Daley (1995) found in a longitudinal study that
functional interpersonal problem solving decreased depressive symptoms. In turn, high
depression also led to the use of less functional problem solving.

—

(/ Problem Behavior It has been assumed that the use of maladaptive strategies would
“~Jead to low aéhievement and other kinds of problems at school (Nurmi, 1993). Con-
sistent with this idea, underachieving adolescents have been found to apply a self-
handicapping type of achievement strategy (Nurmi, Onatsu, & Haavisto, 1995). More-
over, adolescents who had serious problems in socialization in terms of dropping out of
vocational education and being unemployed deployed a maladaptive strategy charac-
terized by expecting failure, active task-avoidance, and lack of self-protective causal at-
tributions (Nurmi, Salmela-Aro, & Ruotsalainen, 1994). Ma#ttd, Stattin, et al. (2002)
reported that adolescents who deploy either self-handicapping or helplessness strate-
gies in achievemnent contexts also show higher levels of norm-breaking behavior than
do those who reported the use of optimistic or defensive-pessimistic strategies. The re-

sults, however, are based on cross-sectional data.

Exploration and Commitments

Exploring information about the future and making commitments are important parts
of the selection mechanism. Research indicates that the major foci of adolescents’ ex-
plorations and commitments pertain to major age-graded developmental tasks. For ex-
ample, Bosma (1985) found that school, occupation, leisure activities, friendship, and
parents were among the most important topics of adolescents’ identity exploration and

commitment.

Age Differences Research has shown that compared to younger age groups, older
adolescents report higher levels of exploration in educational, occupational, and rela-
tional domains of life (Kalakoski & Nurmi, 1998; Meilman, 1979; Nurmi, Seginer, &
Poole, 1995). There is also a similar trend for the level of commitment, although the re-




eople with 5
Yeer contactg
ridant socia]
lronen et al |
‘ther that the
ty was medi-

md to be as-
showed that
strategies in
id those who
1991} found
sequent psy-
'2001) found
d depressive
or instance,
il study that
[n turn, high

egies would
1993). Con-
pply a self-
aping out of
egy charac-
ve causal at-
et al. (2002)
;mess strate-
havior than
sies. The re-

ortant parts
escents’ ex-
isks. For ex-~
o I

naship, and
oration and

Research On Socialization into Adulthood 105

sults are not as clear. Kalakoski and Nurmi (1998) found that the amount of explo-
cation and commitments that adolescents reported reflected the timing of upcoming
educational transitions: Young people who were about to face an educational transi-
tion reported higher levels of exploration and commitment related to future education

than did those who had a longer time before the same transition.

The Role of the Family ~ Only a few studies have researched the role of the family in ex-
ploration and commitments. Kracke (1997) found that parental authoritativeness,
openness to adolescent issues, and concern with promoting career exploration were
positively associated with career exploration of their adolescent children. Moreover,
Blustein, Walbridge, Friedlander, and Palladino (1991) found that adolescents’ positive
attachments to both parents were positively related to progress in commitment to ca-
reer choice. Kracke and Schmitt-Rodermund (2001) found that child-centered parent-

ing increased adolescents’ occupational exploration.

Adjustment

Coping

One assumption of this chapter is that when adolescents face problems in goal attain-
ment or unexpected events, they try to find new ways of dealing with the situation. This
process has been conceptualized in terms of coping (Folkman et al., 1987).

Age Differences Previous research suggests that as adolescent age, they deploy a
broader range of coping strategies (Compas, Connor-Smith, Saltzman, Harding Thom-
sen, & Wadsworth, 2001; Williams & McGillicuddy-DeLisi, 2000). However, results
on the developmental changes in the kinds of coping adolescents use is less clear. Al-
though most studies show that emotion-focused coping increases with age (Compas,
Malcarne, & Fondacaro, 1988; Seiffge-Krenke, 1993), not all studies agree (Stern &
Zevon, 1990). Similarly, some studies suggest that problem-focused coping increases
with age during adolescence (Seiffge-Krenke, 1993), whereas others have not found
such change (Blanchard-Fields et al., 1995; Compas et al., 1988). Recent reviews of the
topic present contradictory conclusions as well (Compas, 1987; Hauser & Bowls, 1990).
One reason for these mixed findings may be that the coping modes that adolescents
deploy are closely associated with the kinds of situations they are facing. If the situa-
tions that adolescents face as they grow older vary across their developmental environ-
ments, this may explain the different patterns of age differences that have emerged in

different studies.

Antecedenzs  One major antecedent of coping is individuals’ temperament. For ex-
ample, highly reactive individuals have a lower threshold of initial response, are slower
in recovery, and display greater reactivation of stress after repeated exposure to it
(Compas et al., 2001). However, most research on the topic has been carried out among
children. It has also been suggested that a number of other individual differences, such
as self-efficacy, self-esteem, and intelligence (Compas, 1987; Hauser & Bowls, 1990),

been carried out on the topic.
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Consequences There is considerable cross-sectional research about the possible con-
sequences of coping, for example in academic settings. However, results are contradic-
tory. For example, Compas et al. ( 2001) suggested in a literature review that problem-
focused coping is associated with high levels of competence, whereas Zeidner (1995)
forwarded a more pessimistic conclusion suggesting that there is no consensus about
which coping strategy is most effective and adaptive in promoting academic outcomes.

Family There is some evidence suggesting that authoritative and positive parenting is
associated with problem-focused coping, whereas more negative parenting is related to
emotion-focused coping. For example, Stern and Zevon (1990) found that a negative
perception of the family environment was associated with the use of emotionally based
coping strategies, whereas positive perceptions of family climate were related to the use
of more problem-focused coping. Dusek and Danko (1994) found that adolescents who
perceived their parents as more authoritative and indulgent used more problem-focused
coping, whereas perceiving parents as more firm and monitoring was associated with
emotion-focused coping. This evidence, however, is based on cross-sectional findings
and therefore should be interpreted’ cautiously.

Peers Little research has been carried out on the role of peers in adolescents’ coping.
In one study among Chinese students, Tao, Dong, and colleagues (Tao, Dong, Pratt,
Husberger, & Pancer, 2000) found that the students’ use of problem-focused coping pat-
terns was positively, and the use of emotion-focused coping pattern was negatively, as-
sociated with peer support.

Well-Being The majority of the research on the consequences of coping has focused on
internalizing and externalizing problem behavior. Following a review of the literature,
Compas et al. (2001) suggested that emotion-focused and disengagement coping were
associated with poorer psychological adjustment, whereas problem-focused and en-
gagement coping were associated with better psychological adjustment (see also Com-
pas et al., 1988; Recklitis & Noam, 1999). Muris, Schmidt, Lambrichs, and Meesters
(2001) found also that passive coping was associated with high levels of depressive
symptoms, and active coping with low levels of them. Because this research was based
on cross-sectional studies, it is hard to know whether itis a certain kind of coping that
leads to low adjustment or vice versa.

Goal Reconstruction

Research on how adolescents reconstruct their goals based on their previous successes
and failures is almost absent. In one of the few studies, T furmi and colleagues (Nurmi
& Salmela-Aro, 2002; Nurmi et al., 2002) found that young adults reconstructed their
personal goals to suit their current life situation following their successes and failures
in dealing with the transition from school to work. For example, those who were suc-
cessful in dealing with the transition showed a decreasing interest in goals that were no
longer adaptive in their current life situation, such as educational goals. By contrast.
young adults who had problems in finding work decreased their focus on the goalsin
this particular life domain and turned to other kinds of goals, such as educational and
fore

self-focused goals (Nurmi & Salmela-Aro, 2002). Moreover, young adults who found
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work that was commensurate with their education appraised their work-related goals
later on in life as increasingly achievable and as arousing positive emotions; those who
had become unemployed showed a reverse pattern (Normi et al., 2002).

Nurmi and Salmela-Aro (2002) found further that the ways in which young adults
reconstructed their goals after certain outcomes contributed to their subsequent well-
being. For example, high focus on work-related goals decreased depressive symptoms
among those who had received a job, whereas the same goal pattern increased depres-
sive symptoms among those who had not been able to find a job. Among the latter
group, lack of work-related goals but high interest in education-related goals seemed to
lead to high well-being. These results emphasize the importance of reconstructing one’s
goals to match with the particular life situation by disengaging from previous goals that
are no longer adaptive.

Causal Attributions

The ways in which adolescents attribute the causes of their successes and failures might
be assumed to have consequences for their well-being, self-concepts, and behaviors in
future situations. Despite the importance of the topic, relatively little research has been
carried out on it.

Antecedents  The feedback young people receive from their previous efforts to deal
with a particular task has consequences for the causal attributions they subsequently
make. For example, Georgiou (1999) found that a high level of achievement among
young adolescents was associated with attributing success to one’s own effort and abil-
ity, whereas low achievemnent was related to attributing it to external factors. Moreover,
Méattd, Nurmi, et al. (2002) found in a cross-lagged longitudinal study that young
adults’ problems in dealing with the transition from school to work decreased their use
of self-protecting causal attributions. There is also evidence that positive self-concept
is associated with the use of self-protecting attributions. For instance, Marsh (1984)
found that preadolescents with positive self-concept were likely to internalize respon-

sibility for success but not for failure.

Consequences There is considerable research showing that the lack of self-protecting
causal attributions is associated with problems at school (e.g., Méittd, Nurmi, et al.,
2002) and after finishing school (e.g., Nurmi et al., 1994). Glasgow et al. (1997) foun
in a cross-lagged longitudinal study that dysfunctional causal attributions lowered ado-
lescents’ willingness for classroom engagement and for doing homework. Nurmi et al.
(2002) found that ability attributions after success predicted subsequent academic
achievement among young adults,

The Role of the Family There is evidence suggesting that parents have an impact on
adolescents’ use of self-protecting causal attributions. For example, Greenberger et al.
1998) found that secure attachment to parents was associated with a tendency to ex-
plain successes and failures in self-enhancing ways. Similarly, Aunola et al. (2000b)
found that adolescents from authoritative or permissive families reported higher levels
of self-protecting causal attributions than did those from authoritarian or neglected

families.
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Well-Being One key assumption in the literature is that individuals deploy self-
protecting causal attributions as buffers against negative feedback in a particular task,
The few cross-sectional studies in the field show that deployment of negative attribu-
tional style or lack of the use of self-protecting attributions is associated with depres-
sion (Joiner & Wagner, 1995). In one longitudinal study, Maattd, Nurmi, et al. (2002)
found not only that young adults’ problems in dealing with the transition from school
to work decreased their use of self-serving causal attributions but also that, if this hap-
pened, it had a negative impact on their well-being.

Reflection

Identity

During the socialization process adolescents enter into certain adult roles and posi-
tions that have consequences for the ways in which they reflect thernselves in terms of
identities and self-structures. The vast majority of research on identity has relied on
Marcia’s (1980) identity status paradigm, in which identity formation is operational-
ized in terms of four identity statuses (i.e., identity diffusion, moratorium, foreclosure,
and identity achievement).

Age Differences The main idea of Marcia’s original theory was that adolescents pro-
ceed from less advanced identity statuses to more advanced ones. On the basis of re-
analysis of several empirical data sets, Waterman (1999) suggested that the findings
support Marcia’s theory: The largest proportion of early adolescents seems to be in
identity diffusion or identity foreclosure statuses, and their proportion was lower in
older age groups. By contrast, few preadolescents were reported to be in the identity
achievement status, but the proportion of the individuals in this group was higher
among older adolescents. The percentage of adolescents in moratorium status seems to
peak at the age of 17 to 19, after which it decreases. Meeus, ledema, Helsen, and Volle-
bergh (1999) came to a similar conclusion in their review. In a longitudinal study using
identity statuses as continuous variables, Streitmatter (1993) found that foreclosure and
diffusion scores decreased across a 2-year period of high school, whereas moratorium
scores increased. No change in achievement scores was found.

Other reviews of the research on identity development have been more critical about
the identity status paradigm. For example, in her extensive review of the few cross-
lagged longitudinal studies that exist in this area, van Hoof (1999) concluded that pro-
gressive changesin the identity statuses are small. She suggested that this lack of change
occurred because identity statuses seem to be very stable across time. She also pointed
to other findings that do not fit well with Marcia’s (1980) theory. For example, one
fourth of college and adult respondents are typically still in a diffuse st

atus of identity,
which theoretically should be a starting point rather than an end point in identity de-

velopment.

Although identity, by definition, refers to the ways in which an individual perceives
him- or herself, surprisingly little research has been carried out on the relationships be-
tween identity statuses and self-concept. In one study, Makros and McCabe (2001)
found that adolescents in the foreclosed and achievement statuses had lower levels of
self-belief discrepancy than did those in the moratorium and diffused statuses. Dunkel
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and Anthis (2001) found that identity exploration was positively correlated with the
number of possible selves. Moreover, identity commitment was associated with the con-
sistency in hoped-for selves across time. These are interesting findings because they show
that different identity statuses are associated with the ways in which adolescents per-
ceive themselves. Some studies have also examined the mechanisms that are involved in
identity formation and constructions of self-knowledge. For instance, Kerpelman and
Lamke (1997) found that women who were highly certain about their future career
identity engaged more in self-verification than did women who were uncertain.

Role of the Family Very little is known about the antecedents of identity formation.
The major finding is that adolescents in the foreclosure identity status have the closest
relationships with their parents, whereas adolescents in the moratorium and achieve-
ment statuses are more critical toward their parents (Waterman, 1982). Moreover, mora-
torium and identity-achievement adolescents perceived their relationships with their
parents as being more independent and encouraging than did diffused or foreclosed
youths (Samuolis, Layburn, & Schiaffino, 2001). Because all these findings come from
cross-sectional studies, the associations may well stem from the fact that adolescents’
explorations and commitments influence their parental relations rather than vice versa.

onsequences Research on the consequences of identity formation on individuals’
later development is practically absent. In one study, Wallace-Broscious, Serafica, and
Osipow (1994) found that identity achievement status was positively associated with ca-
reer decidedness and planning, whereas moratorium and diffusion statuses were nega-
tively related to career planning and decision making.

¢

.

Well-Being In aliterature review, Meeus et al. (1999) suggested that moratorium is the
identity status with the lowest level of well-being, whereas foreclosed and identity
achievers show the highest levels of well-being. However, because these results are
based on cross-sectional data, there is no way to know whether reaching a particular

identity status contributes to adolescents’ well-being or whether adolescents’ well-—"

being contributes to identity status.

Self-Concept and Self-Esteem

The ways in which young people perceive themselves, and the kinds of attitudes they
have about themselves, have been among the most popular research topics in adoles-
cent psychology (Harter, 1990).

Development In her extensive review, Harter (1990) suggested first that self-concept
development during adolescence is characterized by developmental shifts from rela-
tively concrete descriptions of one’s soclal and behavioral exterior in childhood to more
abstract self-portraits that depict one’s psychological interior; this change may also
mean that self-concept becomes less dependent on concrete feedback to a person. Sec-
ond, there is an increase in differentiation of self-concept across social roles and con-
texts in early adolescence, although not all evidence supports this conclusion (Marsh,
1984). Third, there is an increasing integration of self-related concepts in later adoles-
cence (Harter, 1990). Montemayor and Eisen (1977) found that there was an increase

/
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across the adolescent years in self-descriptions referring to occupational role and to ex.
istential and ideological topics, as well as decreases in reference to citizenship, territe.
riality, possessions, and the physical self. These results are in accordance with the po.
tion that expected entrance into adult roles begins to play an increasingly important
role in how adolescents perceive themselves,

Findings on the development of self-esteem are contradictory (Baldwin & Hoffman,
2000). Some findings suggest that self-esteem increases during ad olescence (e.g., O’'Mal.
ley & Bachman, 1983), whereas other studies have shown a decrease (Marsh, 1989),
One reason for these inconsistent findings may be that self-esteem trajectories are indj.
vidual and influenced by many contextual factors. For example, Baldwin and Hoff.
mann (2002) found that adolescents’ self-esteem fluctuates significantly and that the
developmental pattern of such fluctuations varied among individuals,

Antecedents There is a general consensus that self-concept is influenced by the atti-
tudes of significant others, particularly concerning physical appearance, peer accept-
ance, and scholastic and athletic competence (Harter, 1990). Some more recent studies
have shown that institutional transitions and life events also influence self-concept and
self-esteem. In an extensive longitudinal study, for example, Cole et al. (2000) found
that the transition to middle school involved a drop in the mean and stability of

AAAAAAA nag st Y Of aca-
demic and sports self-concept; academic self-concept further increased after moving

out of the middle school environment; and finally, in later adolescence, self-concept be-

gan to become increasingly stable. Moreover, school grades (Zimmerman, Copeland,

Shope, & Dielman, 1997), as well as stressful life events (Baldwin & Hoffmann, 2002),
1.
I

ave been shown to have an impact on adolescents’ self-esteem.

The Role of the Family There is considerable evidence that parents contribute to ado-
lescents’ self-conceptions and attitudes. For example, being a member of a cohesive
family is associated with increased self-esteem over time (Baldwin & Hoffmann, 2002).
Moreover, Frome and Eccles (1998) found that parents’ perception of their adolescent

child’s abilities was more highly associated with the child’s self-concept of ability than
were the actual grades.

CONCLUSIONS

Adolescents” socialization into adulthood and related self-development were concep-
tualized in terms of four mechanisms: First, it was assumed that the age-graded devel-
opmental tasks, role transitions, and institutional tracks define an opportunity space
that channels young people’s future-oriented motivation, thinking, and behavior. Sec-
ond, the kinds of motives and personal goals adolescents construct, and the ways in
which they explore, plan, construct strategies, and enter into commitments were as-
sumed to be responsible for the ways in which adolescents direct their future develop-
ment and select their developmental environments, Third, as a consequence of their ef-
forts, adolescents attain outcomes, either successes or failures, which requires them to
T

adjust their previous efforts in terms of goal reconstruction, coping, and the use of self-
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tective causal attributions. Finally, after ending up in a particular social position
' related life situation, adolescents construct reflections and tell stories about who

ocialization and Self-Development

review of pr evious research suggested, first, that adolescents have relatively detailed
onceptions of their age- -graded developmental environments (i.e., the timing and se-
quential structure of the transitions and tracks they are facing in the future). It was
therefore no surprise that such age-graded structures channel adolescents pe

- goals and interests: Young people’s future hopes and interests were found to focu typ-
 Seatty-orrthe Tiiajot developmental tasks of their own age period. Young people also
 continuously reconstruct their personal goals to match with the specific stages of a par-
ticular transition through which they are going, as well as the institutional tracks in
which they are involved. '

Both the personal goals adolescents have and the cognitive strategies they deploy,
which were assumed to be the major mechanisms in the selection process, were found
to contribute to the developmental trajectories they fat ubsequenﬂy, as well as how
well they are able to deal with the related challenges and demands. Clear evidence was
fouind from longitudinal studies that adulescenbs motives and personal goals predict
how their lives will proceed in educational, oc ajec

upational, anafff’dmuy-xeiated trajecto-

quences for their success in dealing with T major challenges at school, at work, and also
in interpersonal relationships. However, adolescents become interested in forthcoming
developmental tasks and transitions as they grow older, and the tools they have for
dealing with these demands and challenges develop rapidly during early adolescence in
particular. Although the majority of adolescents deploy adaptive strategies, such as op-
timistic and task-focused patterns, some of them deploy avoidant strategies as a way to
deal with a fear of failure or anxiety. oo
This review showed also that adolescentswhose gzl\s\focus onmajor age-graded de-
velopmental tasks have higher.well sthiosewhohave orherkinds of goals,
k per‘laps“ because such goals help themn i allenges
they are facing, Although it has, Been assumed that thinking of self-related issues is a
 part of adolescents’ lives, stfong evidence was found n,,ﬁ.at self-focused, existential type
of goals are detrimental to young people’s well- bpmg Moreover, the deployment of
adaptive strategies led not orﬂy to higher ievgls of success in academic and interper-
sonal domams of hfe but also, a@e lopgef run, to higher weh~bem;

|

szmﬂax kh

major developmental tasks, such as education and occupation, but also with adoles-
cents’ use of adaptive strategies, particularly in achievement contexts.

fter adolescents have received feedback about the outcomes of their efforts to deal
with the major deve}opmemai challenges and demands, they have to adjust their previ-
ffo econstruction of goals, and making causal attributions.

ous efforts in terms of bijplllga e

~ries. Similarly, the kinds of plans and strategies that- adolescents apply have conse-
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Surprisingly, much less research has been conducted on the antecedents and conse-
quences of this adjustment compared with those of selection processes. Research on
coping showed that problem-focused coping and engagement coping are associated
with higher levels of psychological adjustment, whereas emotion-focused coping seems
to lead to maladjustment. However, there was little evidence that coping has clear
consequences for individual success in dealing with particular kinds of tasks. Authori-
tative and positive parenting was shown to be associated with problem-focused coping,
whereas more negative parenting is related to emotion-focused coping.

Very little research has been carried out on how adolescents reconstruct their per-
sonal goals based on their previous successes and failures. The few studies suggest that
adolescents reconstruct their goals on the basis of the feedback they receive concern-
ing goal attainment and that such goal reconstruction contributes to their well-being.

Similarly, little research has been carried out on the role that causal attributions have
in the situations in which young people have had problems in dealing with previous de-
mands. The few studies that exist show that problems in dealing with major transitions
decrease the use of self-protective causal attributions, which then leads to an increase
in depressive symptoms. Dysfunctional causal attributions also lower adolescents’ ac-
tive engagement in school activities, and subsequently their academic achievement.

It was also assumed that entrance into certain roles and social positions has conse-
quences for the identities or self-concepts that adolescents construct. Although the
studies suggest that younger adolescents more frequently report less developed identity
statuses than do older adolescents, relatively little is know about the developmental an-
tecedents or consequences of these developments.

By contrast, we know much, on a descriptive level, about how self-concept and
self-esteem develop during adolescence. However, some of the recent findings have
challenged previous theories by suggesting a more dynamic view according to which
adolescents’ self-concepts fluctuate significantly and follow, in many cases, individual
developmental trajectories. This fluctuation has been found to reflect many changes in
the individual’s development environments, such as school transitions, grades, and a
variety of stressful life events.

Socialization in Place: Different Developmental Environments

In this chapter adolescent socialization and self-development were conceptualized in
terms of four mechanisms that are responsibie for the transaction between the devel-
oping adolescent, on the one hand, and his or her age-graded sociocultural environ-
ment, on the other. It can also be assumed that the substantial amount of variation
across societies and cultures in the developmental environments in which adolescents
grow up (Brown, Larson, & Saraswathi, 2002; Hurrelmann, 1994) channels their sub-
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sequent development in many ways. One key factor that contributes to this variation is
education: There are many differences in the educational systems that are reflected in
adolescents’ thinking and lives across the world (Hurrelmann, 1994; Nurmi, Seginer, et
al., 1995; Scnabel, Alfeld, Eccles, Koller, & Baumert, 2002). For example, in many Eu-
ropean countries and the United States, streaming in education based on academic
achievement begins relatively early (Hurrelmann, 1994), which also influences adoles-
cents’ subsequent opportunities. In some other societies, such as Scandinavian coun-
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| tries, adolescents receive comprehensive education until the age of fifteen without any

streaming (Nurmi & Siurala, 1994). These differences in educational transition then
cooccur with those of occupational life. For example, a large proportion of young
British youths leave school and enter the labor force at the age of 16, which is very dif-
ferent compared to countries that aim at long education for a whole cohort, such as the
United States and Scandinavian countries.

There are also many cross-national differences in the transitions related to interper-
sonal life, such as the age of first marriage and the patterns of starting family life, that
influence adolescents’ socialization into adulthood in many ways (cf. Martinez, de
Miguel, & Fernandez, 1994; Roe, Bjurstrém, & Fornis, 1994). One further factor along
which developmental environments vary is the relative importance of parents and peers
in adolescents’ lives. Although peers are an important part of adolescents lives in most
parts of the world, in some contexts (e.g., in India and in Arab countries) peer groups
play a relatively minor role, particularly for girls (Brown et al., 2002).

Besides cross-national differences, adolescents’ developmental environments vary
also within societies along many factors, such as ethm’ciﬁty‘ and socioeconomic status.
ndards and are provided diFFETERTTole
es then have consequences for the ways in
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¢ 1 he domains of education, occupation, and in-

: for how they a ﬂl‘s"tyftko the outcomes of their efforts; and for the

d. For example, in the United States the percentage of adolescents

1 1

who had completed high school and the percentage of those who have a bachelor de-
ree vary substantially according to ethnicity: Whites show the highest percentages,
followed by Blacks, while Latinos show the lowest educational attainment (Kerckhoff,
2002).% cesare important because they are so refl
ipational career and problems with it, stich asunefiploynient
Another important factor that influences the ch ;ﬂ@pp’b“;rtunities, and stan-
dards that adolescents face is the socioeconomic status of their family, which consists
of a number of interrelated variables, such as family jg‘ggzg,@wggnd values, parental edu-
cation, and membership in particular subcultures and communities. For example, fam-
ily income is a foremost factor in différentiating the paths taken through the transition
from adolescence to adulthood in many countries (Mortimer & Larson, 2002). Asado-
lescents have relatively detailed conceptions of their age-graded developmental envi-
ronments (Crockett & Bingham, 2000), they are probably.also conscious of how their
social background will influence them. The impact of socioeconomic status is reflected
not only in the opportunity structure but also in parents’ values and aspirations, which
have been shown to influence adolescents’ subsequent life paths (Hogan, 1985).
Because the key assumption in this chapter is that adolescents’ age-graded develop-
mental environments provide a basis for the ways in which adolescents direct their de-
velopment and adjust to developmental outcomes, this variation in adolescents’ envi-
ronments across and within countries can be expected to be reflected in many ways in

the channeling, selection, adjustment, and reflection processes. For example, Scnabel

i

et al. (2002) showed that academic achievement was predictive of adolescents’ career
decisions both in Germany and the United States, whereas social background influ-
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ences were more pronounced in Germany. Moreover, Nurmi, Seginer, et al. (1995
found that due to earlier and shorter educational transitions, Australian adolegcemS
showed higher levels of exploration and commitments, both in the domain of future gq.
ucation and work, compared with their Israeli and Finnish counterparts. They alsg exe
pected their goals and hopes related to future education and work to be realized earlier.
in their lives than did young Finns and Israelis.

Overall, these results are important because they suggest that the different envirop.
ments in which adolescents grow up produce substantial amounts of variation in their
subsequent life paths. Consequently, one must be careful in making generalizationg
from results found in one sociocultural context to other environments. However, thig
variation provides researchers with an interesting option to examine the extent to

kamine the extent to whicy,
their theories and findings generalize across different developmental environments,

Socialization in Time: Historical Changes

It is only during the past 100 years that adolescence emerged as an independent and ex
tended life period, mainly due to the extended period of education (Hurrelman, 1994).
Moreover, adolescence, as well as how it is defined by society and culture, shows con
tinuous change. Herdandez (1997) summarized the trends in the United States during:
the past 150 years. According to him, the major changes in the developmental contex
of children and adolescents during the century before the second world war included
the shift to nonfarm work by fathers, a drastic constriction of family size, and enor
mous increases in educational attainments. After the half century that followed, the key
changes have included the increase of labor force participation by mothers, the rise o
single parenthood, and a large decline and then substantial rise in child poverty. Al-
though the timing of these historical changes has varied from one country to another,
the general patterns are more or less the same in industrialized countries. Moreover,
some of the recent changes in developing countries resemble the changes that happened
in industrialized societies several decades ago (Brown et al., 2002). The importance of
these analyses for adolescent research is that they help us to understand that how things
appear in young people’s lives at a given moment is not a consequence of unchangeable
general laws but rather is influenced by many historical and societal developments.

A few recent trends also modify adolescent development. First, gender differences
in adolescents’ thinking and interests seem to be changing in industrialized countries.
Although girls continue to be more interested in future family and human relationships
and boys in material aspects of life, comparisons of research findings across the past 30
years suggest that girls’ interests in education and occupation began to exceed those of
boys (Nurmi, 2001). These results accord well with the statistics that in many countries
the proportion of girls in higher education exceeds that for boys. However, in less in-
dustrialized countries the experiences and opportunities of adolescents boys and girls
have remained markedly different (Brown & Larson, 2002).

Another still-continuing change is a move from rural areas to urban environments.
It has been suggested that living in urban versus rural living environments, along with
related differences in the opportunity structures, is reflected in young people’s motiva-
tion and thinking in many ways. For example, Nurmi et al. (1994) found that adoles-
cents” exploration and commitments related to education and occupation increased
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with agein urban environments but not in rural environments. This difference was sug-
gested to be due to the fact that rural environments provide less educational choices
than do urban contexts.

The third developmental trend that influences adolescents’ lives in most parts of the
sild is globalization (Brown & Larson, 2002). Besides a move from rural to urban en-
vifonments and increasing length of education, globalization refers also to the impor-
tant role of a uniform youth culture as reflected in standard elements of dress, music
taste, and entertainment. This development is closely connected to the increasing im-
portance of new information technologies and worldwide media business.

One recent change in adolescents’ lives in industrialized countries consists of an in-
crease in so-called turbulences in the transition into job markets. Many young people
start their occupational careers in jobs that both they and their employer expect to be
temporary. Although it has been suggested that this trend is due to the educational sys-
tem of the United States (Kerckhoff, 2002), a similar trend is evident in many European
countries. The problem of this development is that it may also postpone other transi-
tions during young adulthood, such as gaining independence from parents and start-
ing one’s own family.

The final important recent change in adolescent life is the increase in divorce and

“single parenthood. If this trend continues, it may lead to many changes in adolescent

socialization. For example, as most of the single parents are women, increasing amounts
of adolescents are living in a situation in which they lack advice and support from their
fathers (Jenkins Tucker et al., 2001). This may cause particular problems in adolescent
secialization into the adult world, particularly for boys.

Methodological Implications

This chapter summarized the results of research about adolescents’ socialization and
self -development. Unfortunately, many parts of the literature review concluded that the
research included serious methodological limitations.

One typical feature of the reviewed studies was that the direction of influence was

presupposed on the basis of cross-sectional findings. This problem was particularly true
for the research that focused on the role of parent and peer relations in adolescents de-
velopment. Consequently, there is a need to enhance the quality of data when examin-
ing any developmental mechanisms. One way to do this is to use cross-lagged longitu-
dinal data in which the same variables are repeatedly measured across time. This means
that the time for easy solutions to conduct adolescent research is over: Cross-sectional
procedures in the examination of developmental processes are in many cases wastes of
time and money.

Another way to test the direction of effects is to use intervention studies. This

m

p-
proach has not been typical in the research on adolescents socialization, perhaps
because it is not clear what should be targeted in interventions. In the case of problem
behaviors, such as criminality and drug abuse, this, of course, is not a problem.

One assumption in this chapter is that adolescent development consists of interac-
tions between the developing individual and his or her changing age-graded environ-

sl

ments. The major idea is that age-graded environments channel adolescents motive
and interests, and feedback concerning their efforts in dealing with a variety of transi-
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tions and challenges leads to the adjustment of previous strategies and goals and )
formation of reflections concerning oneself. Examination of such mechanisms require
at least two features of the data.

First, as the processes included in socialization might be assumed to change rapidly
there is a need for intensive measurements, such as every half year or even less, The
problem with traditional longitudinal studies is, namely, that they may not be intensive
enough to reach the critical developmental changes. Examination of developments’
processes should be preceded by theoretical analysis of the time range during which
major developmental processes take place, and this time ran ge should then be applieq
to define the length of the time intervals between the measurements (Aunola, Leskinen,
Onatsu-Arvilommi, & Nurmi, 2002).

The second requirement for the successful examination of processes such as social-
ization is that studies focus on periods of adolescent development during which key de-
velopmental processes take place. It might be assumed that the times when adolescents
are facing some major transitions in their lives are such Important periods. During
early adolescence such transitions are typically scheduled by the individual’s age. Dur-
ing late adolescence, they may appear more independently from age, which may require
less traditional research designs. One additional aspect of such studies on critical tran-
sitions is that if a group of individuals is followed only across a particular transition, the
phenomena under focus can be measured intensively.

In sum, the results reviewed in this chapter indicate that we know much about how
age-graded sociocultural environments channel adolescent development, as well as
about the mechanisms by which adolescents select their developmental environments,
There are also data depicting how adolescents reflect themselves as a consequence of
these adventures. However, less is known about how adolescents try to adjust their pre-
vious efforts as a means to deal with negative feedback and failures. Moreover, the fact
that only a few cross-lagged longitudinal studies have been conducted on the role that
parents and peers play in adolescent socialization and self-development limits our pos-
sibilities to understand the processes taking place in these interpersonal settings.
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