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Maltifaceted Dapact of Self-Efficacy Beliefs on Academic Functioning, (1.0 DEVELOPMENT,
96, 87, 12061832, This research analyzed the setwork of psychosecial fnfluences through
which efficacy belicls atteot academic achievement Parents sense of academic efficacy ard
aspiations for theiy children were linked to their childrea’s scholastio schievemeunt through their
perpeived acsdenie capabilities and aspiragons, Children’s beliefs in their sficacy to veguiate
their own learsing and academic attainments, in furm, contributed to scholustic achievement
both independently snd by promoting high academic aspirations amd prosocial behavior andd
reducing vuinerability to feslings of futility and depression. Children's perceived social efficacy
and efficacy &0 manage peer pressuce for detrimental conduet ulso contributed to acadermic attain.
megts but Gongh partistly differant paths of sfective and selfrepalatory influenes. The impact
of pereeived social etficacy was mediated through acaderiic aspirations and a low level of depres-
siom. Perveived selfremistory effioney was relsted to aeademic achiovement both directly and
thyough adherence o wmoral selfsanctions for detrimentsl conduct and problem behavior that
gan subvert academic pursuits, Farsilial sceisecononde siius wis linked 1o children’s academic
achievement soly indirectly thvough #ts effects on pavental aspivations and children’s prose-
cialpess, The full set of self-efficacy, aspirational, and psychosocia] factors aceounted for a sizable
share of the variance i seademic aehisvement.

The recent vears have wilnessed a re- The wvarious psycholopical processes
surgence of interest in the self processes by through which seli-efficacy beliels exert
which human wgeney is exercised. Amoeag  their influence are intimately involved in
the mechanisms of personal ageney, none is  the developiment of cognitive competencies,
nore central or pervasive than people’s be-  Children’s beliefs in their efficacy to regu-
Hefs in their capabilitiey to exercise control  late their own learning activities and to mas-
aver their level of functioning and environ-  ter difficult subject matters affect their sca-
mentai demands. Unless peonle believe that  demic motivation, interest, and scholastie

they can produce desired effects by their nc-
tiong, they have lietle incentive to act The
fudings of diverse lines of research reveal
that effieney beliefs exest considersble im-
pact en human development and adaptation
(Bandura, 1942, 1995, in press; Schwarker,
1592, Such beliafs influence aspirations and
strength of goal commitments, level of moti-
vation and perseverance io the face of diffi-
culties and setbacks, vesilience to adversity,
quality of analytic thinking, causal attribu-
Hons tor successes and failurves, and vulnera-
pikity to siress and depression.

achievement {Bandura, 1993; Schunk, 1989,
Zimmerman, 1895). These lines of theoriz-
ing and research integrate the cognitive,
melacognitive, and motivational mecha-
nisms of selfregulation (Bandurs, in press;
Schunk & Zimmerman, 1984, Moreover, ef-
ficacy beliefs shape carcer aspirations and
pursuits during early formative years. The
stronger the students” beliefs in their eth-
cacy, the more cccupational options they
consider possible, the greaier the interest
they show in them, the better they prepare
themselves educationally for different ca-
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reer pursuits, and the greater their persis-
tence and suecess in  their  academic
eoursework (Betz & Hackett, 1686; Lent,
Brown, & Hackett, 1994},

The preceding lines of research have
added greatly to understanding of how effi-
cacy beliefs affect intellectual development
and fanctioning both divectly and through
their impact on wediating cogaitive, af-
fective, and motivational processes. How-
evar, children’s intellectual development
cannot be isolated from the soeial relations
within which it is Lmbedded and from its
interpersonal effects. 1t must be analyzed
from a social perspective {Bandura, 1993;
Vygotsky, 1962} In soctal coguitive theory,
personal agency operates within a broad net-
work of sociostructural and psychosocial in-
Ruences in which efficacy beliefs play an in-
fluential regulative function {Bandura, in

press; Elder, 19935).

The present program of resesrch exam-
ines how diverse sources of influence, in-
cluding socieecenomic, familial, peer, and
sell processes, aperate in concert to shape
the course of academie achievement. in the
conceptual scheme gulding this research,
the impact of the socioeconomic status of the
families on children’s academic achieve-
ment is mediated through #s ¢ffects on pa-
rental academic efficacy and aspivations.
Parents” sense of efficacy to promote their
children’s academic development and the
educationz] aspirations they hold for them
enhance their children's beliefs in their owo
academic efficacy and raise their aspirations.
Tha children’s beliefs and aspimtions, in
turn, eontribute to their academic achieve-
ment both directly and by fostering poer ac-
ceptruce and reducing depression and prob-
lem behavior that can undermine productive
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engagement in academic pursuits, The pro-
posed styucture of the causal model is sum-
marized schematically in Figure 1. The ra-
ticnale and evidence for the different
postulated paths of influence are presented
i the secticms that follow.

The first link in the conceptusl model
concerns the inapact of saciceconomic status
on familial belie! systems. In social cogmi-
tive theory (Bandura, 1986, 1993), socioece-
namic factors affect children’s develop-
mental courses principally through their
impact on familisl, peer, and self processes.
Several lines of research lend support to this
view. Elder (1993} has shown that economic
hardship exerts its impact on children's de-
velopmental trajectovies throngh funilial
processes rather than directly by undernmin-
ing patents’ sense of efficacy to cultivate
their children’s competencies and to safe-
gnard them from environmental risks that
can jeopardize suceessful development. Bal-
dwin and his colleagues report that, when
variations in parents’ child management
practices are controlled, sociceconomic sta-
tas has no independent effects on child out-
comes {Baldwin, Baldwin, Sameroff, &
Seifer, 1989}, In the conceptual model being
tested, increases In sociveconomic status
raise parental acadernic aspirations for their
children and parenis’ sense of efficacy that
they exn promente their ehildren’s academic
development.

The second pattern of infuences in the
conceptual model specifies the impaet of pa-
rental beliefs on their children’s sppraisal of
their own academic capabilities and their
educational vision, Parental aspirations and
perceived efficacy build children’s sense of
efficaey and academic aspirations, There is
a small but growing body of eyidence that
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Fig. L—Proposed canssl strocture of the paths of influence through which parenis) and children’s
efficsey beliefs and academic aspirations affect seadernie achisvement
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parents who believe that they can exercise
some influence over their children’s devei-
epment are Inore proactive and successtul
in cultvating their children’s competencies
than parents whao doubt they can do much to
affert their children’s developmental course
iEBlder, 1893; Gross, Fogg, & Tucker, 1995;
Schneewind, 1895, Teti & Gelfand, 1981).
The developmenta] benefits of parenting ef-
ficacy have been verified across different so-
siosconomio statuses and family structures,
under conditions of eeononic adversity that
severely tax parental resilience, and in dif-
ferent eulbaral milisus,

Efficacy beliefs vary across dormaing of
functioning rather then represcat an undif-
ferentigted disposition {Bandura, in press).
Because the present study ceatered on chil-
dren’s acadernic achievement, parents were
assessed for helief in their capability to culti-
vate their childrew's valuation and involve-
ment in academic pursuiis. It was predicted
that parental scademic efficacy would en-
hance children's sense of academic efficacy.
Academically efficacious parents are likely
ip promote not only educational activities
but interpersonal and selfmanagement
skills conducive to learning, especially if
they hold high seademic aspirations for thelr
children. This conld raise children’s beliefs
iy their social and selfregulatory efficacy.
However, because of the differing domains
of functioning, parental beliefs in their aca-
demic efficacy were expected to have a
weaker direct inHuence on children’s per-
oeived eflicacy io form and maintein satis-
fving peer relutionships and to resist peer
pressure to engage in detvimental behavior.
The Iatter two efficacy domagins were in-
chuded becanse both peer estrangement and
problem behavior can detract from academic
Pursuits,

Aspirations wre influenced by self
appraisal of capabilities. The stronger the
perceived self-efficacy, the higher the goal
aspirations people adopt and the firmer iy
their commitiment to them {Bandura, 199}a;
lLocke & Latham, 033} It was hypothe-
sized, therefore, that parents with high aca-
demie efficacy would favor high edueationgl
aspirations, which in turn would foster scho-
lastic aspirations in their children. Previous
research corrohorates the positive influence
of parental academic aspimtions on chil-
dren’s academic aspirations (Zimmerman,
Bandura, & Markinez-Fons, 1998) and aca-
demic achievement {Enfwisle & Hayduk,
1978, Marjoribanks, 19790, To the extent that

academnic aspivations convey to children be-

fief in their capability to fulfill them, it can
raise their perceived efficacy for academic
pursuits as well. Moreover, s previoeusly
noted, parents who have high aspirations for
thelr children are likely to foster their self
regulatory efficacy to resist peer pressure to
engage in activities that can jeopardize edu-
cational development and work hard to keep
thers out of trouble.

So far, the presentation of the concep-
tual model has centered on parental info-
ences mediated through their hmpact ou
children’s sense of efficacy and aspirations.
Parenits who have high educational aspiva-
tioos for their children and helieve they can
cantribute to their realization can also affect
intelievtual development independently of
their impact on their children. They can do
50 by conveying to teachers the imporiance
they place on education and serving as advo-
cates on behalf of their children in relation
to the school system, Parents’ positive
invalvement in the educational process can
increase teachers’ edvcafionad commitment
to the children. By influencing what teach-
ors expeet of their children academically,
parents can have a more pervasive edues-
tional impact than if their influence s solely
mediated through its effects on their chil-
dren, Indeed, when ecuated for level of abil-
ity, children whose pavents coanvey high
scholastic expectations to the school system
are generally placed in more challenging ae-
ademic fracks and achieve greater scagemic
progress than those whose parents show low
involvement in the educational process
{Darnbuseh, 1854). Among economically
disadvantaged parents, those with high sca-
demic aspirations and involvement in schoel
activities generally heve academically sue-

cessful children (Kao & Tiends, 1985}

A direct effect of parental efficacy on ace-
ademic achievement wonld operate largely
through parental beliefs that they can influ-
ence school persennel and their Instruc-
tional activities. However, the present study
assessed parental efficacy to foster their chil-
dren’s engagement in academic activities
rather than beliefs in their efficacy to influ-
ence the school system itself, which is quite
& different matter. School staffs have mixed
feclings about parental involverent in the
school's instruetional practices, especially
when it subjects teachers to critical serutiny
and parental pressures to produce higher ag-
sdemic attainments, Most pareats are under-
standably reluctant {0 &y to encroach on the
learning activities in school, Feachers’ sense
of instractional eflicacy partly determines

-

the level of parental participation they en-
courage in their children’s scholastic antivi-
ties (Hoover-Dempsey, Bassler, & Brissie,
19871 Teachers of low efficacy discourage
parenfal involvement in the educationsl pro-
cess. Parents will have littde offect on their
childien’s schooling through influence on
their teachers if they have little interaction
with them. It is much esasier for parents to
irfluence the school system by conveving
high valuation of education for their chil-
dren than to try to alter teachers’ instruc-
tional practices. Hence, it was hypothesized
that parents’ sense of academic elficacy
wonld inHuence academic achievement, in-
depeadently of its irnpact on their children,
through its effects on parentsl acudemic as-
plrations,

The next phase in the proposed concep-
tual model specifies how children’s aspira-
tions and perceived academic etficacy atfect
their academic achigvement both indepen-
dently and thruegh the mediated effects of
peer relations, despondency, snd problem
behavior, A high sense of efficacy for self
regulated learning and academic mastery in
children fosters scholastic achievement hoth
directly and by raising academic aspiralions
(Zimmerman & Bandura, 1994; Zimmerman
et al., 1682). Different fncets of percejved
self-eficacy additionally affect scholastic
achievement through soctal and emotional
effects that, depending on their nature, sup-
port or detract from educational develop-
ment. A high sense of social efficacy pro-
motes  satisfying and  supportive  social
relationships (Holshan & Holaban, 10874,
1687, Leary & Atherton, 1986, Wheeler &
Ladd, 1882). Students who can get them
selves to seck academic assistance from
lmoewledgeable adulis  and  classmates
achieve higher mastery of academic
coursework than those whe distrust their so-
cial capabilities (Newinan, 1991).

Children who are considerate of their
peers and are accepted by them will experi-
ence the favorable school enviranment as
more conducive to leaming than if they be-
have in seciglly alienating ways and are re-
peatedly rejected by their peers, Such expe-
rlences can create dysfunctional modes of
thinking and behaving and activate emo-
Honal states that impair academie aceom-
plishments {Austin & Druper, 1884; Band-
ura, 19931 Moreover, students who doubt
their intellectual efficacy are likely to gravi-
tate to peers who do not subscribe to aca-
demic values and pursuits. Engagement in

" problem behaviors often results in disen-
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gagement from academic activities {Jessor,
Dranovan, & Costa, 1891). The relation be-
tween problem bahavior and academic de-
ficiencies has heen well documented {Dis-
hion, 18980: Hinshaw, 1952; Patterson,
Capaldi, & Bank, 1991; Rutter, 1574). Qver
time, growing self-doubts of intellectual ef
ficacy can have reverberating effects on de-
velupmental trgjectories well beyond the ac-
sdemic domain., In the structure of the
conceptual model, a high sense of academic
and sacial efficacy fosters prosocial behav-
ior, which builds peer accepiance (Ladd &
Price, 1987, Ladd, Price, & Hart, 19858}

In the proposed moded, a negative emo-
tivual and social life, in the form of peer re-
jection, despondency, and lack of prose-
cialness, fosters emotional and behavieral
probiems, that in turn undermine involve-
ment in academic pursuits. A plausible alter-
native model was also tested in which the
structure of the relationships involving so-
cineconomic status and the efficacy beliefs
and academic aspiratiuns of parents and chil-
dren remzin as in the original model, but
the causal order of psychosoctal factors and
prablem behavior is reversed, In this alter-
native conceptual scheme, emotional and
behavioral problems produce peer rejection,
despondency, and low prosocialuess, which
in tyrn detract from acudemic achievement.

Not all children of low efficacy resort to
troublesome conduct, In the course of soeial-
ization, children adept social and moral stan-
dards that serve as guides and deterrents for
given courses of action, The sanctions chil-
dren apply to themselves keep conduet in
line with persousl standards. However, selfs
sanctions do nol operate unless they are acti-
vated, and there are many psychological pro-
cesses by which selfrestrajnts can he
disengaged from detrimental condoct. Per-
sonal contral is selectively disengaged by ra-
construeing negative conduct as serving wor-
thy purposes, obscuring personal agency by
diffusion or displacement of responsibility,
disregarding ar minimizing the injurious ef-
tects of one's actions, sud blaming and dehu-
manizing those who are mistreated {Band-
ura, 1991h; Bandurs, Barbaranelli, Caprara,
& Pastorelli, in press). A Iow sense of aca-
demic and selfregulatary efficacy and low
prosacial eonduct increase the propensity to
disengage moral self-sanctions from socially
alienating and harmful conduct. Perceived
selfregulatory inefficacy thus affects aca-
demic attainments by increasing proneness
ta invelvement in detrimental activities that
conflict with acedemic pursuits.
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The final pattern of influences in the
concepitual model concerns the emotional
effects of perceived inelficacy. A low sense
of efficaey to exgrcise ventrol aver stressors
and highly valued outcomes glves rise to
frelings of futility and depression, it doeg
so in several different ways. One route
depression is through yufulfilled aspiration.
People who impose on themselves stamlarc}s
of seiliworth they judge they cannot aftain
drive themselves to bouts of &eprfissmn
(Bandura, 1891a; Kanfer & Zeiss, lQ_t-..’S). A
second  efficany route to cieP_l'esslor_z is
throngh a low sense of social efficacy, Peo-
ple who judge themselves to be soclmily ef-
feacious seek out and ecultivate social vela-
tiouships. Supportive relationships‘_p]:qf:{ie
models on how to munage difficult situations
and cushion the adverse effects of stressors,
Parcaivad soeial inefficacy to develap satis-
fying and supportive relatignships increases
volnerability to depression through sac},a,l
isolation (Holahan & Holaban, 19874,
1987h). Much buman depression 15 cogni-
sively generated by dejecting rumipative
thought {Nolen-Hoeksema, 1491, A kow
sense of etficacy to exercise contral over ru-
ruinative thought eomiributes to the occur-
vence, duratin, and recurrence of de-
pressive  episodes {Kavanagh, 1992}
Through these different processes, per-
ceived aendemic and social inefficacy give
rise to bouls of depression, Depresgion un-
dermines academic perfgrmance (‘{\loien--
Yoeksema, Girgus, & Selignan, 1GRG).

This project extends the line of -re;eaxch
on aeademic development in several impor-
ant directions. 1t asalyzes within & unified
causal structure the direct and meci_iatgd
paths of iniluence of sacipstructural, _ia1n:LEI~
ial, peer, and persoual classes of determi-
nants. Many of the factors are assessed by
different mothods with dillerent sources,
therehy redocing common raethad and
sonaree biases. Althonoh some of the seg-
ments of the proposed model have heen
tested in prior research, the inclusion gi_am.
expanded set of factors from sooial cognitive
theory can provide new knowledge on the
cudeternynation of academic achievement.
Parenta} and children's efficacy beliels are
emerging us influential determinaats of soct-
ocognitive development gBmlda.lm, 1985, in
press;  ZINnern, 1968, ThL present
study evaluates their countribution to aca-
deic development more fully within a
broad potwerk af Influences. As ‘wili b‘.
<hown laier. percaived academic efficacy is

L benter daediokos af acwleaiic

achievement than the traditional measures
of self-cancept of ability that ave widely used
in this Beld of study. Research that sddresses
stzelf 1o constructs that increase eyfplanatﬁry
and predictive power hold promise of ad-
vancing understanding of cognitive devel-
opwient.

Metheod

Subjects—The participants i this
study were 279 childven ranging ia age from
11 to 14 years, with & mean age pf 12 yeurs.
There were 155 males and 124 females.

The students were drawn from the six@h
and seventh grades in two middle schools in
a residential community located near Rome.
The children enrclied in these schools as
well as their mothers and teachers partici-
pated in the study, The study was stx_‘uct'u.red
10 the parents and children as a project con
ducted through the University of Home to
gain better understanding of how Chl]..dr(-_’..n
develop. The mothers not only co_m_;enteci to
the study, but 88% of them partu‘:xpgted in
the project themselves. This commrunity 1ep-
resenis 4 microcosm of the larger soviefy,
containing families of skilked workers, farm-
grs, professionals, and Iocal 11'1el‘ghants and
their service staffs. Socfoscunomic status ol
the family was assessed by father's occupa-
tion. Eleven percent were in professional or
managerial ranks, 24% were meriimnts or
aperators of other businesssas, ISD% were
skilled workers, 24% were zmsig;.lied work-
ers, and 1% were retired Fifty-four percent
of the mothers were homermakers, ‘i(}% were
employed in naskilled work, 25% in skz%led
work, and 1 1% were in execulive and mans-
gerial positions, The sociceconomie hetero-
geneity of the sample adds to the generaliz-
ability of the fndings.

Children were administered the sets of
scales measuring the variables of theoretical
inierest in their classrooms by two female
experimenters. The various measares wers
administered over a period of several days.
ia addition, data for the variables of interest
were collectzd from the children's parents,
teachers, and peers. The scales were admin-
stered individusily to the teachers and
parisnts,

Children's perceived  self-efficucy.—
Children's beliefs in their ethcacy were
measured by 37 Hews representing seven
dortains of functioning that formed the three
hasic efficacy factors desevibed earlier. For
each item children rated, using a S-point re-
sponse Tormal, their helief in their level of
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capability to execute the designated activi-
ties. These particular domains are part of a
larger set of multidimensionsl selfefficacy
scales {Bandura, 1900),

Perceived efficacy  for  academic
achievement measured the children’s belief
in their capabilities to master different areas
of coursewark. These included mathematics,
science, biology, reading and writing lan-
gusge skills, computer skills, end soeial
studies. A second set of scries measured per-
veived efficacy for self-regulated learning
{Zimmerman et al., 1992}, Specifically, these
scales asvessed children’s efficacy to stuc-
ture environments conducive to leaming, to
plan and organize their academic activities,
o use cognitive strategies to enhanece under-
standing and memory of the material being
taught, 1o obtain information and get teach-
ers snd peers to help them when needed, to
motivate themselves fo do their schoolwark,
to pot themselves to complete scholastic as-
signments within deadiines, and o pursue
academic activities when there are other in-
teresting things to do. The item, "How well
can you get teschers to help you when yon
get stuck on schoobwork?” measured per-
ceived self-efficacy to enlist sacial resources.
The item, “llow well can you study when
there are other interesting things to do?f”

measured childven’s perceived efficacy to
regulate their motivation for academic pur-
suits,

A third set of scales assessed efficacy for
leisure and extracurricular activides involv-
ing mainly group activities. A fourth set of
seabes assessed children's selfregulatory ef-
ficaey to resist peer pressure to engage in
fligh-risk activities Involving alcohol, drugs,
unprotected sex, and transgressive hehavior
that can get them into trouble. For example,
the following item assessed perceived selis
regulatory efficacy to resist peer impositions
tor use drugs: “How well can vou resist peer
pressure to drink heer, wine, or liguorf”

Perceived social self-efficacy measuyed
children's beliels in their capabilities to
form and maintain social relationships and
to manage different types of interpersonal
conflicts, Self-assertive efficacy measured
children’s perceived capabilities to voice
their opinions, to stand up to mistreatment
or harassmert, and to refuse unreascnable
requests. “How well can vou sxpress your
opinions when other classmates disagree
with you?” is one of the items assessing per-
ceived selbussertive efficacy. Perceived sell
efficacy 1o meet others’ expectations as-

Banduora eral, 1211
sessed children's beliefs in their capabilities
to fulfill what their parents, teachers, and
peers expect of them and to live up to what
they expect of themselves, “How well can
you Hive up to what your parents expect of
you? typifies #ems in the perceived efh-
cacy domalin te fulfill sthers” expectations.

A principal eomponents factor analysis
with varimax oothogonal rotation revealed a
three-factor structure, The first {actor, per-
ceived ccademic self-efficacy, included high
loading on items measuring perceived capa-
bility to manage one's own learning, to mas-
ter academic subjects, and to fulfill personal,
parental, and teachers’ academic expectn-
tions. The predictive vslidity of this aspect
of children’s beliefs in their effieacy is sup-
purted by findings of prior research (Zim-
merman & Baodura, 1964; Zimmerman el
sl., 1852). Perceived svoial self-efficacy con-
stituted the second factor. The dems loading
on this facter included pereeived capability
for peer relationships, for self-assertiveness,
and for leisure-time activities. The third fae-
tor, pereeived self-regulatory effcacy, was
represented by Hems measuring perceived
capability to resist peer pressure to engugc
inn high-risk activities. These three factors
constituted 15.7%, 5.3%, and 7.1% of the
variance, respectively.

The relinbility of these three factors was
assessed by the sguared multiple correla
tions of factor scores. Coefficients of 70 o
hetter are indicators of stable factors (Ta
hachnik & Fidell, 1989). The estimated reli-
abilities were 87 for academic selfefficacy
73 for sacial self-efficacy, and B0 for self
regulatory efficacy.

Sacial and emotional behavier.——Elat
go children’s social and emotional behavio
were obtained from differentsourees using
diverse methods of assessment. The source:
included the children themselves, their par
ents, teachers, and their peers. The methods
of measurement included personality gues
donnaires and pser sociometric ratings.

Children rated their prosocial behavio
on & scale containing 10 items developed by
Caprara sod his colleagues. It assessed de
gree of helpfulness, sharing, kindness, and
cooperativeness. 1 try o help others™ is ¢
sample item. To avoid & possible responss
bias, severzl control items were included a
well in the seale. The factor structure ang
concurrent validity of this measure have
been corroborsted in studies relating ¢hil
dren’s selfratings to level of prosocialnes:
rated by parents, teachers, and peers (Ca
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prarz & Pastorelli, 1983). The children snd |

their mothers completed the same 18-iterm
scale; teachers and peers rated the chil-
drem’s level of prosocial bekavior on & sub-
sample of six and three items from the larger
scale, The alpha reliability coefficients were
78, .78, 88, and .75 for self, parents, teach-
ers, and poer ratings, respectively, Because
the different sets of scores were positively
intercorrelated, they were standardized, av-
eraged, and aggregated to provide a compos-
jie measure of prosocial behavior.

Children rated their severity of depres-
sion on the 2T7-item Children’s Depression
{nventory developed by Kovaes (1085), Its
reliability coeflicient was .86, The children’s
depression was also assessed by teachers on
a 10-item scale, and by peers on a three-item
scale developed by Caprara. The Cronback
alphas for these two scales were 5] and 88,
respectively. The three sets of scores were
positively intercomrelated bevond the p <
D01 level. The correlations are selfepeers,
r = 31; seli-teacher, r = 20; and teacher—
peers, ¥ = 4B, The scores were standard-
ized, aggregated, and averaged to creaie &
compasite measure of depression.

Sociometric peer nominations served as
another source of assessment of peer prefer-
ence. The children made their nominations
from the roster of classmates in their particu-
lar classroom. Since this is a highly stable
cormmunity, the children were thoroughly
acquatnted with each other. Children were
presented with a booklet containing the
names of children in their class. To assess
peer popularity, the respondents selected
the three classimates with whom they would
like to play. To distinguish hetween chii-
dren who were dishiked by their peers and
those who were simply ignored ar regarded
with ndifference, children selected three
classmates with whom they would not want
to play as a measure of peer rejection. The
assessinent of both positive and negative sta-
tis regreding social activities provided a
good basis for gauging the impact of the
quality of peer preference on academic de-
velopment, Popularity was negatively corre-
lated, r = —.34, p < 0001, with rejection.
The number of positive and negative nomi-
nations the children received were summed
separately and standardized, Following the
common scoring procedure (Coie, Dodge, &
Coppotelli, 1988; Newcomb, Bukowski, &
Pattee, 1993}, the measure of peer prefer-
ence was vbtained by subtracting the stan-
dardized rejection score from the standazd-
izad prelerence scare.

Moral disengagement.—Each of the
eight mechanisms of moral disengagement
was meusured by four subsets of items
(Bandura et al,, in press). They tapped chil-

_dren’s readiness to resort to moral justifics-

tion, euphemistic labeling, advantageous
comparison, displacement and diffusion of
respanzibility, distortion of consequences,
dehumanization, and atiribation of blame
with regard 1o different forms of teans-
gressive conduet. To cite sn example, “If
people are careless where they leave things
it is their own faull if they get stolen” is one
of the iterms measuring atiribution of blame
t the victims, The item, “Kids eannoi he
blamed for misbehaving if their friends pres-
sured them o do it” measures displacement
of responsibility. The seale items encompass
diverse forms of detrimental conduct under
a variety of contextusl eonditious and in dif-
ferent types of social relationships. The det-
rimnental activities involved physically inju-
rious and destructive conduct, verbal abuse,
deceptions, and thefts. The social contexts
encompassed educational, familial, commau-
nity, and peer relations. For each of the 32
items, children rated on 5 3-poind scale their
degree of acceptance of moral exonerations
for such conduct. Factor analysis of the items
revealed a one-factor structure with all the
items loading on the principal factor. Re-
sponses to the ifems were, therefore,
summed o form a composite measure of
moral diseagagement. The slpha reliasbility
coetficient for this measore was 83,

FProblem behavior.—FProblem bhehavior
was measured by 85 items from the Child
Behavioy Checklist developed by Achen-
hach and Edelbrock {1878). Both tie reli-
ability and predictive validity of this widely
used measure of problem behavior are well
establishad {Achenbach, McConaughy, &
Howell, 1987;. The subscale concerned with
socigl unpopularity was deleted to eliminate
any overlap with the sociometric measure of
popularity and rejection in peer preferences.
The items dealt with a wide range of prob-
lem behaviors, including hyperactivity, ag-
grassivensss, inaltentiveness, transgressive
conduct, anxiety and withdrawsl, somatic
-comiplaints, and obsessiveness, A total of 15
teachers recorded, for the childrer in their
particular classroom, whether they exhibit
these various problem behaviors and, if they
do, whether they do so only eccasionally or
often. The reliability coeficient for the total
score was 95,

Parental acedemic effivacy - Parents’
beliels in their parenting efficacy were mea-
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sured by an eight-itern subscale selocted
from the multidimensional scales of et
ceived parenting efficacy (Bandura, 1990}
The items encompassed a diverse set of ae-
thvities parents have to manage in promoting
their children’s scademic development.
Methers recorded their sense of efficacy on
B-point seales varying in terms of the amount
of influence they believed they could exer-
cise over their children’s development. The
parental selefficacy scale measured par-
euts’ judgments of their personal efficacy to
promote their children’s interest in, and val-
uation of, education, to motivate them for ac-
ademic pursuits, assist them with their
schoohwerk, and to help them to stay out of
tronble in school. The following sample
iter: messured parents’ pereeived capability
to influence their children’s schoolwark:
“How much can you do to help vour chil-
dren @0 wark hard at their schoolwerk?” Pur-
ents with more than one child in the sample
rated their aspirations and perceived effi-
cacy separately for each child. Factor analy-
sis of these ltems revealed a single factor
that secounted for 46% of the variance. The
alpha reliability coefficient was 81.

Farental and children’s academic aspi-
rafions.—Academic aspirations and valug-
tdan of academic pursuits were measured by
a set of seven items, Children wated on 5-
point scales the importance placed on aca-
demic attainments by thernselves, their par-
euts, and their fiends, and the level of
academic performance expectations their
parents had for them and they had for them-
selves. In nddition, children rated the educa-
tionat level they expected to complete and
the educational aspirations their parents had
tor them. The edueativnal levels ranged
from cormpleting middie school, high school,
specialized technical school, somme college
wotk, to gradustion from college, These
items were combined into an index of aca-
demic valuation and aspiration. The mothers
completed the four relevant jtems measur-
ing their valuation of academic activities and
the educational aspirations they had for their
children, The alpha coefficients were .73
and 77 for the child and parental ratings,
respectively,

Academic achievement, —The children
were graded by their teachers for their level
of academic achievement in the various sub-
ject matters both at mid-year and at the end
ol the academic term. The assessment com-
prised five gradations of academic attain-
ment. The iwe sets of academic prades were
commbined to provide a coinpoesite measure
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of academic achievemernt. The various psy-
chosoeizl factors were measured prior to the
assessments of academic achievement.

Results

Table 1 preseats the means and var-
ances for the different sets of variables, It
atse includes the matrix of relations among
the varivus psychosoeial factors and aca.
demic achievement. There were few carre-
tates with sex or with age, which spanned 4
narrew range, Children get more depressed
with age (r = .16). With regard to sex, girls
are more prosueial {r = 243, less prone to
maoval disengagement (r = — .20}, and have
higher Yzmademic aspirations than do hoys
fr o= 175

Network of relationships.—The net-
work of relationships is described briefly
and then analyzed for how the various socig~
cognitive factors operate in coucert in the
proposed cansal structure. Socioeconomic
level is accompanied by a high sense of aca-
demic efficacy and educational aspiration in
parents, and prosocialness, academic ASPETR-
tions, repudiation of moral disengagement,
low problem behavier, and academic
achievement in childen. Self-efficacious
parents hold high academic aspirations for
their children. Parental perceived acadernic
efficacy and edueational aspirations are both
consistently related to their children’s per-
ceived academic efficacy and aspiration, pro-
social orientation, low depression and prab-
lem  behaviors, and  high  scholastic
achievement. In addition, parental aspira-
tions are reluted to children’s efficacy to
withstand peer pressure for transgressive
conduct and adherence to mormal self
sanctions. »

Children’s beliefs in their academic ef
ficacy and aspirations are similarly ACCOMPH-
nied by prosocialness, peer acceptance, low
despondency, repudiation of moval disen-
gagement, a low level of emotional and be-
bavioral problems, and high scholastic
achievement. Children’s perceived efficacy
to resist peer pressure for detrimentsl con-
duct is also related to the psychaosocial fac-
tors and scholastic achievemeant, although at
s somewhat lower level, Children’s sacial ef-
ficaey is primarily linked to their seelal func-
toning snd emotional well-being, Those
who are prone to moral disengagement are
more  socially discordant, despondent,
heavily involved in troublesome behavior,
and less academieaily suceessful,
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Pathy of influence.—The conceptual
model was tested on the covariance matrix
using the EQS program (Bentler, 1985), Aca-
demic achievement was the outcome vari-
able in the model. The results of the struc-
twral eguation modeling are presented in
Figure 2. It includes the path coefficients
that are significant beyond the 05 level. The
goodness of fit of the model to the data was
eorroborated by all of the 8t indices epnsid-
ered. These tests yielded 2 nonsigrificant
chi-square of xX47, 266} = 81.19, 4 Normed
it Index (NFI) of .83, a Non-Normed Fit
Index (NNFI} of .97, and a Comparative Fit
Index (CFI) of 88,

The impact of the secioeconomic status
of the families on childrens academie
achievement is entirely mediated through
parenital academic aspirations and children’s
prosocial behavior, The higher the funilies'
sacigeconomic status the higher the aca-
demic and occcupational aspirstions they
have for their children and the mreater is
their children’s prosocizlness. The influence
of parents’ sense of academic efficacy on
scholastic achievement is mediated through
its impact on children’s beliefs in their capas
bility to manage their own learning and mas-
ter coursework. Parents whe believe they
can enlance their children’s educability also
hold higher educational aspirations for
them. Parentsl aspirations contribute to chil-
dren’s scholastic achievement both directly
and by raising their academic selfefficacy
and  aspirations, belstering  their  self
regulatory efficacy to ward off peer pressure
for detriments] pursuits, and lessening thair
involvement in problem behaviors that can
detract from academic activities.

e e
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121

Children’s helief in their acadewmic eff
cacy is linked to scholastic achievemen
bath divectly and throngh its impatt o sea
demic aspirations, prosocial condact, and
lowering prooeness to despondency, Pey
ceived self-regulatory efficacy contributes &
acadenic achievement both independent!
and  through adhersnce to moral self
sanctdons and a low level of problem belav
fors, Children's belief in their sacial gfficac
had no direct impact on asademic achieve
ment, but instead exertad its effect by pro
moting acadendc aspirations and reducin:
vulnerability to depression.

Bandura et al.

A prosocial orientation plaved an infle
ential role i srademic achievement both di
rectly and by fostering peer liking and cuws
tailing depression, moral disengagement
and problem behavior, each of which, i
turn, asccounted for variance in acadersi
achievement. Prosocialness also mediate
the influence of acudemic aspiration o
scholastic achieversent, Peer liking addi
tiemally vontributed to scholastic achieve
ment independently and by curbing trouble
some behavior that can subvert academi
pursuits and lowering valnersbility to de
pression.

An unexpected positive link was foumw
between peer preference and Gicility &
maoral disengagement, Previous research re
vealed no consistent relation between mora
disengagerment and peer popularity (Band
ura et al., in press). The direction of the rela
tion between peer popnlarity and moral dis
engagement will vary, of courve, dependin;
ou the types ol peers with whom one affili
ates, Ooue can be rejected by prosocial peer
and grevitate toward, and gain acceplano

Fie. &—Path analysls of the patterns of influence through which pareneal and children’s efficacy
beltefs and academic aspirations affect academic schievemene. All of the path coefRcients are significan
heyoud the p < 08 leval
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from, dissocial or deviant peers {Cairos,
Cairns, Neckerman, Gest, & Garie’py, 16858;
Dishion, 1880},

Fhe predicted link between proneness
1o moral disengagement and problem behav-
for was not verified. In evervday life, aca-
dernic functioning is lkely to be affected by
the different types of preblem behaviors op-
erating in coneert for any given individusl,
For this reason, the full set of preblem be-
haviors was used in the aaslysis, They in-
cluded such things as inattentiveness, anxi-
ety, withdrawal, somatic complaints, and
chsessiveness as well as conduct disarders,
It i5 the injurious forms of problem behavior
rather than the internalized ones that moral
disengagement would affect. Support for
this explanation is provided by path analyses
performed with each of three main classes of
problem behaviors separately. The analyvses
vielded a significant path from moral disen-
gagement to aggression (.16} and to external-
ized problems {193, but no significant path
to internalized problems {— (9}

In sum, the conveptual model provides
u good fit to the empirical data. The full set
of sociocognitive factors accounts for a siz-
able share of the variance {58%) in academic
achievement. The analysis huther reveals
that the alternative model, in which Jow pro-
sacialness, peer rejection, and depression
are the products of the various types of prob-
lem behaviors, dees not provide an acospt-
able fit o the empirical data. 1t yields a
highly significant chi-square, x}35, 266} =
7682, p < 001, and the lollowing values oo
the other fit indices: NF1 = .52, CFl = 83,
and NNFI = 83, Thus, the original model
offers a better fit o the data than does the
alternate vne. In addition, a series of com-

parative tests was conducted for goodness of

it with each of the key pastulated paths de-
leted. In every instance, deleting & kev path
produced a less adequate it to the empirical
data, as ndicated by statistically significant
chi-sguare valuss. The significance of the
differences between the chi-sguare values
for the full model and the models with 5 de-
leted path were alse tested. The worsening
of the model is significant in each ¢compara-
tive {est,

Discussion

The fndings of the present research ver-
ify the diverse paths of inBuence through
which efficacy beliefs and aspirations con-
tribute fo children’s academic achievement.
Most of the links in the postulated cansal

structure were empirically  corroborated.
The model not only fits the empirical data
well, hut provides a better it than a plausi-
ble alternative model or ones in which o key
path is deieted. Parents” beliefs in their offi-
cacy to promote their children’s intellectual
development and the educational aspira-
tions they hold for them were both influen-
tial factors in the academic process. These
findings add to s growing body of avidence
that parents’ success in their developmental
efforts rests partly on their beliefs that they
can produce desired effects through thetr ac-
tions. Parents who heve a high sense of par-
gnting efhcacy select and construet environ-
ments  conducive  to their  children's
development and serve as strong advocates
on their behall in transactions with educa-
tional and other social systems (Elder & Ar-
delt, 199%; Eider, Eccles, Ardelt, & Lord,
15931, {n contrast, parents who are beset by
doubts about their parenting capabilities are
reluctant to behave proactively, gquickly
abort promotive efforts when they cucounter
difficulties, and fall back increasingly on
negative sanctions in efforts 0 manage prob-
lems with their children (Gross et al., 1995,
Even among mothers suffering from despon-
dency, those who have a firm belief in their
parenting capabilities are, nevertheless,
quite resourcelul in promoting their chil-
dren’s development (Teti & Gelfand, 1991).

The contribution of parental academic
efficacy on scholastic achievement was me-
diated entirely through its impact on their
academie aspirations and children’s beliefs
that they can regulale their learning activi-
tizs and master coursework. Pavental aca-
demic aspirations were linked 1o scholastic
achievement in diverse ways. Parenis whe
convey positive educativnal sspirations and
act on the belief that they can help their chil-
dren achieve them promoted their seholastie
attginments boih directly and by enhaucing
their cogaitive and selbvegulatory efficacy
and raising their academic and soeupational
sights. Children whose pavents have aca-
demic aspirations for them are disinclined
1o become involved in troublesome activi-
ties, A high sense of efficacy o resist peer
pressure for detrimental conduct increases
their likelihoad of staying trouble free.

Parants with a high sense of efficacy af-
fected scholastic achievemeut apart from
their impact on their children through the
academic aspirations they hold for them. As
specified in the hypothesized model, no di-
rect effect of parents’ efficacy to influence
their childrer’s academic activities an their

children’s  academic achievement was
found. As explained earlier, most parents are
highly reluctant to encroach oo the school's
educational practices. However, we know
fram the research of Hoover-Dempsey and
her associates that parents with a high sense
of academic efficacy participate actively in
classroom  schopl  activities  (Hoover
Dempsey et al., 1987, 1992}, Predictive rela
tionships depend on the types of parentsl
efficacy beliefs that are measured. It has now
been amply documented that efficacy beliefs
vary across different realms af functioning
{Bandura, in press). The more relevant the
assessed efficacy beliefs are to the activites
of interest, the higher is their explanatory
sud predictive power, Parental sense of ef-
ficacy that they can influence what teachers
expect of their children, how much fime
they devote o them, and how much they
help them academically is, therefore, more
likely o vield a direct path of infuence than
parenta) efficacy to increase their children's
interast and involvement in scholustic activ.
iies.

The present research not valy corrobo-
rates the influential role of parental aspira-
tions for their childven on their educationa!
development (Kao & Tienda, 1995, Zimmer-
man et 2], 1982}, but identifies the diverse
mediational paths through which parental
aspirations exert their effects. In sddition,
the research establishes parental perceived
efficacy to guide their children’s learning as
another key factor in the exercise of success-
ful parental involvernent in the educational
process. Moreover, parerdal perceived sca-
dewic efficavy determines, in large pat, the
acadernic aspirations they hold for their chil-
dren, By providing guidance through stan-
dards and supportive efficacious action, par
ents serve as enabling influences in their
¢hildren’s academic lives,

Children who believe they can ezervise
some control over their own learning and
mastery of eoursework achieve suecess in
their academic pursuits, Considerable re-
search over the past several years has shown
that beliefs of academic efficacy work in pazt
by heightening motivation and fostering
good strategic thinking (Bandura, 1983:
Schunk, 198%; Zimmerman, 1985}, The pres-
ent findings reveal that such beliefs enlist
a broader set of psychosocial processes that
impinge upon scademic functioning. They
do so by altering the quality of peer prefer-
ences in ways that promote or diminish en-
pagement in academic activities. Even the
eflects of children’s academic aspiration is
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mediated through interpersonal relation
ships.

Evidence that different facets of per
ceived self-gffieacy operate on academi
achievement through somewhat differer
mediational paths is another fuding of thec
retieal as well as methodological signil
eanee. A major part of the influence of chi
dren’s perceived academic efficacy
mediated through its impact on academic a:
pirations, prosocial peer relations, lowere
valnerability to depressian, and adherenc
to moral selfsanctions. In contmast, pe
ceived efficacy to resist peer pressure to ey
gZage in detrimental activities exerted #s e
fects moare by supporting adherence 1
self-sanctions for detrimenta] conduct an
curtailing troublesome behavior, as well &
directly. The influence of perceived socic
afficacy was mediated through academic a:
piraticns and vulnerability to depressior
Multifaceted measures thus provide a mor
refined view of vausal steuctures than d
conglomerate measures of perceived cap
bility, Numerous studies have compared th
relative predictiveness of demain-linke
and global measures of perceived efficac
The findings are consistent in showing ths
multiaceted measures have greater explan:
tary and predictive pewer than do omniby
ones {Bandura, in press). This raises the i
sue of whether the widespread use of glob:
rieasures may be underestimating the ir
fluence of given psychosocial factors on de
velopmental gputcomes,

Much of the research on contributors 1
academic achievement assesses children
perceived capabilities in terms of sel
convept of abillty {Felson, 18584; Maresh
G'Neill, 1984). In path analytic tests, Pajare
and Miller (1954} show that“perceived sel
efficacy is a much stronger predicior of ac
demic achievement than is self-concepi ¢
ability, which wakses only u marginal contr
bution. Other studies similarly documer
the value of specificity of self-efficacy asses:
ment in explaining different facets of ac
demic performance {Pajares & Miller, 1665
These findings call for refinement In ho
children’s beliefs in their academic capabil
ties are conceptuntized and assessed.

Belief in one’s capability to exereis
control over events that affect one’s bHfe is
protective factor against feelings of futilit
and despondency. However, all of the n
search linking perceived inefficacy to vu
nerability to depression has been conducte
with adults {Kavanagh, 1962, Maddux
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dcier, 19853 The results of this study simi-
arly show that children’s beliefs that they
au manage scholastic demands and have
he social efficacy to form and maintain satis-
ving peer relationships enable them 1o
vithstand adversities with rodoced risk of
tespondency. The replication of the of
ective ConsSEguences of perceived ineflieacy
cross age lends support to the generality of
ke self-efficacy mechanism in depression,

That problem behaviors detrast from ae-
idemic achievement is in accord with a
vell-documented  relationship (Hinshaw,
U8; Jessor et al, 1991} Of special interest,
wwever, is the influential role played by
noral disengagement in the pursuit of aca-
lemic activities. Indeed, the influence of
eliregulatory efficacy and prosocialness is
sartially mediated through this factor. When
uoral standards sre disengaged [rom detii-
nental conduct it can be varried out free
rom restraints of anticipatory self-censure
Bandura et al., in press), Ski]l in self
xoneration for transgressiveness is clearly
wt conducive to engrossment in seholasiie
wtivities.

Although proneness to meral disen-
meement eoniribuied independently to soa-
lemic achievernent and partially mediated
Lhe affects of selfreguiatory efficavy aund
stosocialness, the mediated path through
woblem behavior in the sggregate was not
ound, Previous research has shown that
weneness to moral disengagement predicts
wgressive and delinquent conduct (Bandura
+t wl., in press), The findings of Elliott and
thinehart {1995) further corroborate the
renerality of the relation, Proclivity fo moral
lisengagemoent retains s predictiveness for
elony and misdemeanor assaunits and thefts
egardless of age, sex, race, religious affilia-
ion, and social class. The relation between
noral disengagement ard problem behavior
n the present study differed depending on
he types of problem behaviors being mes-
wred, As wonld be expected, moral disen-
ragerment was accornpanied b} increased ag-
mession angd exiernalized problems bat
mrelated to anxiety, withdrawsl, and other
niernalized problems,

The unrelatedness of perceived sovial
:fficacy and prosocial behavior is also proba-
sly due to the particular nature of the social
wivity assessed. It was confined to altruistic
orms of behavior. People who have 1 high
«ense of social efficacy are good at formiug
weial relfationships (Helahan & Holshan,
(8T Leary & Atherton, 1986, Wheeler &

Eadd, 1952}, but it does not necessarily
mean that they are highly aliruistic, The evi-
dence indicates that some are and some are
not. The absence of a significant path be-
tween perceived social efficacy and peer
preference also wamanis seime comment, es-
pecially given that a sense of social elficacy
is known to promote social interactions, Peer
wreference, of course, measures whether one
is held in high or low regsrd by one's peers,
not how wmuch one interacts with them.
Peers do not form a homogeneous entity,
They include social groupings that differ in
thelr interests, values, standards of conduwet,
and the competencies they jnvest with im-
portance, Predicting how perceived souial
afficacy should affect peer preference may,
therefore, require information about the val-
ues of the prevailing peer clusters and the
particular ones with whom given children
affitiate. Popularity with dissoctal peers may
bring vejection from academically oriented
peers. Thus, social elf:caey Ay prompoie
positive r(-,gm’d within one’s reference group
but Jow regard from peers whe do not share
the same values. This heterogeneity of peer
liking suggests the need to consider the
structure of peer relations and the patterns
of selective association in the analyses of
peer preferences.

A prosocial orientation reduces vulnera-
bility to depression, but peer acceptance
also serves as a protective factor. The latter
path was not in the proposed modal. Peer
groups become a major socializing agency
during early and later phases of adolescence.,
Whether children are held in high or low
regard by their peers clearly has a significant
impaet oo children’s lovel of depression.

The Bnding that familisl processes me-
diate the effect of socloeconemic status on
children’s academic development is in ac-
cord with studies of other developmental
outeomes {Baldwin etal., 198%; Flder, 1095,
However, parents’ sense of efficacy that they
cap have some influence over their chil-
dren's educational development was inde-
pendeni of their sociceconoemic status. Par
ents had a higher sense of efficacy to
promote their children’s educability by fos-
tering their interest in academic activities,
linking cognitive development to future oo-
cupational options, monitoring their schook
work, and keeping them out of trouble than
to assist their children directly with their sc-
ademic wark. These types of promotive ef-
forts gre not confined to parents of high so-
cipeconouic status. This #s well decu-
mented by studies of children from econom-

ically impoverished backgrounds who went
on to college and professional careers when
it was uncommon to do so (Ellis & Lane,
1963; Krauss, 1864). In these families. the
parents them%]ve‘; could not provide the
necessary resoqurces and preparatory aca-
desie skills. However, parental valuation of
education played a key role in setting the
course of their children’s educational devel-
opment during their furmative years, The ac-
aderaic values thus instilled were further de-
veloped by teachers. These evolving
preferences led to selective associstion with
college-oriended peers who, by their interest
and example, promoted the attibudes,
achievement standards, and cognitive skills
conducive to intellectual pursuits.

There are several features of the present
study that add to the relizbleness of the ob-
tained relationships. Data for the different
classes of variables were obtained by differ-
ent methods and from different sourees, thus
reducing commen biases that can inllste re-
lationships. The self-efficacy and psychoso-
cial predictors were messured prior to aca-
demie schievement. Moreover, a number of
tha key posited paths of influesce have been
previocusly verified, some through system.-
atic experimental variations of efficacy be-
liefs {Bandurs, 1892, in press). These fen-
tures remove some of the ambiguity
concerning the nature andd direction of cau-
sation. Nevertheless, causality should be in-
terpreted with caution because the pro-
cesses were studied correlationally over the
course of a single acaderic year. The pres-
ent tesearch is part of a larger longinudinal
project, The impact of efficaey beliefs on me-
diating psychosoeial factors and academic
achievement and their reciproesl interplay
will be further tested longitudinally in a
multiple panel design.

The findings of this research have a
number of educational applications, They
document the importance of the educational
vision parents hold for their children and the
parents’ sense of efficacy that they ean help
their children realize those aspirations.
Mareover, the study contributes new knowl-
edge about the psychosocial paths through
which these iofluences flow, Many of the
models for restructuring educational sys-
tems place heavy emphasis on honding par-
ents to schools and increasing parental par-
licipation in the intellectual lves of their
¢hildren {Comer, 1988; Levin, 1991, 1983).
It is easy to preseribe parental participation,
but difficult to achieve it, especially with
parents who believe they cannot wield any
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infinence on haw school systems operate.
The henafit of examining cognitve develop-
ment within 2 self-efficacy framework iz that
this regulative belief system is embedded in
a theory of human ageney. The theory speci-
fies the origins of gfiescy beliefs, their strue-
ture, the mechanism through which they op-
erate, their diverse effects, and the modes
by which they ean be developed {Bandura,
in pressi. This operative knowledge pro
vides explicit guidelines fur interventions
that have enhanced the cognitive function-
ing of children exhibiting severe academic
defivits {Schunk, 1995} and enabled parents
to perform their parenting role more effec-
tively (Gross et al,, 15893

Another important educations! implica
tion concerns the paramount role of self
regulatory influences in educational self
development. Schools try to equip students
with the intellectual tools, agentic self
heliafs, and selfregulatory capabilities t¢
educate themselves throughout their life-
tisne. The accelerated pace of technological
change aad growth of knowledge are placing
a prewium on capability for self-directed
learning. In the not ioo distant future, stu-
dents will be eduecating themselves increas-
ingly with multtmedia instruction presented
electronically by master teachers outside the
confines of the school, The knowledge gap
will widen between good and puor self-
directed learners. Some of the most innova-
tive and productive research in the educa-
tional Keld is designed to provide new
insights into the determinants and mechs-
nisms of selfdirevted leamning (Brown,
1884; Pars & Newman, 1950; Schunk &
Zimmerman, [8894; Weinstein & Mayer,
1986; Zimmerman & Schunk, 1955,

Metacognitive theorists have addressed
the pragmatics of selfregulation in terms of
selecting appropriate  strategies, lesting
one’s comprehension and state of kpowl-
edge, correcting one's deficiencies, and ree-
oguizing the utility of cognitive strategies
{Brown, 1984; Paris, Cross, & Lipson, 1686;
Weinstein & Mayer, 1986). Metacognitive
training aids academic Iearning. However,
students do not necessarily ransfer the skills
spontanecusly to dissimilar pursuits. Nor do
they always use the metacognitive skills
with regolarity (Deshler, Wamer, Schu-
maker, & Alley, 1983, Tharp & Gallimors,
1983). Clearly, there is room for improve-
ment. In social cegnilive theory, people
must develop skilis in regulating the motiva-
tinnal, aflective, and social determinants of
their intellectual functioning as well as the
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eognitive aspects. Good self-regulators do
much better scademieslly than poor self
regulators afler condrols are applied for other
possible determinants (Zimmenman & Mar-
tinez-Fons, 19886).

Self-regulatory skills will not contribute
much if students cannot get themselves Lo
apply them persistently in the face of difli-
culties, stressors, and competing atiractions.
Students’ firm belief in their efficacy to man-
age thelr vwn motivation and learning sctivi-
ties provides the staving power and en-
hances  performance accomplishments
{Zimmerman & Bandura, 1894; Zimmerman
et al., 1882). Knowledge gained from a
broadened conception of selfyegulation is
now being fraitfully applied to the cultiva-
tion of acadenic self-directedness (Bandura,
in pressl.
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Nuech, Lagay; Camma, CLeamics; and Saero, CLany Minirsky, Sueial Closy Effects on North
eastern Brazilian Children's Coneeptions of Aress of Personal Choice and Social Regulution

CralD DevelorMmenT, 19598, 67, 18231942, 2 studies

examired middle- aad lower-elass Brazilia

children’s concepts of personal choice and soclal regulation. In Study i, interviews af 40 middle
and lower-class clildren (3 and 17 vears ofd) revenied that childres across olasses distinguishe:
-mnoral from conventional issues on the bases of rule contingency and act generalizahility criteria
Lower-class children, however, were less likely to view corventions as rale contingent and mon
likely to generalize conventional acts, In Study 2, interviews of 240 middle- and lower-clas
children (ages 8, 12, 16 years) found that acrvss classes, children distinguished prudential issue
from matlers they treated as personal. Prudential issues were seen as subject to parental autha
ity. Middle-clags children were more likely 0 treat personal issues ss matbers of choive, Wit
age, lower-class children increasingly tended to treat personal items as matters of choice, an
by ativlescence there were no elass differences, Findings show that Brazilian children maintah
& helerogengous qrientation to rules and authority which includes & domain of persenal cholee
Class differences indieate that hierarchieal social stroctures affect children’s sense of antonomy
However, developmental offects indicate that a domain of personal choice emerges umong chil

dren across social olasses.

Bevelopmental psychologists of diverse
perspectives have long held that the estab-
lishment of areas of children’s personal au-
tonomy are essential for processes of indi-
viduation and the child’s construction of self
and personal identity {Frikson, 1968; Mah-
ler, 1979}, More recently, it has been found
that children make a coneeptual distinction
between these issues of personal autonomy
aud areas of moral and conventional regula-
tion (Nucel, 1981; Smetana, Bridgeman, &
Turiel, 1983}, Interviews of children and ad-
olescents have indicated that they justify

their claims to personal areas of behaviora
epniral or choice i terms of parsonal autor
omy, agency, and individuslity (Nuecei §
Lee, 1593} On the basis of these Sadings
and related research and theory on the de
velopment of personality and the self (e.g
Pamon & Hart, 1988), #t has been argue
that childrenr’s and adoleseents” claims to &
area of persons! discretion #od econtrol ar
a necessary feature of human developmer
{Nucel, in press; Nueci & Lee, 1993}, Onl
three studies (Miller & Bersoff, 1992; Wain
rvb & Tuariel, 1884; Yau & Smetana, 1995
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