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A number of high school extracurricular activities are competitive and selective,
requiring aspiring students to apply and audition for membership. The process
of trying out for two such teams, cheerleading and dance, was explored, and
the reactions of girls who were successful were contrasted with those who were
unsuccessful. Post-outcome assessments indicated significant differences in mea-
sures of subjective state (positive and negative emotions, arousal, investment),
classroom performance (attentiveness, grades), attendance/truancy, and feel-
ings about self and about school between girls who made the team and those
who did not. Of the variables examined, only drug and alcohol use did not
appear to be affected. Data collected at eight intervals demonstrated the longer-
lasting negative effects of being denied entry to the team over a two-month
time span.
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Introduction

Most high schools encourage students to participate in various extra-
curricular activities, such as athletics, vocational clubs, student government,
newspapers and yearbooks, and special interest groups. There is a wealth of
evidence to support the contention that participation in these extracurricu-
lar activities has a beneficial effect on academic performance and achieve-
ment, and on other areas of psychosocial functioning as well. The majority
of these studies have found differences when comparing students who par-
ticipate to those who do not, and these results have held even after ethnicity,
income, grade level, and other background factors were statistically con-
trolled (e.g., Cooper, Valentine, Nye, & Lindsay, 1999; Eccles & Barber, 1999;
Gerber, 1996; Mahoney & Cairns, 1997; Marsh, 1992; Pedersen & Seidman,
2005). While differences in the frequency and degree of participation in
extracurricular activities among gender and ethnic groups has been noted
(Gerber; McNeal, 1998; Peng & Wright, 1994), the beneficial effects of such
participation on academic and psychosocial variables have been consistently
found.

However, with the exception of males participating in athletics, the lit-
erature has not delved into the increasing number of high school extracur-
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ricular activities that are competitive and selective—those that require stu-
dents to actively and intensely compete for participation—and as a result
bifurcate these auditioners into "winners" and "losers." The present study
attempted to fill this void by comparing high school girls who were successful
in their bid to access a highly selective extracurricular activity to those who
were not successful on academic, emotional, psychological, and delinquency
variables.

Review of Related Literature

Participation in Extracurricular Activities: Relationships with Academic
Achievement

A positive relationship between participation in extracurricular activities
and academic performance has been demonstrated in a number of studies
(Crittendon, 1999; Eccles & Barber, 1999; Gerber, 1996; Holland & Andre,
1987; Lisella & Serwatka, 1996; Marsh, 1992; Silliker & Quirk, 1997). For
example, Camp (1990) found evidence for the effects of participation in
extracurricular activities on students' success in school while controlling for
the effects of other variables such as academic ability, family background,
and other competing time-use activities that could reasonably affect those
grades. Activity participation was found to have a significant positive effect
on academic achievement even more than twice as great as study habits,
which are generally regarded as an influential variable in academic achieve-
ment. Cooper, et al. (1999) demonstrated that this relationship could not
be explained solely by the differential selection of higher-achieving students
into extracurricular activities. Eccles and her colleagues (Barber, Eccles, &
Stone, 2001; Eccles, Barber, Stone, & Hunt, 2003) summarized their findings
from extensive longitudinal research on adolescents' extracurricular activity
involvement concluding that there is clear evidence for the dual role of
extracurricular activity participation in serving both a promotive role facili-
tating academic performance, and also a protective role in deterring youth
from involvement in risky activities.

Participation in Extracurricular Activities: Relationships with Psychosocial Variables

Several authors have attempted to explain the reasons underlying the
relationship between participation in extracurricular activities and academic
achievement, suggesting that the impact of extracurricular activity involve-
ment on psychosocial variables more direcdy accounts for these findings
(e.g., Rutter, Maughan, Mortimore, Ouston, & Smith, 1979; Spady, 1970). In
particular, the suggestions that these relationships have been found because
participation in extracurricular activities leads to enhanced self-concept
(Marsh, 1991a, 1991b) or increased identification with school (Finn, 1989)
have been supported by empirical research.

School connectedness. Research has shown that students who participate
in extracurricular activities have more positive attitudes toward school (Dav-
alos, Chavez, & Guardiola, 1999; Eccles et al., 2003; Jacobs & Chase, 1989)



318 BARNETT

than those who are not involved in activities. Support for the important role
that a sense of school connectedness plays in healthy adolescent behaviors
has been demonstrated (Eccles 8c Barber, 1999; Davalos et al., 1999; Jacobs
& Chase, 1989; Jordan & Nettles, 1999). Harrison and Narayan (2003) found
that high school participants in any type of extracurricular activity were more
likely to enjoy school and get homework done, express positive attitudes
about themselves, peers, teachers, and parents, and take better care of them-
selves by exercising and eating nutritious meals. Investigators have also illus-
trated the protective role that school connectedness has played in reducing
a number of high-risk behaviors, such as truancy, substance abuse, and de-
linquency for adolescents (Hawkins, Catalano, 8c Miller, 1992). In fact, re-
searchers have demonstrated that school bonding (connectedness) is even
more powerful than family connectedness in reducing adolescents' delin-
quent behaviors (Resnick, Harris, 8c Blum, 1993).

Self-concept. Mahoney and Cairns (1997) sought to directly determine
the extent to which self-concept (in the academic and social domains) might
mediate the effects of extracurricular activity participation and academic
achievement. In a national sample of junior and senior high school students,
they found support for the thesis that academic self-concept was an impor-
tant mediating variable; findings were consistent across sex, ethnicity, ability
level, and school size variables. Marsh (19921a, 1991b; 1992; Marsh & Kleit-
man, 2002) reasoned that participation in extracurricular activities, even
those not associated with academic achievement, leads to an increased com-
mitment to school and school values, which then leads indirectly to increased
academic success.

Participation in Extracurricular Activities: Relationships with Delinquency Variables

Support for the contention that unoccupied discretionary time generally
leads to problem behaviors in adolescence has been documented (for reviews
see Stattin, Kerr, Mahoney, Persson, & Magnusson, 2005; Osgood, Anderson,
& Shaffer, 2005). Empirical research has largely supported the protective role
played by some types of extracurricular activities in deterring drug and al-
cohol use (Buckhalt, Halpin, Noel, 8c Meadows, 1992; Carlini-Cotrim & Apa-
recide de Carvalho, 1994), and in mediating disciplinary and delinquency
problems (Eccles & Barber, 1999; Mahoney & Stattin, 2000; Tashman, Weist,
Nabors, 8c Shafer, 1998). However, other studies have noted the relative small
effect size of these relationships (Darling, 2005; Jenkins, 1996), or failed to
replicate these findings (Carlini-Cotrim & Aparecida de Carvalho, 1993; Dar-
ling, Caldwell, & Smith, 2005; Eccles et al., 2003; Harrison & Narayan, 2003).
Differences in the populations under study, and in the methods used to
assess drug and alcohol use, may account for these seemingly discrepant
findings.

Adolescent Gender Differences in Extracurricular Activities

From an early age, children prefer play activities that are in line with
their gender (c.f., Goldstein, 1994; Scarlett, Naudeau, Salonius-Pasternak, &
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Ponte, 2005) and these male-female differences become even more en-
trenched during the middle and high school years (Eccles, Wigfield, Harold,
& Blumenfeld, 1993; Jacobs, Lanza, Osgood, Eccles, & Wigfield, 2002;
McHale, Crouter, & Tucker, 1999). In fact, research has shown that during
middle childhood activity preferences are even more gender typed than ei-
ther children's gender role attitudes or their gender-typed personality char-
acteristics (McHale et al., 1999). Girls have been found to spend more time
outside the home in organized activities, doing academic-related activities,
taking lessons, engaging in outdoor play and socializing, while boys spend
more of their time outside the home participating in unorganized activities
(McHale, Crouter, & Tucker, 2001; Posner & Vandell, 1999) and in team
sports (Eccles & Barber, 1999; Larson & Verma, 1999; McHale et al., 2001).

Students who participate in certain specific types of extracurricular ac-
tivities are more popular with peers, have higher social status, tend to be
school leaders, and may be influential in directing the norms of the school's
social system (Eder, 1985; Eder & Kinney, 1995; Eder & Parker, 1987; Evans
& Eder, 1993; Kinney, 1993; Mahoney & Cairns, 1997). Participating in ath-
letics has been consistently linked to improved social status for boys, and for
girls, high status has been associated with involvement in extracurricular ac-
tivities such as cheerleading (Barber et al., 2001; Eccles & Barber, 1999; Ec-
cles et al., 2003; Eckert, 1989; Eder & Kinney, 1995; Merten, 1996). Male
athletes are encouraged to be achievement-oriented and competitive, and
female cheerleaders are consistently reminded of the importance of their
physical appearance and ability to manage their emotions (Eder & Parker,
1987; Leff & Hoyle, 1995; Ryckman & Hamel, 1995). Hence, involvement in
"elite" extracurricular activities, especially for girls, ascribes a special social
status, and becomes highly prized and sought by many in the peer group.
To date, the vast majority of this research has focused on the members of
these elite extracurricular activities, comparing those who are participants to
those who are not, or relating ethnographic accounts of within-group social
relationships. The process of gaining entry has received relatively little atten-
tion, particularly for adolescent girls.

Focus of the Study and Research Questions

There is a wealth of literature that concludes that participating in ex-
tracurricular activities affords a number of academic and psychosocial ben-
efits to adolescent participants. The focus of the majority of this research has
either been on activities wherein participation lies at the discretion of the
individual, or on participants who have successfully gained entry. Selective
and competitive activities dictate that admission to the activity requires an
auditioning process and decisions are made by external adult judges. While
those who "win" and are afforded access to the activity incur many advan-
tages and benefits, there is a dearth of information about those who "lose"—
those individuals who are denied the opportunity to participate. Is it merely
that they do not acquire the benefits of participation demonstrated in pre-
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vious research, or are there resulting effects beyond the mere absence of
these positive outcomes?

Three research questions were addressed in a large-scale study with ad-
olescent girls that collected both quantitative and qualitative data to explore
these issues: (1) "What effects does the process of applying and competing
for admission into a selective extracurricular activity have on female high
school students?" (2) "What are the effects of being selected or denied entry
into an elite selective extracurricular activity?" and (3) "To what extent do
the effects of successfully or unsuccessfully competing for an extracurricular
activity extend over time?" This study also sought to provide additional detail
about the beneficial effects of participation in high status, selective extra-
curricular activities on adolescent females that have been found in prior
research. Only the quantitative findings of the large-scale study addressing
these issues are presented here (see Barnett, 2006, for qualitative interview
data).

This research contributes to the literature by focusing on two types of
highly visible high school extracurricular activities (cheerleading and dance)
which required female students to try out, and whose admission was selective
and competitively based. Research has shown that for adolescent females,
the main route to popularity and high status in the school is cheerleading,
and that involvement in cheerleading affects a girl's personal and social iden-
tity (Eckert, 1989; Eder, 1985; Eder & Parker, 1987; Kinney, 1993; Merten,
1996). The decision to focus on these highly visible and status-laden activities
for girls was made for two reasons: to examine the outcomes of the audi-
tioning process and selection decision within two salient and competitive
school-related activity contexts for girls (cheerleading and dance), and to
investigate activities in which the effects of being allowed or denied access
might be especially p ronounced in the meanings they would have for aspir-
ing female members.

High school girls who indicated their intent to compete for entry into
their high school cheerleading or dance teams were followed throughout
the process of auditioning, and when the outcome became known, students
who were successful were contrasted with those who were not. Measures of
mood/emot iona l state, feelings about themselves and about school, aca-
demic performance and classroom behavior, t ruancy/at tendance, and drug/
alcohol involvement were taken prior to try-outs, and immediately and at
several points in time after decisions were announced, to look more closely
at the auditioning process and its aftermath. It was hypothesized that differ-
ences in these variables would be found between girls who were successful
in gaining entry to the team compared to those who were not successful. It
was also hypothesized that some of these negative effects on the unsuccessful
team applicants might extend over time beyond immediate reactions to the
outcome.

Methods

Participants

Three mid-size high schools located in the Midwest were selected be-
cause of their similarity in school size, and in the procedures they employed
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to audition and select females for their dance and cheerleading teams. The
population at the three high schools was between 1300 and 1600 students;
the number of cheerleading and dance team members at each school was 6
to 10 and 14 to 16 females, respectively. In one school, the number of open
slots, however, reflected the number of graduating seniors, such that only 3-
4 (3 dance, 4 cheerleading) spaces were available to be filled in the team.
In the other two schools, previous team members were required to re-apply
for the teams, so that there were 15-16 openings to be filled on the dance
teams and 9-10 on the cheerleading squads.

A total of 173 girls (126 Caucasian, 39 African American, 6 Asian Amer-
ican, 2 Hispanic) auditioned for the cheerleading and dance teams, and of
those, 57 were selected across the 3 high schools. Table 1 presents a summary
of the initial number of applicants, and numbers of girls who attended prac-
tices and auditioned at each of the schools for the cheerleading and dance
teams. As can be seen from this table, a few girls declined to continue to the
next step at each school, however, the vast majority remained through the
entire process. 116 of the applicants were not selected by the judges to be
members of the team for which they auditioned. In addition, only one girl
who had been a dance team member failed to again be chosen for the team.

The 57 girls (46 Caucasian, 8 African American, 3 Asian American) who
were successful in their bid for the high school team for which they applied
ranged in age from 15 to 17 years (M = 15.86; SD = .44) at the time of the
auditions, and had exceeded the minimum grade point average of 3.5 (out
of 5.0) set by all three schools (M = 4.15, SD = .62). The girls were all
sophomores and juniors, and most (77%) were involved in at least one other
extracurricular activity at their high school. The 116 girls who were not cho-

TABLE 1
Number of Girls Who Intended, Practiced, and Auditioned for their High School

Cheerleading and Dance Teams

High School A
Cheerleading
Dance

High School B
Cheerleading
Dance

High School C
Cheerleading
Dance

TOTAL

Intent to
Audition

42
19
23
67
28
39
72
29
43

181

Participated in:

Guided
Practices

38
18
20
66
27
39
70
29
41

174

Auditions

37
18
19
66
27
39
70
29
41

173

Outcome:

Selected

7
4
3

25
9

16
25
10
15
57

Not
Selected

30
14
16
41
18
23
45
19
26

116
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sen were of the same age (M = 15.54; SD = .59) and year in school, had a
similar cumulative grade point average (M = 4.08, SD = .79), and most
(74%) were involved in at least one other school activity.

Instrumentation

The selection of variables to be explored in the study was largely deter-
mined by the literature relating high school students' participation in extra-
curricular activities to a number of constructs, in an effort to investigate the
replicability of earlier findings to activities of this selective type. These vari-
ables reflected the individual's state or mood, and none were presumed to
reveal underlying traits. Students' mood/emotional state, feelings about
themselves and about their school, drug and alcohol involvement, and ab-
senteeism/truancy were assessed through the students' own reports of their
thoughts, feelings, and behaviors. Teachers provided a measure of each stu-
dent's classroom attentiveness/concentration, and academic performance.
Measurement of each of these variables followed procedures utilized in pre-
vious research among students with comparable characteristics. While it
should be noted that single items typically constitute poor measures of a
construct, they were utilized to assess certain of these variables based on
previous research findings demonstrating relationships with more compre-
hensive assessments. In addition, a number of questions were initially asked
of students about their background, family characteristics, and perceptions
about trying out for the cheerleading or dance team.

Mood/emotional state. Measures of emotional/mood state were derived
from those employed by Larson and Richards (1994) in their large-scale
study of the lives of adolescents. In that research, they utilized a combination
of semantic differential (scored - 3 to +3, with 7 points labeled "very",
"quite", "some", "neither", "some", "quite", "very") and Likert-type ("very
much", "kind of", "a little bit", "not at all") items. These semantic differ-
ential and Likert items were combined to yield measures of four aspects of
subjective state: investment, arousal, positive emotions, and negative emo-
tions. Investment reflected the semantic differential item of "excited-bored",
and the Likert items of "interested", "hardworking", "competitive", and "co-
operative". Arousal encompassed the two semantic differential items of
"alert-drowsy" and "strong-weak", and the Likert items of "tired", "hurried",
"calm", "rowdy", "hyper", and "in control". The semantic differential items
for positive emotions were "happy", "cheerful", and "friendly", and the Lik-
ert items were "proud", "great", "kindly", "accepted", and "free". The se-
mantic differential items for negative emotions came from the bipolar ad-
jectives in the previous group, reflecting "unhappy", "irritable", and "angry"
ends of the continuum. Additional Likert items in negative emotions were
"sorry", "frustrated", "nervous", disappointed", "worried", "guilty", "awk-
ward", "lonely", "self-conscious", "embarrassed", and "ignored". Larson and
Richards (1994) reported the internal consistency and the test-retest relia-
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bility of the items to be high. Construct validity was reported in this and
previous publications (Csikszentmihalyi & Larson, 1987; Larson, 1989)
through correlations with related constructs, such as self-esteem ( + ), de-
pression (—), and parents' ratings of internalizing symptoms (—).

Finally, a question was included at the end of this instrument when it
was administered at the last session. This item asked the student to respond
to the question, "Was there any time when you did not tell the truth about
how you were feeling?" by checking one of three response choices: "never",
"not more than once", and "not more than several times". This procedure
was utilized by Larson and Richards (1994) as a check on the honesty of
responses provided by their adolescent respondents.

General feelings about self. An additional question was included to pro-
vide a general assessment of how the individual was feeling about herself at
different points in time throughout the process. Students were asked to re-
spond to the statement, "I have been feeling pretty good about myself in
the last [time period]", by indicating their level of agreement ("strongly
agree", "agree", unsure", "disagree", "strongly disagree"). The time period
was changed to reflect the interval between stages of data collection.

General feelings about school. An additional variable which might be im-
pacted throughout the process of applying for membership on the dance or
cheerleading squads was the student's feelings about her school. Two single
items, drawn from previous research (Eccles et al., 2003; Harrison & Na-
rayan, 2003), were utilized to assess students' feelings about their school:
"How much do you like school?" and "How did you feel about going to
school today?" There were five possible Likert-type responses to the first
item, ranging from "like very much" to "dislike very much". The five re-
sponses provided for the second item ranged from "wanted to go very much"
to "didn't want to go at all". These two items correlated .61 to .89 across the
time periods, indicating that feelings about school on some days might be
more reflective of reactions to a specific event(s).

Absenteeism/truancy. A measure of absenteeism/truancy was included in
the study because it was possible that the process of applying for the dance
or cheerleading squads might effect school attendance, as had been shown
in previous research with other types of activities (Crittendon, 1999). Follow-
ing from earlier work (Eccles et al., 2003; Harrison & Narayan, 2003), stu-
dents were asked to indicate if they had skipped school or cut classes within
[a designated period of time], by responding "quite a lot", "several times",
"a few times", "once or twice", or "not at all". As with other questions, the
time period noted in the question was adjusted for the length of time since
the last administration.

Drug/alcohol use. The students were also asked how often they drank
alcohol or used drugs within a specified period of time (Eccles et al., 2003).
The time period varied based on the interval between waves of data collec-
tion. Students were asked to indicate their response using a 5-point Likert-
type scale ranging from "a lot" to "not at all". More objective measures of



324 BARNETT

the extent of use were not provided since the time interval varied across
measurements and because more detailed assessments of usage were deemed
beyond the scope of the study.

Classroom attendance and performance. After signaling her intent to au-
dition, each student was asked to provide the researcher with her class sched-
ule. This enabled the researcher to contact each student's teachers, and ask
for their cooperation and assistance by completing a few brief questions
about the student's classroom attentiveness and academic performance at
several times over the following two months. Each teacher was asked to re-
spond to the question "How attentive has [student] seemed to be in your
class in the last [time period]?" Five response options were provided to this
question, ranging from "very attentive" to "not at all attentive". A second
question asked that the teacher provide an assessment of the student's aca-
demic performance by responding to the question "How has [student] been
doing in your class in his/her academic work in the last [time period]?"
Teachers indicated their response to this question by marking "very good",
"fairly good", "about average", "fairly poor", or "very poor". The student's
name and the appropriate time period (since the last administration) were
inserted on both questions where noted.

Individual characteristics. At the start of the study and following their
consent to participate, students were asked to supply information about
themselves (age, year in school, race, grade-point average, involvement in
other extracurricular activities in and outside of school) and about their
motivations for, and perceptions of, applying for the dance or cheerleading
squads. These were initially identified by the researcher and in some cases
by previous research, as potentially influencing levels of involvement in ex-
tracurricular activities in general, or of this specific type (competitive, selec-
tive). They were also asked to indicate how likely they thought it would be
for them to be chosen for the team (using a 5-point scale ranging from "very
likely" to "very unlikely"), and their perceptions of their skill level in the
activity (dance or cheerleading) (using a 5-point scale ranging from "very
good" to "very poor"). Finally, students were asked to what extent they felt
pressured by others to try out for the team to which they were applying
(using a 5-point scale ranging from "a lot of pressure from others" to "no
pressure from others").

Procedures and Data Collection

In all three schools, notices were posted in hallways and in the school
newspaper in early spring indicating the dates for try-outs for the dance team
and cheerleading squad. The process of gaining entry onto the dance or
cheerleading squads was comprised of several steps. Interested students were
first required to file a permission slip and have an up-to-date physical ex-
amination submitted by the deadline date of two weeks before the start of
try-outs. They were also required to submit 2 teacher recommendations, and
have exceeded a minimum cumulative grade point average of 3.5 (on a 5.0
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scale). Two weeks after the application deadline, girls were required to un-
dergo 6-9 hours of guided practice during which they were taught two rou-
tines (cheerleading or dance) under the tutelage of an instructor and several
assistants. These sessions occurred after school hours on Monday through
Wednesday of the week of auditions. On the Thursday and Friday of that
same week, the auditions took place after school hours. For each audition,
the applicant was required to perform the routines she had been taught,
and then also perform an additional routine that she had created. Each girl
performed alone or with one other applicant, and 2-4 judges scored each
applicant on criteria of technical merit, grace/poise, appearance, creativity,
and overall impression. Applicants were asked to return to the school gym
at 7 p.m. that evening to hear whether or not they were successful in their
bid to become a member of the team.

All of the girls who filed the necessary materials in the school athletic
office were contacted and invited to participate in the study. The girls were
told the researchers were interested in learning more about individuals who
try out for school activities, and that they would be asked to complete some
brief forms at several different times throughout the audition process and
for two months thereafter. They were informed that all of the information
they provided would be kept confidential, and that they could decline to
continue at any point or refuse to answer any questions that they found
objectionable. If they expressed a willingness to participate, they were given
a description of the study, and asked to obtain the signature of a parent or
guardian to accompany their own consent. Only one girl declined to partic-
ipate. At the end of the study, the girls were individually thanked for their
participation and presented with a gift certificate ($10) to a local mall. The
girls were informed of this incentive at the start of the study.

Each girl who consented to participate in the study scheduled a time to
meet after school within the following 1-3 days within the two weeks prior
to the start of try-outs. When she arrived at the session, the girl was given a
packet with the instructions and instruments to complete. The girls met in
small groups to complete the forms in the presence of the researcher so that
confusion or questions could be addressed. The same procedure of collect-
ing data on all of the measures (except background information) took place
during the second day of practice, and together, these two data points for
each measure constituted a pre-audition assessment. In addition, girls com-
pleted the measures within a few minutes after hearing the outcome, 3 days
later, 1 week later, 2 weeks later, 4 weeks later, and 8 weeks after hearing
about the success of their audition. Thus, there were a total of 6 post-audition
assessments. To discourage recall, the order in which the instruments were
presented, as well the individual items in each, were randomized.

The teacher ratings of students' classroom performance were collected
at four periods in time: when students filed their intent to try out (pre-
outcome assessment), following the first Monday classes after students
learned if they had been successful (3 days after outcome, or 4 days if the
girl was absent), at the end of the school week (1 week after outcome), and
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8 weeks after the outcome was announced. Teachers completed the forms
on their own time, either in or out of school, and returned them in a sealed
envelop to a mailbox in the office that had been set aside for the researcher.
In all cases, at least two teachers for each student agreed to provide this
information, and consistently did so, over the course of the study. Teacher
cooperation ranged from as many as five to the minimum of two teachers
agreeing to provide this data. Mean ratings across teachers were utilized at
each data collection time period to provide an assessment of attentiveness
and academic performance for each student. Teachers were also provided
with a gift certificate to a local mall to thank them for their participation in
the study.

Figure 1 summarizes the design of the research, noting the points at
which data was collected from both the students and the teachers.

Data Analysis

Prior to data analysis, inspection of the responses of each participant to
the question about their honesty was undertaken. Surprisingly, only one of
the students reported that she had not been honest on more than several
occasions, and her records were eliminated from all further data analyses.

The first step in the data analysis was to determine whether schools
could be combined, and whether there were differences between the dance
and cheerleading teams both within and across schools. To investigate dif-
ferences across testing occasions between those who were successful in their
bid to become a member of the dance or cheerleading team and those who
were not, individuals were divided into two groups reflecting the outcome
of the auditions for their respective teams. Initially, analyses on all dependent
variables adopted a Group X Time X Activity X School ( 2 X 8 X 2 X 3 )
mixed model analysis of variance, with Time as a repeated measures factor.
The activity (cheerleading, dance) and school effects were included to de-
termine the extent to which any differences in the measures over time for
the successful and unsuccessful groups could be attributed to the school or
the type of activity. For all dependent variables across all testing occasions,
the school and activity main effects were nonsignificant, and there were no
statistically significant interactions with groups or time. Thus, in all ensuing
analyses no further distinctions were made between schools and teams, fol-
lowing the demonstration that the power of the design is improved by the
elimination of variables that have been shown to be statistically irrelevant (cf.
Kraemer & Thiemann, 1987).

Multivariate procedures were employed when dependent variables were
significantly correlated (the four measures of mood/emotional state), and
univariate tests allowed further statistical contrasts of the contribution of
each of the dependent variables to any group, time, or interaction effects.
Post-hoc tests were conducted by calculating simple main effects, or utilizing
the Newman-Keuls procedure, where appropriate.
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Steps in the Process Data Collection

Students Teachers

Pre-Outcome: 2 weeks before
(1) (1)

(2) Pre-Outcome: 3 days before

[ OUTCOME ]

(3) Post-Outcome: Immediate

(4) Post-Outcome: 3 days later (2)

(5) Post-Outcome: 1 week later

(6) Post-Outcome: 2 weeks later (3)

(7) Post-Outcome: 4 weeks later

(8) Post-Outcome: 8 weeks later (4)

Figure 1. Depiction of research design and times of data collection.

Identifying participants:
by 2 weeks before, those indicating INTENT
to try out file participation permission form,

physical form, teacher recommendations

r

Week of tryouts: Mon-Wed
GUIDED PRACTICES / LEARN ROUTINES

' r

Week of tryouts: Thu - Fri
AUDITIONS / TRY OUTs

i t

Learn OUTCOME/RESULTS

Results

Results of the data analyses are presented separately for each of the
constructs under investigation in the study. In this way, a more complete
depiction and understanding of the findings relevant to each can be
achieved. For each of the dependent variables in the study, cell means, stan-
dard deviations, and results of post-hoc testing where appropriate are pre-
sented in Table 2. To facilitate the reader's comprehension and interpreta-
tion, figures are also provided for all significant Group X Time interactions



TABLE 2
Means and Standard Deviations* for Groups at Each Assessment Time

Mood/Emotional State
Investment

Successful Group**
Unsuccessful Group***

Arousal
Successful Group
Unsuccessful Group

Positive Emotions
Successful Group
Unsuccessful Group

Negative Emotions
Successful Group
Unsuccessful Group

Feelings about Self
Successful Group
Unsuccessful Group

Alcohol/Drug Use
Successful Group
Unsuccessful Group

1

16.10a

15.31"

16.89a

18.06"

16.83
18.07

27.33
23.96

3.77a

3.51"

1.17
1.26

Pre-Outcome

(4.17)
(4.88)

(3.98)
(4.11)

(4.91)
(5.14)

(3.71)
(2.77)

(.81)
(.89)

(.78)
(.67)

20.61"
19.88'

25.90=

2*

1 (2.44)
'•c (2.39)

••c (5.14)
28.41"4 (4.98)

15.90a

14.811

21.78=
18.44h

2.58a

1 (6.83)
' (5.87)

1 (4.03)
' (5.94)

IC (1.04)
2.04bd (.96)

1.04
1.30

(.42)
(.36)

3

19.74d

13.12cd

14.78d

20.44c

27.80"
8.46b'c

15.04"
49.77"'c

3.7lc'e

1.17de

1.57 (
1.79 (

*

(1.91)
(2.16)

(2.12)
(2.19)

(1.32)
(2.89)

(1.91)
(.96)

(.34)
(.79)

.45)

.34)

16.02e

7.41e

11.18*
18.63e

27.14d

9.17d

14.96d

52.17d

3.32f

1.39f

1.91
1.56

(3.14)
(3.53)

(2.41)
(3.18)

(2.78)
(2.56)

(.72)
(1.14)

(.48)
(•82)

(1.16)
(1.03)

]

F

18.70f

6.17f

12.04f

19.41f

24.98e

9.85e

17.30e

44.62e

3.17s
1.55s

2.17
1.59

Post-Outcome

i*

(5.02)
(4.88)

(2.55)
(3.30)

(4.91)
(4.33)

(2.88)
(3.12)

(.79)
(1.04)

(.97)
(.68)

C

18.588
7.538

13.17
17.89

23.18f

10.88f

19.48f

41.87f

3.41"
1.46"

2.06
2.56

i*

(3.77)
(4.95)

(2.16)
(4.71)

(3.34)
(5.91)

(3.79)
(3.44)

(.70)
(.97)

(.61)
(.69)

17
8

13

.81"

.19"

.89
17.96

22
10

.108

.148

16.55s
45.

3.
1.

.088

,30'
.61*

2.03
1.71

1*

(3.19)
(3.15)

(2.87)
(4.08)

(5.18)
(5.18)

(5.98)
(5.61)

(.93)
(1.01)

(.93)
(•52)

i

15.02
9.73

14.43
17.04

22.67"
8.77b

18.17"1

42.96"

3.52j

1.54"

2.37
2.01

1*

(4.03)
(3.33)

(3.04)
(3.97)

1 (4.61)
1 (5.97)

' (5.16)
(6.08)

(.88)
(.92)

(1.04)
(.74)



TABLE 2
(Continued)

Pre-Outcome Post-Outcome

1* 6* 7*

Feelings About School
Like School

Successful Group
Unsuccessful Group

Want to Attend
Successful Group
Unsuccessful Group

Absenteeism/Truancy
Successful Group
Unsuccessful Group

Classroom
Attentiveness

Successful Group
Unsuccessful Group

Academic Performance
Successful Group
Unsuccessful Group

3.79 (.62)
4.11 (.51)

3.35 (1.13)
3.12 (.97)

1.34 (1.01)
1.22 (1.14)

3.87a (.68)
4.23b (.57)

4.11a (.43)
4.39b (.48)

4.31 (.40)
4.04a (.32)

4.47a (.19)
4.7lb (.22)

1.93 (.15)
1.69 (.12)

4.58b (.38)
1.76ab (.79)

2.06ac (.38)
2.43b (1.07)

1.04 (.38)
1.06a (.97)

4.74C (.67)
1.48C (.71)

4.21cd (.41)
1.18d (.82)

4.67"* (.54)
1.55d (.63)

3.97e (.48)
1.52e (.65)

4.7le (.61)
1.63e (.55)

3.74f (.62)
1.97f (.59)

4.15f (.49)
1.97f (.42)

3.56g (.56)
1.61g (.61)

2.39ac (1.03)
1.57bd (.89)

2.19" (.58)
2.55b (.31)

3.23C (.91)
2.36d (.76)

2.37C (.54)
3.56 (.47)

4.26s (.51)
1.948 (.45)

3.21 (.70)
2.09 (.77)

1.67b (.46) l . l l c (.89) 1.39 (.77) 1.76 (.82) 1.68 (.89)
3.19a'b (.58) 2.73C (.72) 1.87 (.67) 1.60 (.79) 1.63 (.82)

3.18 (.92)
2.67 (.80)

2.81 (.77)
3.38 (.51)

"Standard deviations are in parenthesis.
* 1 = 2 weeks before outcome, 2 = second day of practice, 3 = immediately after outcome, 4 = three days after outcome, 5 = one week after
outcome, 6 = two weeks after outcome, 7 = four weeks after outcome, 8 = eight weeks after outcome
abcdefghijmeans ^ j j j [jje s a m e superscripts are significantly different (all p < .01 or better). (For example, pre-outcome 2 is significantly different
than post-outcome 3 for the unsuccessful group in Feelings About School.)
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in Figure 2. In all significant findings reported below and in the Table, the
maximum Type I error probability was set at .025.

Mood/Emotional State

The MANOVA on the four aspects of the individual's mood/emotional
state indicated a significant multivariate F-ratio for the Group main effect
[/H168) = 7.94] and Group X Time interaction [F(7,157) = 12.87]. The
univariate significance tests revealed that the interaction was statistically sig-
nificant for all four mood/emotion measures [investment: (F(7,165) =
15.19), arousal: (^(7,165) = 14.02), positive emotions: (^(7,165) = 23.94),
negative emotions: (^(7,165) = 21.96)], and the Group main effect [invest-
ment: F{\,\7\) = 8.43; positive emotions: ^(1,171) = 7.12; negative emo-
tions: ^(1,171) = 7.36] was significant for all but the arousal aspect of mood/
emotional state.

For investment, inspection of the cell means revealed that the success
group was significantly higher than the nonsuccess group, and the interac-
tion further revealed that these group differences were primarily shown at
specific post-outcome times (Figure 2A). Post-hoc tests indicated that both
groups showed a significant increase in investment from the time they had
signed up to audition to when they were learning the required routines.
Following announcement of the outcome and at all points in time until two
months later, the success group was significantly more invested than the un-
successful group, a result of the significant decline in investment for the
unsuccessful girls. No initial pretest differences were found between the two
groups, and at two months following the outcome, the group differences
began to subside.

Univariate analyses indicated that only the Group X Time interaction
was statistically significant for the arousal aspect of mood/emotional state
[F(7,165) = 4.11]. The post-hoc tests showed that for all of the girls, arousal
increased significandy from the time they signaled their intention to try-out
to the guided practice sessions. Arousal scores then declined significantly
once the outcome had been announced for the girls in both groups (Figure
2B). A significant difference in arousal was then detected between the suc-
cessful and unsuccessful groups within the first week following announce-
ment of the outcome. These group differences eventually waned, such that
by the second week and thereafter, they were not statistically reliable.

Post-hoc tests following the significant univariate group main effect
[F(l,171) = 8.91] and interaction [7^(7,165) = 11.02] for positive emotions
showed that while there were no differences between the two teams before
learning the outcome, significant and consistent differences emerged follow-
ing the announcement. As might be expected, dramatic group differences
were observed immediately following the announcement of who was suc-
cessful and who was not, and these differences persisted at all times of data
collection, even two months later (Figure 2C). The positive emotions of the
successful girls showed a slight decline between one and two weeks following
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A. Investment

• Winners • Losers
25 n

20-

0

-2 wks -3 days immed +3 days +1 wk +2 wks +4 wks +8 wks

B. Arousal

Winners - Losers

o
-2 wks -3 days immed +3 days +1 wk +2 wks +4 wks +8 wks

Figure 2. Cell means for group X time interactions for dependent measures.
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C. Positive Emotions

- Winners - Losers
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D. Negative Emotions
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Figure 2. (Continued)
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E. Feelings About Self
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F. Liking School
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Figure 2. (Continued)
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G. Wanting to Attend School
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H. Absenteeism / Truancy
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Figure 2. (Continued)
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I. Academic Performance
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Figure 2. (Continued)

the outcome, but at all points in time their level of positive emotions was
dramatically higher than those of their unsuccessful counterparts.

The findings for negative emotions mirrored those found for positive
emotions, yielding a significant Group main effect [F( 1,171) = 3.94] and
Group X Time interaction [F(7,165) = 16.89]. Cell means indicated that
negative emotions were generally low when individuals first made application,
and they declined during the supervised practice sessions as try-outs neared
for all of the girls. The same dramatic effects of the announcement of who
had made the teams were seen in immediate negative emotional reactions.
A decline in negative emotionality was immediately observed for those who
were successful although it was non-significant, but a dramatic and statisti-
cally significant increase was observed for those who were unsuccessful (Fig-
ure 2D). Differences between the successful and unsuccessful groups in neg-
ative emotion persisted at all data collection intervals across the two months
of testing, following announcement of the outcome. While the level of neg-
ative emotions never returned to what it was during baseline observations
for the unsuccessful girls, for the successful girls fewer negative emotions
were shown compared to baseline immediately, and remained at low levels
through the ensuing two months.

Feelings about Self

A significant Group main effect |\F(1,171) = 7.39] and Group X Time
interaction [F(7,165) = 11.80] resulted from the 3 X 2 ANOVA on the item
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assessing how participants were feeling about themselves. Cell means indi-
cated that all of the applicants consistently reported feeling good about
themselves when they first filed their permission slips and signaled their
intent to participate in the process. Post-hoc tests showed that there was a
significant decline when practices took place, and this was consistently the
case for all girls regardless of the outcome (Figure 2E). The effects of hear-
ing the decision were dramatic and instantaneous: the girls who had been
selected showed a significant increase in how they were feeling about them-
selves while those who were not successful showed a steep decline. Through-
out all ensuing time periods the differences between the two groups was
highly statistically significant. The successful girls' feelings about themselves
remained above their initial pre-outcome measures, while those of the un-
successful girls remained significantly below their initial pre-outcome scores.

Feelings about School

A two-way (Group X Time) repeated measures MANOVAwas computed
on each of the two items assessing feelings about school. The correlation
between the two items, although significant (r = .49), was nevertheless mod-
erate, suggesting that there was sufficient unexplained variance such that
these items were not duplicitous of each other, and hence, separate analyses
were undertaken. The statistical findings for the item about liking school
showed a significant Group main effect [.F(l,l7l) = 10.14] and Group X
Time interaction [^(7,165) = 25.88]. Post-hoc tests revealed that both groups
were initially equivalent on the two pre-outcome measures, but were signif-
icantly different on all six post-outcome testing times (Figure 2F). Girls in
the unsuccessful group consistently reported not liking school, and at levels
significantly below what they had reported on both pre-outcome assessments.
Throughout the two-month term of the study, members of the unsuccessful
group never came back to baseline, and were always lower in their feelings
about school than the successful girls.

The Group main effect IF(1,171) = 6.99], Time main effect [F(7,165)
= 4.78], and their interaction [7^(7,165) = 12.26] were all statistically signif-
icant in the analyses of the item indicating how the girls felt about attending
school on the particular day when it was asked. Post-hoc tests indicated that
the all of the applicants wanted to attend school for the guided practice
sessions, and did not want to attend on the second day of try-outs or to hear
the outcome. Once the outcome was announced, the successful girls showed
a significant increase in wanting to attend the following school day, and
remained at this level for the two-month duration of the study (Figure 2G).
In contrast, the girls in the unsuccessful group immediately reported not
wanting to attend school, and while their feelings about attending did in-
crease slightly (but not significantly) as time elapsed, they were consistently
below the successful group on all occasions up to two months. The finding
that there was no statistical difference between the groups at the two-month
point of data collection, might suggest that had there been additional longer-
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term measurements, the unsuccessful girls might have continued to increase
in their desire to attend school.

Absenteeism/Truancy

A significant Group X Time interaction LF(7,165) = 10.44] was obtained
in the ANOVA on the absenteeism/truancy item. At the start of the study
when the girls first filed their forms to allow them to participate in the se-
lection process, a minimal level of absences/truancy was reported, and no
group differences were shown. A slight increase in missed classes was ob-
served from the first to second pre-outcome measure, perhaps reflecting the
girls' desire to maintain an energy level and focus that might make them
competitive for practices and try-outs. A significant increase in truancy/ab-
senteeism was found for the unsuccessful girls on the next school day after
the outcome was announced (Figure 2H). In addition, on the first and third
school days after hearing the outcome of the try-outs, significandy more girls
in the unsuccessful group were absent than in the successful group. However,
by the next post-outcome time (2 weeks), no group differences were found
in truancy or absenteeism, and remained this way for the duration.

Drug/Alcohol Use

No significant group or time main effects or interaction were found in
the ANOVA on the measure assessing drug or alcohol use (all p > .05). Cell
means indicated that such usage was reported to be minimal among the girls,
and did not change significandy throughout the course of the study. There
was an increase observed in alcohol and drug use among the unsuccessful
girls in the second week after learning the outcome, but this change was not
statistically significant.

Classroom Performance

Classroom performance was assessed in two ways: by looking at the at-
tentiveness of each girl to classroom activities, and by a general item related
to grades received on exams and assignments. Teacher ratings on these two
items were positively correlated but nonsignificant (r = .21, p > .05), sug-
gesting that ANOVA be performed on each of them separately.

The results of the ANOVA on the measure where teachers were asked
to rate the girls' attentiveness in class produced a significant Time main
effect [F(7,165) = 5.87]. Post-hoc procedures revealed that classroom atten-
tiveness for all girls decreased from the pre-outcome to first post-outcome
measure. After this initial one-week period, the girls increased their atten-
tiveness in the classroom as measured at the one-month interval, and then
remained at that level for the second month. These trends were similarly
observed for both the successful and unsuccessful group members.

The variance analysis on the academic performance measure yielded a
significant interaction |\F(7,165) = 5.67], but no significant main effects.
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Post-hoc analyses indicated that the significant interaction occurred because
the academic performance of both groups decreased from the first to second
pre-outcome assessment, and then showed different patterns as a function
of group membership (Figure 21). Grades in the week following announce-
ment of team membership initially declined significantly for all girls, then
increased for the unsuccessful girls throughout the next month and stabi-
lized from there through the second month. For the successful girls, a slight
increase in grades continued over the next two months, although this trend
was not statistically significant.

Discussion

Initially, the girls who entered the auditioning process seeking to be-
come a member of the school cheerleading or dance team were comparable
in their levels of investment and arousal, positive performance and attention
shown in their classes, the degrees to which they felt various emotions about
the process, and about feeling positive about themselves and their school.
These data do not provide any indication of how the aspiring team members
compare to the general population of high school girls, only to changes that
occurred within themselves across the duration of the study. However, the
lack of any differences between the schools further supports the generaliz-
ability of the findings to Midwestern high schools of comparable size with
similar types of selective extracurricular activities for girls.

An Expanded Look at the Effects of Extracurricular Activities

There is a wealth of literature that has investigated the relationships
between participation in extracurricular activities and a number of academic
and psychosocial variables. In general, the research has found that this type
of involvement serves a "promotive" role (Eccles et al., 2003), which has
been said to be superior to school environments in promoting important
aspects of positive youth development (Larson, 2000), in fostering better
academic performance (cf., Cooper et al., 1999; Crittendon, 1999; Gerber,
1996; Jordan & Nettles, 1999), more positive attitudes toward and enjoyment
of school (Davalos et al., 1999; Eccles et al., 2003; Jacobs & Chase, 1989), a
sense of belonging and identity (Eccles & Barber, 1999; Finn, 1989; Marsh,
1992), and increased self-concept and self-esteem (e.g., Marsh, 1992). The
present findings lend additional support to these beneficial effects that have
been documented, extend the literature (Eckert, 1989; Eder, 1985; Eder &
Parker, 1987; Merten, 1996) by quantitatively documenting the effects of
these types of competitive extracurricular activities on adolescent females,
and illuminate in detail the changes that occur throughout the processes of
applying, auditioning, and participating in such selective activities.

The findings in this study also, and quite significantly, demonstrate the
opposite—that for a number of female high school students, the process of
trying to gain entry into competitive and selective elite extracurricular activ-
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ities has negative consequences. For girls who are not successful in their bid
to become members of these types of school-sponsored teams, their feelings
about themselves and about school, and their classroom performance were
negatively impacted. And for many of them, the negative consequences re-
mained for at least two months. It appeared that the only aspect of their
lives under study that was not affected was the use of drugs and alcohol. This
findings is consistent with previous research examining the effects of girls'
participation in cheerleading and dance (Eccles & Barber, 1999; Eccles et
al., 2003), and extends these findings to demonstrate that the effects of not
being chosen to join these activities does not manifest itself through these
enhanced delinquent activities.

The process of auditioning. Changes in the girls were observed when they
were in the midst of the guided practice sessions preceding the auditions.
For all of the girls, both investment and arousal increased, indicating that
they became more involved in the sessions in terms of effort and competitive
spirit. Perhaps as they practiced along side each other, they became more
aware of their own skills and energies in relation to their rivals, which could
have served as an energizing effect for some of the girls, or as an enervating
experience for others. The girls' feelings about themselves declined signifi-
cantly during this process, reflecting the pervasive nervousness and self-
doubt that was experienced as an outgrowth of entering the try-out process,
and carried over into the classroom where teachers reported the girls to be
less attentive.

Learning the outcome: "Winners" and "losers". The girls' feelings about
themselves were strongly influenced by hearing whether or not they were
successful in making the team. An immediate increase in how good the ap-
plicants felt about themselves was observed for the successful team members,
as was an immediate decrease for the girls who were not successful, and these
persisted throughout the two-month duration of the study. At all points in
time following the outcome being revealed, substantial differences in self-
feelings were observed as a function of whether the girls were successful or
not.

The emotional state of the girls was immediately impacted by the an-
nouncement of the outcome. For the girls who were successful, positive emo-
tions increased and negative emotions decreased immediately. For the girls
who were not successful in making the team, their positive emotions de-
creased immediately, and remained significantly below those of the successful
team members for the next two months. They were also consistently more
negative than the successful girls, immediately upon hearing the outcome
and throughout the following two-month period. Both their levels of positive
and negative emotions never returned to initial levels by the end of the two-
month duration of the study.

The extent to which students perceive a connection with their school—
variously labeled "belongingness", "school connection", "school identity"—
has been found to mediate the relationship between extracurricular activity
participation and self- and school-related feelings and achievement (Finn,
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1989; Marsh, 1992). In the present study, the girls who learned they had
successfully made the team also reported an increase in wanting to go to
school, perhaps to be congratulated by their friends and to bask in the status
that typically accompanies membership on teams of this type (Brown & Lohr,
1987; Eder & Parker, 1987). This was a temporary "high", but one that was
consistently felt by more successful girls than unsuccessful ones. For the un-
successful girls, their feelings about themselves and connections they felt to
their school decreased dramatically and stayed at lower levels for a number
of weeks. They declined in their liking of their school, and remained at a
lower level of school affinity than the successful girls throughout the study
and even at two months later. They were also more likely to skip classes or
school within the first week after the announcement was made, perhaps be-
cause they felt embarrassed or distressed by the outcome and did not want
to face their peers. Thus, this sense of school identity/connectedness/be-
longing was significantly impacted—positively for the girls who successfully
made the team and negatively for the girls who were not successful.

It can be speculated that, for a number of girls, their experience in
trying out for the team and subsequently not gaining entry could have pro-
duced a form of psychological withdrawal from their school, which might
carry over into other school-related extracurricular events, activities, and per-
haps social relationships with others. While beyond the scope of the present
data, these possible carryover effects should be explored, as they might rep-
resent additional deleterious outcomes from the process of pursuing admis-
sion to a selective and competitive activity.

Conclusions

An increasing number of high school extracurricular activities are ac-
cessible only to those who successfully compete for a small number of open-
ings. These types of activities are commonplace in most high schools, yet
there is little research about the process of "auditioning" for these team
spots, nor about what happens to those who are not successful in their bid
to become a team member. The findings confirmed and extended existing
literature document ing the beneficial effects of participating in selective ex-
tracurricular activities (cheerleading and dance) on adolescent females' ac-
ademic, psycho-emotional outcomes, and on perceptions of school connect-
edness. In addition, the study found that for girls who were not successful
in their quest to gain entry to these extracurricular activities, a number of
deleterious effects resulted, many of which persisted well beyond the initial
decision. While it is clear at the outset that there are "winners" and "losers"
in such competitive auditions, it is doubtful that many of those "losers" could
have anticipated the negative effects that they might experience. As a result
of being denied entry to these activities, the girls suffered less positive and
more negative moods and emotions, depressed feelings about themselves,
and more negative attitudes toward their school immediately and over a two-
month period, as well as poorer at tendance and classroom performance for
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at least a week. Contrary to much of the literature which has heralded the
benefits of extracurricular activity participation, there are an increasing num-
ber of adolescent extracurricular activities which may actually be harmful to
those who aspire to become members (and are unsuccessful). This research
study provides support for examining in more detail the extent to which
competitive and selective extracurricular activities are offered in high
schools, and for the ways in which female students experience the processes
involved in gaining admission or being excluded.

The issue of access and exclusion should be examined at both micro
and macro levels to further understanding of the negative impact of exclu-
sion from gendered activities for females, as well as for males. Future re-
search should explore the application of these findings to high status activ-
ities for male high school students, as well as to other types of lower profile
extracurricular activities. In addition, research that has found differing de-
grees of status and popularity attributed to middle school students through
their extracurricular activity participation would suggest that younger indi-
viduals might well experience some dire negative effects from trying out for
competitive activities at a more vulnerable age. As significant identity-related
issues during middle and late childhood are being confronted, and with the
increasing influence of the peer group, the potential influences of selective
admission to extracurricular activities need to be empirically explored. In
addition, the advisability of individual attention, in particular, to those who
are not successful in their bid to become a member of an activity club or
team, should be considered, as well as revisions to the processes determining
inclusion and exclusion in play and leisure activities.

References

Barber, B L., Eccles, J. S., & Stone, M. R. (2001). Whatever happened to the "Jock," the "Brain,"
and the "Princess"?: Young adult pathways linked to adolescent activity involvement and
social identity. Journal of Adolescent Research, 16, 429-455.

Barnett, L. A. (2006). Flying high or crashing down: Girls' accounts of trying out for cheerlead-
ing and dance. Journal of Adolescent Research, 21, 514-541.

Brown, B. B., & Lohr, J. J. (1987). Peer-group affiliation and adolescent self-esteem: An integra-
tion of ego-identity and symbolic-interaction theories. Journal of Personality and Social Psy-
chology, 52, 47-55.

Buckhalt, J. A., Halpin, G., Noel, R., & Meadows, M. E. (1992). Relationship of drug use to
involvement in school, home, and community activities: Results of a large survey of adoles-
cents. Psychological Reports, 70, 139-146.

Camp, W. G. (1990). Participation in school activities and achievement: A covariance structural
analysis. Journal of Educational Research, 83, 11%%!%.

Carlini-Cotrim, B., & Aparecide de Carvalho, V. (1994). Extracurricular activities: Are they an
effective strategy against drug consumption? Journal of Drug Education, 23, 97-104.

Cooper, H., Valentine, J. C, Nye, B., & Lindsay, J. J. (1999). Relationships between five after-
school activities and academic achievement. Journal of Educational Psychology, 91, 369-378.

Crittendon, W. M. (1999). Patterns of participation in extracurricular activities in a neighborhood urban
school. Unpublished doctoral dissertation, University of Illinois at Urbana-Champaign.



342 BARNETT

Csikszentmihalyi, M., & Larson, R. (1987). The experience sampling method. Journal of Nervous
and Mental Disease, 175, 526-536.

Darling, N. (2005). Participation in extracurricular activities and adolescent adjustment: Cross-
sectional and longitudinal findings. Journal of Youth and Adolescence, 34, 493-505.

Darling, N., Caldwell, L. L., & Smith, R. (2005). Participation in school-based extracurricular
activities and adolescent adjustment. Journal of Leisure Research, 37, 51-77.

Davalos, D. B., Chavez, E. L., & Guardiola, R. J. (1999). The effects of extracurricular activity,
ethnic identification, and perception of school on student dropout rates. Hispanic Journal
of Behavioral Sciences, 21, 61-77.

Eccles, J. S., & Barber, B. L. (1999). Student council, volunteering, basketball, or marching band:
What kind of extracurricular activity matters? Journal of Adolescent Research, 14, 10-43.

Eccles, J. S., Wigfield, A., Harold, R., & Blumenfeld, P. (1993). Age and gender differences in
children's achievement self-perceptions during the elementary school years. Child Develop-
ment, 64, 830-847.

Eccles, J. S., Barber, B. L., Stone, M., & Hunt, J. (2003). Extracurricular activities and adolescent
development. Journal of Social Issues, 59, 865-889.

Eckert, P. (1989). Jocks and burnouts: Social categories and identity in the high school. New York:
Teacher College Press.

Eder, D. (1985). The cycles of popularity: Interpersonal relations among female adolescents.
Sociology of Education, 58, 154-165.

Eder, D., 8c Kinney, D. A. (1995). The effect of middle school extracurricular activities on ado-
lescents' popularity and peer status. Youth & Society, 26, 298-324.

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

Evans, C, & Eder, D. (1993). "No Exit": Processes of social isolation in the middle school. Journal
of Contemporary Ethnography, 22, 139-170.

Finn, J. D. (1989). Withdrawing from school. Review of Educational Research, 59, 117-142.
Gerber, S. B. (1996). Extracurricular activities and academic achievement. Journal of Research and

Development in Education, 30, 42-50.
Goldstein, J. H. (1994). Sex differences in toy play and use of video games. In J. H. Goldstein

(Ed.), Toys, play, and child development (pp. 110-129). Cambridge, England: Cambridge Uni-
versity Press.

Harrison, P. A., and Narayan, G. (2003). Differences in behavior, psychological factors, and
environmental factors associated with participation in school sports and other activities in
adolescence. Journal of School Health, 73, 113-120.

Hawkins, J. D., Catalano, R. F., & Miller, J. Y. (1992). Risk and protective factors for alcohol and
other drug problems in adolescence and early adulthood: Implications for substance abuse
prevention. Psychological Bulletin, 112, 64-105.

Holland, A., & Andre, T. (1987). Participation in extracurricular activities in secondary school:
What is known, what needs to be known? Review of Educational Research, 57, 437-466.

Jacobs, J. E., Lanza, S., Osgood, D. W., Eccles, J. S., & Wigfield, A. (2002). Changes in children's
self-competence and values: Gender and domain differences across grades one through
twelve. Child Development, 73, 509-527.

Jacobs, L. C, & Chase, C. I. (1989). Student participation in and attitudes toward high school
activities: Findings from a national study. High School Journal, 72, 175-181.

Jenkins, J. E. (1996). The influence of peer affiliation and student activities on adolescent drug
involvement. Adolescence, 31, 297-306.

Jordan, W. J., & Nettles, S. M. (1999). How students invest their time outside of school: Effects
of school-related outcomes. Social Psychology of Education, 3, 217-243.

Kinney, D. A. (1993). From nerds to normals: The recovery of identity among adolescents from
middle school to high school. Sociology of Education, 66, 21-40.



ACCESS TO EXTRACURRICULAR ACTIVITIES 343

Kraemer, H. C, & Thiemann, S. (1987). How many subjects'? Statistical power analysis in research.
Newbury Park, CA: Sage.

Larson, R. (1989). Beeping children and adolescents: A method for studying time use and daily
experience. Journal of Youth and Adolescence, 18, 511-530.

Larson, R. (2000). Toward a psychology of positive youth development. American Psychologist, 55,
170-183.

Larson, R., & Richards, M.J. (1994). Divergent realities. NY: BasicBooks.
Larson, R., & Verma, S. (1999). How children and adolescents spend time across the world:

Work play, and developmental opportunities. Psychological Bulletin, 125, 701-736.
Leff, S. S., & Hoyle, R. H. (1995). Young athletes' perceptions of parental support and pressure.

Journal of Youth and Adolescence, 24, 187-203.
Lisella, L. C, & Serwatka, T. S. (1996). Extracurricular participation and academic achievement

in minority students in urban schools. Urban Review, 28, 63-80.
Mahoney, J. L., & Cairns, R. B. (1997). Do extracurricular activities protect against early school

dropout? Developmental Psychology, 33, 241-253.
Mahoney, J. L., & Stattin, H. (2000). Leisure activities and adolescent antisocial behavior: The

role of structure and social context. Journal of Adolescence, 23, 113-127.
Marsh, H. W. (1991a). Employment during high school: Character building or a subversion of

academic goals? Sociology of Education, 64, 172-189.
Marsh, H. W. (1991b). The failure of academically selective high schools to deliver academic

benefits: The importance of academic self-concept and educational aspirations. American
Educational Research Journal, 28, 445-480.

Marsh, H. W. (1992). Extracurricular activities: Beneficial extension of the traditional curriculum
or subversion of academic goals? Journal of Educational Psychology, 84, 553-562.

Marsh, H. W., & Kleitman, S. (2002). Extracurricular activities: The good, the bad, and the non-
linear. Harvard Educational Review, 72, 464-514.

McHale, S. M., Crouter, A. C, & Tucker, J. (1999). Family context and gender role socialization
in middle childhood: Comparing girls to boys and sisters to brothers. Child Development, 59,
990-1004.

McHale, S. M., Crouter, A. C, & Tucker, J. (2001). Free-time activities in middle childhood:
Links with adjustment in early adolescence. Child Development, 72, 1764-1778.

McNeal, R. B. (1998). High school extracurricular activities—Closed structures and stratifying
patterns of participation. Journal of Educational Research, 91, 183-191.

Merten, D. (1996). Burnout as cheerleader: The cultural basis for prestige and privilege in junior
high school. Anthropology and Education Quarterly, 27, 51-70.

Osgood, D. W., Anderson, A. L., & Shaffer, J. N. (2005). Unstructured leisure in the after-school
hours. In J. L. Mahoney, R. W. Larson, & J. S. Eccles (Eds.), Organized activities as contexts of
development (pp. 45-64). Mahwah, NJ: Lawrence Erlbaum.

Pedersen, S., & Seidman, E. (2005). Contexts and correlates of out-of-school activity participation
among low-income urban adolescents. In J. L. Mahoney, R. W. Larson, &J. S. Eccles (Eds.),
Organized activities as contexts of development (pp. 85-110). Mahwah, NJ: Lawrence Erlbaum.

Peng, S. S., & Wright, D. (1994). Explanation of academic achievement of Asian American
students. Journal of Educational Research, 87, 346-3521.

Posner, J. K., & Vandell, D. L. (1999). After-school activities and the development of low-income
urban children: A longitudinal study. Developmental Psychology, 35, 868-879.

Resnick, M. D., Harris, L. J., & Blum, R. W. (1993). The impact of caring and connectedness
on adolescent health and well-being. Journal of Paediatric Child Health, 29: Suppl. 1: S3-S9.

Rutter, M., Maughan, B., Mortimore, P., Ouston, J., & Smith, A. (1979). Fifteen thousand hours:
Secondary schools and their effects on children. Cambridge, MA: Harvard University Press.

Ryckman, R. M., & Hamel, J. (1995). Male and female adolescents' motives related to involve-
ment in organized team sports. International Journal of Sport Psychology, 26, 383-397.



344 BARNETT

Scarlett, W. G., Naudeau, S., Salonius-Pasternak, D., & Ponte, I. (2005). Children's play. Thousand
Oaks, CA: Sage.

Silliker, S., & Quirk, J. (1997). The effect of extracurricular activity participation on the academic
performance of male and female high school students. The School Counselor, 44, 288-293.

Spady, W. G. (1970). Lament for the letterman: Effects of peer status and extracurricular activ-
ities on goals and achievement. American Journal of Sociology, 75, 680-702.

Stattin, H., Kerr, M., Mahoney, J., Persson, A., & Magnusson, D. (2005). Explaining why a leisure
context is bad for some girls and not for others. In J. L. Mahoney, R. W. Larson, & J. S.
Eccles (Eds.), Organized activities as contexts of development (pp. 211-234). Mahwah, NJ:
Lawrence Erlbaum.

Tashman, N. A., Weist, M. D., Nabors, L. A., & Shafer, M. E. (1998). Involvement in meaningful
activities and self-reported aggression and delinquency among inner-city teenagers. Journal
of Clinical Psychology in Medical Settings, 5, 239-248.


