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INTRODUCTION

Erikson’s (1950) psychosociajodevelopment theory has became an object
of research worldwide, mainly thanks to its elatioraby James Marcia (1966,
1980). Marcia distinguished two pivotal dimensiavisose interaction is related
to identity formation: exploration, which means exmenting and acquiring
new information on the potential domains in whibke individual is willing and
able to engage, and commitment making, which madogting particular valu-
es, goals, and beliefs in various domains. Crostiagiwo dimensions yielded
four identity statuses: identity diffusion (low dgpation, weak commitments),
identity foreclosure (strong commitments made withprior exploration of
alternatives), identity moratorium (high ongoingpbxation, weak commit-
ments), and identity achievement (strong commitsienade after a stage of
exploring alternatives).

One of the models elaborating Marcia’s theory wagppsed by Luyckx and
colleagues (Luyckx, Goossens, & Soenens, 2006; kyy@oossens, Soenens, &
Beyers, 2006; Luyckx, Schwartz, Berzonsky et &1Q8), who distinguished two
different types of adaptive exploration — explaratin breadth (the scope of the
individual's search for various options relatingts or her goals, values, and
beliefs) and exploration in depth (in-depth anaysf the already made deci-
sions, choices, and commitments in order to exartiredegree to which they
meet personal standards) as well as two dimensgiglaing to commitments:
commitment making (making choices and commitmeatgarding matters im-
portant to identity development) and identificatieith commitment (the degree
of identification with the choices and commitmemtade).

In this model, known as the dual-cycle model ohtitg formation, it is as-
sumed that the mechanism described by Marcia (1B8#)), according to which
commitment making takes place as a result of eafitmm in breadth, is just one
of the stages in the identity formation proces$erred to as the commitment
formation cycle. The commitments made are thensesliby the activation of
exploration in depth, whose aim is to evaluatedégree to which they are con-
sistent with the individual's expectations and dimds. Only after this has been
done is it possible for the process of identifigativith commitment to take pla-
ce, which consists in recognizing a given commithanimportant and personal-
ly significant (the commitment evaluation cycledearchers have also distingu-
ished the ruminative exploration dimension, whistdisadaptive and related to
the experience of difficulties in making decisiomdjich includes difficulties in
both making commitments and identifying with thexhigh level of ruminative
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exploration may involve persistently returning ke tsame patterns of behavior
despite their earlier inefficiency as well as diffities in making and identifying
with commitments.

Thanks to the cyclic understanding of identity depenent, the model pro-
posed by Luyckx and colleagues seems to be wdddtd analyzing the course
of identity formation in relation to contextual facs (Luyckx, Goossens, &
Soenens, 2006). In our study, the factor of thiglkivas the educational context
(different kinds of upper-secondary school) in latllescence. We were intere-
sted in whether attending different types of upgsrendary schools — and, con-
sequently, pursuing different educational pathsould be related to differences
in terms of identity changes during the period afaol education in grades 1-3.
This issue has been the subject of a small numbstudies so far, and our goal
was to fill this gap.

I dentity development in adolescence

Adolescence is a phase of life that involves intenformation of and chan-
ges in identity (Kréger, 2007). Even strong comnairts made in this period are
subsequently “put to the test” many times in cotioecwith further changes
faced by the adolescent, including changes of dueational stage (Kalakoski &
Nurmi, 1998). In the stage of early adulthood, ttgncommitments are often
maintained by the individual's long-term decisiom®ncerning, for instance,
career development or starting a family. In theystaf adolescence, taking on
such long-term social roles is rare, and the yopeigon engages mainly in re-
flection on what direction to pursue in their lifghat to devote themselves to,
and what path of further education to choose. Thnghe one hand, adolescence
is a time in life when there are many possibilitéshoice and when acceptance
for the exploration of alternatives is high; on thther hand, it is a time that
marks the beginning of the construction of the exysbf identity commitments,
which will develop and undergo modifications in seauent years.

A characteristic pattern observed in longitudinaldges in the period of
adolescence is the tendency for commitment makindpecome increasingly
intense with age. In the case of exploration tiselte are less clear, though usu-
ally there is an observable increase in adaptiveloeation, which supports
commitment making, accompanied by a decrease iaxperience of difficulties
with iden-tity formation, which take the form, fexample, of ruminative explor-
ation in Luyckx's model (Luyckx, Schwartz, Berzogsit al., 2008) or recon-
sideration of commitment in Meeus’s model (Cro¢dRibini, & Meeus, 2008;
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Karas, Klym, & Cieciuch, 2013). These studies show timathe course of the

changes taking place in adolescence identity besom@e and more mature,
which is also confirmed in the meta-analysis pernied by Kroger, Martinussen,

and Marcia (2010). Their analyses reveal that megjve changes in identity are
twice as frequent as regressive changes, whiclsl&i@s into an increase in the
percentage of people with the identity achievemsatus and a decrease in
the percentage of people with identity diffusiorovver, because a fairly high
within-group diversity is also observed (Krdger, itaussen, & Marcia, 2010),

taking the form of individual differences in terrosthe effects of identity deve-

lopment, the focus in seeking developmental trajges should also be on the
factors related to this diversity. The aim of otudy was to analyze the extent to
which the educational path chosen in the upperrsiany stage can be a diffe-
rentiating factor of this kind.

School as a context of identity development

In the period of adolescence, young people spendreds of hours a year at
school engaging in a variety of social interactiang approach the next stage of
their life, namely, the completion of school ane tiecessity of making further
decisions of importance to their future life. Howevthe relationship between
identity development and the educational contexadnlescence is still a little-
known area.

In the case of university studentise greatest changes in psychosocial func-
tioning are observed towards the end of studiegmthe change in their social
status is very near and when they expect significaanges in their life (Pasca-
rella & Terenzini, 2005). The same might be theecasth upper-secondary
school students. After finishing school, genergberpsecondary school students
go on to pursue university education, whereas hasiational school students pre-
pare to enter the labor market.

Additionally, the very fact of attending a partiaultype of upper-secondary
school (e.g., general upper-secondary school ac vasational school) is, after
all, not accidental. Students beginning their etlooain different schools may
differ not only in terms of demographic and sociaaracteristics (e.g., the social
status of their family) but also in psychologicairhs. On the one hand, these
differences may occur already at the beginningppfeun-secondary education (in
the first grade), but on the other — identity chemin the course of education can
take a particular form as a result of adaptatiothtn educational path that has
been chosen by the individual or imposed by otl{Beumeister & Muraven,
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1996). The academic path (“general” — in genergemsecondary school) may
be a qualitatively different context for identityrfnation that a strictly vocational
path (in basic vocational school or, to a slighdiyaller degree, in technical
upper-secondary school). Roker and Banks (1993)eaoadl British female stu-
dents aged 15-18 attending private and state sshédll of them came from
families with a similar, fairly high social statuShe authors observed a much
more frequent occurrence of the identity foreclesatatus in the domains of
political views and professional identity among 8tadents of private schools.
Among those attending state schools, they obseavevalence of individuals
with identity moratorium and diffusion statuses.the authors explained, private
schools can be an environment that is more homagsnéoth ideologically (in
the vision of education they promote) and in tewhshe social status of their
students’ families, thus giving much fewer oppoitigs of contact with different
points of view and styles of thinking, which favdeking over ready patterns of
functioning.

In the study conducted by Lannegrand-Willems andnB (2006), the main
emphasis was placed on the comparison of studemts $chools differing pre-
cisely in the social position or class of studefigshilies. They found that in
schools with a prevalence of children whose parbatsa low social status and
tended to be oriented towards vocational educati@ne were more frequent
difficulties with the development of school idegtitaking the form of “aliena-
ted” identity. Meanwhile, in schools with a predomince of students from fami-
lies with a high social status, engaged in genedalkation as an introduction to
further academic education, significantly higheplexration was found. These
differences, observed already at the beginninghefdschool year, increased to-
wards the end of the school year. It can be sugptss in schools with a pre-
dominance of students from families with a low sbatatus the experience of
difficulties in identity development may even inase with time, posing a danger
of stagnation or regressive changes.

Thus, research results indicate that the educdtimovaext, being a conse-
quence of the choice of different paths of uppeesdary education, is a prom-
ising research area, all the more so as this lisastargely unexplored issue.
At the same time, the results obtained by Lannebk&ilems and Bosma
(2006) directly suggest that progressive or regvesshanges during the period
of school education may be related to the kind @iosl teenagers attend.
Of course, it is difficult to say unambiguously whifactor is decisive: school
type or the social status of the family.
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Upper-secondary education in Poland:
Areas of differentiation

School education is compulsory in Poland until alge of 16, but compulso-
ry education is a duty that rests with the studenttl the age of 18. After fin-
ishing middle school around the age of 16, the estudhas a choice of various
forms of education, full-time and part-time, in ech and non-school institu-
tions. In practice, however, after taking the ohlary examination concluding
the middle school, and on the basis of its resulyast majority of students
choose one of three types of public upper-seconsizgols: (1) basic vocational
school: a three-year school with a curriculum ofigral and vocational educa-
tion; after finishing it, students are eligibleteke a vocational examination con-
firming vocational qualifications; finishing thislsool does not make a person
eligible to continue education at the universityele but graduates are free to
study in various kinds of schools for adults — ligupart-time; (2) technical
upper-secondary school: a four-year secondary sciwbmse completion means
obtaining vocational qualifications and, after pagshe school-leaving exami-
nation (Polishmaturg, makes the student eligible to continue educadibthe
university level; (3) general upper-secondary sthadhree-year school, whose
completion involves taking a school-leaving exartiora (maturg and, after
passing it, makes the student eligible to pursuiaéu education at the university
level but does not mean acquiring qualificationsaoy particular profession.

The path of basic vocational education is the leagtular in Poland. In the
school year 2013/2014, there were over 1,200,0080ests in upper-secondary
schools, of which only 15% attended basic vocatisohools, compared to 43%
attending technical upper-secondary schools and 4ftétding general upper-
secondary schools. Due to the relatively low positf and low interest in stu-
dying in basic vocational schools (little competitiat recruitment), the indivi-
duals who become their students are mainly fromlfesnwith a low social sta-
tus and with parents in a relatively worse job aiton (Brzeziska, Czub, Pio-
trowski et al., 2013; Educational Research Insit@012)

Among students of basic vocational schools, theee cansiderably more
working individuals, doing different forms of workyhich is hardly surprising
given that they spend the three years of study lynpseparing to do a specific
job. During the school year, compulsory vocatiamaining takes place; training
is provided by various employers. On the opposkigeene, there are general
upper-secondary school students, whose parentsttehd better-educated and
whose families are often in a better financial aiton (Piotrowski & BrzeZiska,
2015).
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Apart from these social differences, psychologidélerences can also be
observed between students of various types of lPolgper-secondary schools,
including differences in terms of identity. Brzégka, Czub, and Piotrowski
(2014) found that general upper-secondary schamlesits are characterized by
a higher level of exploration and by weaker idgntibmmitment than basic vo-
cational school students. In the latter group, ittetity foreclosure status was
observed significantly more often. Moreover, bagicational school students
are characterized by a stronger belief that theyvéhalready found their place
in the world.” They can therefore exhibit a moreasly formed identity, whereas
in general upper-secondary school students it iatadum identity that seems
to dominate (Coté, 1997).

However, all these results were obtained in analyseply comparing the
mean results of students of different types of sthoSuch cross-comparisons
only make it possible to identify the similaritiesmd differences between the
compared groups of students. It was therefore nedde to ask whether identity
dimensions undergo changes in the course of upgmemslary schooling, and if
so, what changes (progress/regress or stagnalienundergo.

Problem

The research question that we sought to answer Avaschanges in the in-
tensity of the five processes (identity dimensidansplved in identity formation,
postulated in Luyckx’s dual-cycle model, associatéith the type of upper-
-secondary school the student attends?

We assumed that, during successive semesters amslofestudy, students of
all types of upper-secondary schools would, aboNge exhibit increasingly
strong commitment making and increasingly strorenidication with commit-
ment. The years of late adolescence, being thestage before entering adult-
hood, is a time of consolidating the previously wped competencies and ac-
quiring new ones, not only in school settings. Ad@|, however, it is a time of
building intimate relations (Dylak, 2002) and ciegta plan of one’s own life
(Kuznik, 2002). Thus, it is still a time of intense égation, but also a time of
making commitments as well as identifying with tbemmitments that have
been made and verified.

However, based on the results obtained by Lanndgvéiiems and Bosma
(2006), we also assumed that among students of wasational schools, who
frequently come from families with a low socialtsi® approaching the end of
upper-secondary education may involve difficultiegdentity formation, possi-
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bly related to the necessity of entering the laimarket, which — nearly every-
where in Europe at present — is unstable, unpmdiet and marked by high
unemployment especially among young adults. Alsangles on the exploration
dimensions may be associated with the specificitthe educational path. The
high intensity of exploration in the period of upecondary education (Meeus,
2011) may apply to a greater degree to studentgeokral upper-secondary
schools, who still have a few years of study ahdhan to vocational school

students, who pursue a path of professional dewedap that is clearly defined

by the choice of the profile of education and predar a particular occupation,

usually in order to enter the labor market direettter finishing school. For this

reason, it is mainly in general upper-secondaryagishthat an increase in explo-
ration can be expected. At the same time, secondargtional education (tech-
nical upper-secondary school) may promote the dgweént of commitments by

narrowing down the scope of potential directiondefrelopment as early as at
the transition from middle to upper-secondary s¢hdwugh the prospect of

further education at a university may also stimeiktploratory activity in tech-

nical upper-secondary school students.

METHOD

Participants and procedure

The results presented here were obtained in atlatigal study conducted
among students of upper-secondary schools (sixotdamplexes, each compri-
sing a basic vocational school, a technical uppeosdary school, and a general
upper-secondary school) in consecutive school yex8$2/2013, 2013/2014,
and 2014/2015. In the course of the three-yearystue carried out six measure-
ments. Each year we performed one measuremeng ifirsh semester (October)
and the other one towards the end of the school(¥gail/May).

In the schools where the measurements were perthratieghe students pre-
sent at school on a given day were examined: buaiket who had taken part in
the earlier measurements and those who had not éaemined before. Thus,
students of all grades were present at each measatgT 1-T6). Only some of
the participants — those who were in the first gratithe beginning of the project
— had the opportunity to take part in all six measwents. The remaining parti-
cipants took part in a smaller number of measurésndue to finishing school
(e.g., most people who were in the third gradéhatiieginning of the study — at
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T1 — could only take part in a maximum of two meagient, since they had
graduated before T3 measurement started), leaeimgp$ during the school year,
beginning or resuming school education during ttfesl year, and absence for
unforeseen reasons.

The analyses presented here are based on thesreslt8 students of diffe-
rent types of upper-secondary schools, who tookipdive out of six measure-
ments. The sample consisted of students of thrgestyf schools: three-year
basic vocational schooln(= 26; 85% women), four-year technical upper-
-secondary schooh(= 67; 42% women), and three-year general upparskcy
school O = 25; 54% women), who had begun attending the §irade about
wo months before the first measurement (Octobe2p01

The comparison groups differed considerably inlével of parents’ educa-
tion. As many as 88% of mothers and 84% of fatleéisasic vocational school
students had elementary or basic vocational edutatin technical upper-
secondary school this proportion was 41% and 4@Xpectively, while in the
group of general upper-secondary school studementsmawith this kind of edu-
cation constituted only 21% in the case of mothemd 29% in the case of
fathers. Students of these three types of schadlsak differ significantly in
their subjective evaluation of the level of materiaeds satisfaction on a scale
from 1 —acutely lowto 5 —very high

The total number of first-grade students who toakt [in the first measure-
ment was 310. A comparison of the 118 students (8Bfte initial sample) who
took part in all five measurements with the othtedents, who, for some reason,
missed some of the measurements, revealed tharobability of remaining in
the sample from the beginning until the end was@ased neither with the type
of school nor with the student’s gender. No siguifit differences were found in
the first measurement in terms of the intensitythe five identity dimensions,
either, between these two groups of students (narthed 118 participants exam-
ined five times and the 192 who, for various reasanissed any of the sub-
sequent four measurements).

The rather small proportion of participants (38%)ontook part in all five
measurements to the total number of first-graddestts in 2012 was a conse-
quence of the procedure of approaching the paatntgp Each measurement was
performed during one day, among all the studergsgnt at school at the time.
Thus, the procedure of reaching the participants it consist in examining
each of them individually. If a particular studemas ill or absent from school
for any other reason on the day of any of the nreasents between T2 and T5,
he or she was not included in the sample whosédtseme presented here.
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Measure

We administered the Dimensions of Identity DeveleptinScale (Luyckx,
Schwartz, Berzonsky et al., 2008) as adapted iotisii?(DIDS/PL; Brzeziska
& Piotrowski, 2010b), which measures the intensityexploration and commit-
ment connected with plans for the future. Geneisbm of the future is the only
identity domain measured by this instrument. Thisgfionnaire is used to assess
an individual’s position on the five dimensionsidéntity postulated in the mo-
del by Luyckx et al. (Luyckx, Schwartz, Berzonskyat, 2008): (1) commit-
ment making (e.gl, have decided on the direction | want to follownny lifg),
(2) identification with commitment (e.gMy plans for the future match with my
true interests and valugs(3) exploration in breadth (e.d.think actively about
the direction | want to take in my I)ffe(4) exploration in depth (e.g.,
| actively think about if the future plans | strif@r correspond to what | really
wan, (5) ruminative exploration (e.d.am doubtful about what | really want to
achieve in lifé.

The instrument consists of 25 items (five per Scdtach item was rated on
a scale from 1lgtrongly disagreeto 6 Etrongly agreg the higher the score, the
higher the intensity of exploration or commitmergspectively. The value of
Cronbach’sa in particular measurements (I-V) in the whole skar(p = 118) is
.71 to .84 for exploration in breadth, 64 to .77 daploration in depth, .77 to .84
for ruminative exploration, .88 to .91 for commitmbenaking, and .78 to .85 for
identification with commitment.

RESULTS

The hypothesis postulating differences betweenestisdof different types of
schools in terms of changes in the intensity ohiig dimensions was tested
using multivariate repeated measures ANOVA. Thislenia possible not only to
assess the changes in the intensity of identityedsions over time but also
to detect the interactions, if any, between them@ables and attending different
types of upper-secondary schools. We entered dieatity dimensions as depen-
dent variables in the analysis, and the variabifes Wwe treated as factors were
“school type” (basic vocational, technical uppeces®dary, general upper-
-secondary) and “time” (T 1-T5) that elapsed betwdenbeginning of the first
grade and the beginning of the third grade, tworydater. Thus, the “time”
variable is an indicator of both the participarsige and the progress connected
with promotion to higher grades. Due to the smiak ©f the compared groups,
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the results treated as statistically significantenvhose relationships in the case
of whichp < .10.

The main effect of time turned out not to be staiadly significant. At the
same time, we did observe a significant multivariatain effect of school type,
A = .87,F(10, 220) = 1.64p = .09,n? = .07. A univariate analysis revealed, how-
ever, that the difference concerned only one dimen®f identity. Basic
vocational school students usually scored loweregploration in depth than
general upper-secondary school students (basictisoea school:M = 4.05,
general upper-secondary schddl= 4.46). Also interaction between school type
and time turned out to be significaht= .60,F (40, 190) = 1.39 = .07,n% = .23,
suggesting that changes in the intensity of idgrdimensions in the course
of the two-year study were different in differeppés of schools. Univariate ana-
lyses showed revealed significant interaction é¢ffén the case of ruminative
exploration £ = 3.76, p < .001,n? = .06), commitment makingF(= 2.47,

p < .05,1n% = .04), and identification with commitmenE (= 1.99, p = .06,
n%=.03).
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Figure 1.Exploration in breadth in different types of schmol
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Figure 2.Exploration in depth in different types of schools.

As regards ruminative exploration (Fig. 3), we fduhat its intensity among
basic vocational school students was similar insuesments T 1-T4, whereas in
measurement T5, at the beginning of the third gréte score was significantly
higher than in any of the remaining measurementaoidg technical upper-
secondary school students we also observed arabeiia the intensity of rumi-
native exploration in the course of the study. leasurements T4 and T5, the
scores in this group were significantly higher thiameasurements T1 and T3.
In general upper-secondary school, we observeappesite tendency. In mea-
surements between T1 and T4, the level of rumieaéxploration remained
similar, but in the last measurement (T5) rumiratexploration in general
upper-secondary school students was significantijpdr than in the previous
four.
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Figure 3.Ruminative exploration in different types of schools

In basic vocational schools we also found signiftbalower commitment
making (Fig. 4) and identification with commitme(ftig. 5) in the last measure-
ment (T5) than in the others. Also in the grouptedhnical upper-secondary
school students we observed a significant decreaseores on both identity
commitment dimensions. As regards general uppersiery school, commit-
ment making in measurement T5 was significantlyhbigin measurement T5
than in measurements T2 and T3. Changes on thdifidation with commit-
ment dimension among general upper-secondary sctodents did not reach
the statistical significance threshold, though atsthis case there was an obser-
vable increase tendency in the last measurements.

The clearest differences between students of diftelypes of schools occur-
red in the last measurement (T5). In measuremetmt3 I — that is, from the
beginning of school to the beginning of the secgratie — the scores were simi-
lar across school types. In measurements T4 andeXg@pration in breadth
(Fig. 1) and exploration in depth (Fig. 2) werendfigantly higher than in stu-
dents of technical upper-secondary and basic vatatischools. In measurement
T5 we also observed significantly lower ruminatesgloration as well as higher
scores on commitment making and identification veilmmitment among gene-
ral upper-secondary school students compared totttex two groups.
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Figure 4.Commitment making in different types of schools.
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Figure 5.Identification with commitment in different type$ schools.
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DISCUSSION

Changesin theintensity
of identity processesin each type of school

The aim of the study was to assess the differelnewgeen students of upper-
secondary schools pursuing different paths of ettuta- vocational, technical,
or general — in terms of changes in identity betwde beginning of upper-
secondary education and the beginning of the tiiadie. Third grade is the last
year of education for students of basic vocatiaral general upper-secondary
schools and the last-but-one for students of t@ethnipper-secondary schools.
This means the project covered most of the perfoeldacation in each type of
school. The results show that the type of schaadestts attended was signifi-
cantly associated with the changes in identity theturred in the two years
covered by the study.

In the first grade and at the beginning of the sdcgrade, differences be-
tween students of different schools were not lalgd, they significantly in-
creased after the beginning of the third grade ctvisiuggests that the vision of
the approaching end of this stage of education by factor contributing to
identity transformations. The findings of otherdias are similar (Kalakoski &
Nurmi, 1998; Pascarella & Terenzini, 2005), confitgithe important role of the
stages of education in identity formation.

The results suggest that the nature of identityngba in students of schools
with a vocational curriculum (i.e., basic vocatibr@nd technical upper-
-secondary schools) exhibits many similaritiesstadents of both these types
of schools, the levels of exploration in breadtd andepth were rather low; ad-
ditionally, the intensity of these dimensions desed slightly in both groups.
Moreover, with the approach of the end of educatwem observed an increase in
identity formation difficulties as well as a decseain the intensity of making
commitments and identifying with them. This was tase especially in basic
vocational school students, who were already iir fiveal grade during the fifth
measurement. This may point to an increase inrttensity of identity crisis in
basic vocational school students approaching gtamua

General upper-secondary school students exhibitetifferent pattern of
changes. In successive measurements, we obsestéid@atively high engage-
ment in exploration in breadth and in depth andneaesmall increase in their
level at T4 and T5, which suggests that approactiiagcompletion of education
triggers an increase in general upper-secondanyoctudents’ engagement in
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the evaluation of the current direction of life andseeking new areas of poten-
tial commitment. As it is the time when most of hegrobably consider the

directions of further education, this observati@mesl not seem to be surprising.
In the last measurements (T4 — the end of the skegmde, and T5 — the begin-
ning of the third grade), we also observed a carallle change in general
upper-secondary school students, involving an aszedn the sense of commit-
ment making, stronger identification with commitrieand a decrease in rumi-
native exploration.

A general conclusion that can be drawn from theioled data is that in the
period of upper-secondary education progressiveeldpmental changes occur
mainly among general upper-secondary school stad&hie results obtained in
this group remain consistent with a majority ofetlobservations (e.g., Meeus,
2011) and with our hypotheses. What is visible agnetudents of vocational
schools, both basic vocational and technical ugpepndary, is usually signs of
increasing difficulties and a fear of the futurehigh may be harbingers of re-
gressive changes. A decrease in the intensity aptage exploration and com-
mitment as well as an increase in ruminative exglon are important mani-
festations of identity diffusion (Luyckx, Schwar&erzonsky et al., 2008).

At present, vocational education in Poland, esjlgcé the level of basic
vocational school but also, to a smaller degreghatlevel of technical upper-
secondary school, has a relatively low status amhosen mainly by young peo-
ple from low social status families, with lower sch performance, whereas
children from families with a higher status moréeoftake up education in gene-
ral upper-secondary schools (Szafraniec, 2011). ddew this natural selection,
taking place as early as around the age of 15, whieldle-school graduates
choose their further path of education, is not varpngly related to students’
identity, which manifests itself in the small difteces between them at the be-
ginning of education. Yet, as education continageslear differentiation occurs,
and there is a division into students of vocatiaswdiools (basic vocational and
technical upper-secondary), whose identity crisisnss to grow, and students of
general upper-secondary schools, who tend to dxlptbgressive changes
leading towards the identity achievement status.

It seems that the very necessity of choosing thib phprofessional deve-
lopment as early as is the case in Poland, whaspl@eged 15-16 have to deci-
de for which trade or profession to prepare, mawg bisk factor in itself (Daniel-
sen, Lorem, & Krdger, 2000), especially in the eotitof unclear and unpre-
dictable labor market and the lack of job oppotiesifor young people. The
possibility of exploring alternatives is one of tfmndations of identity deve-
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lopment, and in the case of vocational school sttgdthe choice of a particular
path of vocational education considerably narroswwrithe scope of the explo-
ration of various possibilities. In this situationcould be expected that vocation-
al school students will make more and more commitsie- which, combined
with low exploration, would lead to identity foreslure at the threshold of adult-
hood. Our research shows, however, that this situaé not dominant — at least
not among the participants in our study. Especiallhe case of basic vocational
school students it is visible that they begin edioocawith a fairly strong belief in
having made identity commitments, which consideratdcreases in subsequent
years of education, giving way to a growing serfssoafusion and uncertainty.

As Kroger (2007) points out, for progressive changewards identity
achievement to occur in identity development, theied environment, including
the educational environment, must offer not onlgllemges stimulating change
but also support in coping with those challengésalance is disturbed in the
“challenges — support” relationship, regressivengjes are possible. Taking into
account the identity changes observed in our studgng students of basic voca-
tional schools and technical upper-secondary sshiotan be supposed that the
factors mentioned by Krdoger may not be sufficieftdlanced. Perhaps the pro-
spect of leaving the school walls (which give assenf security derived, for
instance, from the possibility of postponing adtdmmitments) is a source of
anxiety in students. The Polish labor market nowada highly unfavorable for
young people, particularly for those without higleelucation (Central Statistical
Office, 2015). In the general population aged 15424Poland, the unemploy-
ment rate is about 22%. Unemployment among graduatebasic vocational
schools (within a year after finishing educatioeaches the level of 40%. The
awareness of the difficulties involved in findingngloyment can be one of the
sources of increasing identity crisis in vocatiosahool students, especially in
the domain measured in our study — namely, the rgémision of one’s own
future.

However, one should also remember that the obserhiadges associated
with a decrease in commitment making may also belement of the normative
transformations that occur in identity in a sitoatiof confrontation with a new
task: the approaching perspective of the end ota&thn. It cannot be excluded
that the increase in anxiety about one’s own futsirgatural in this situation and
may be only temporary. The intensity and persistesicregressive changes in
the group of vocational school students certaiatyuires further research.

To sum up, the obtained results show that attendiffigrent kinds of upper-
secondary schools may be associated with diffgpatiis of identity formation.
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The pattern of changes involving commitment makangl an increase in adap-
tive forms of exploration is observed mainly in gead upper-secondary school
students. Students of vocational schools, espgailbasic vocational schools,
are more often characterized by difficulties inritly development that increase
in the course of school education as well as byadbeurrence of regressive
changes.

Limitations of the study
and directionsfor further research

In our study, we did not investigate factors contedavith the quality and
effects of school education, such as the gradesivet, self-evaluation of
achievement, or adaptation to school conditionduiting adaptation to the peer
group, which may play a mediating role between ethge and changes in the
sense of identity (Lannegrand-Willems & Bosma, 20@ecause the educatio-
nal context in our study was regarded as staticlianited to “that which surro-
unds the individual” (Cole, 1995), a more dynamm anteractive perspective
should be taken in further research (Adams & Mdtsha96).

Secondly, the only domain we considered is theowisif one’s own future.
The fact that development in different domains tanrelatively independent
(Grotevant, 1987) should be taken into accountuiturge studies. Thirdly, the
comparison groups in the study were small and antdemly selected, which
makes it difficult to generalize the findings. Moxer, the small number of par-
ticipants made it impossible to compare changesiroog in females and in
males, which also considerably limits the scopewf findings. Fourthly, it is
advisable to confirm the obtained observations stualy of a different group of
students attending different types of schools, el & to take into account other
personality and contextual factors that may be cated with the regressive
changes observed among vocational school students.
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