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Abstract

Optimism is linked to a range of positive social and cognitive outcomes 
across development. Yet decades of work in psychological science has 
revealed that optimism declines throughout early childhood. Despite 
this well-documented decline, there is no agreed-upon theory that 
accounts for developmental changes in optimism. In this Perspective, 
we synthesize cognitive, computational, social and neural evidence 
and discuss three candidate mechanisms that might underlie declines 
in optimism with age: learning from experience, changing theories of 
success and wishful thinking, and shifts in valenced learning biases. We 
argue that declining optimism across childhood is best characterized by 
an account that integrates these theories. Specifically, we suggest that 
environmental factors impact the pace at which children’s theories and 
valenced learning biases change with age, and consequently the rate at 
which their optimism declines. This account suggests that optimism 
should be conceptualized as an adaptive bias that signals the nature of 
one’s environment and leads to specific recommendations for future 
lines of enquiry.
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plausible (but not empirically measured) ground truth in the near and 
far future. For example, 5–7 year olds think that they will acquire more 
knowledge in the future than do 8–10 year olds11. However, despite this 
well-documented decline in optimism in early childhood, there is no 
agreed-upon theory that accounts for this developmental change.

Understanding why optimism declines with age is important for 
both theory and practice. From a theoretical perspective, understand-
ing what causes declines in optimism could shed light on whether 
changes in optimism constitute a cohesive, conceptual change in 
children’s theory of the self or the world. Given that optimism is studied 
in a range of other psychological subfields, uncovering the causes of 
developmental declines in optimism could also have theoretical and 
practical implications for social psychology, cognitive psychology, 
neuroscience, health psychology, clinical psychology and comparative 
psychology. Finally, given the evidence that optimism has both positive 
and negative consequences for mental health, well-being, achieve-
ment and motivation12–15, understanding the causes of developmental 
declines in optimism could inform whether (and when) interventions 
are appropriate.

Introduction
In coming-of-age narratives such as To Kill a Mockingbird, The Catcher 
in the Rye, The Bridge to Terabithia, The Secret Garden and Lord of the 
Flies, children’s initial unbridled optimism declines as children age and 
confront the realities of the world. However, declines in optimism in 
childhood are not merely the fodder of children’s books, fairy tales 
and movies; rather, decades of empirical research suggests that chil-
dren’s optimism (the difference between their explicit expectations of 
some positive event occurring relative to the ground truth rate of the 
event occurring) systematically decreases between the ages of 3 and 
9 years. Specifically, young children overestimate their performance 
to a greater degree than older children in tasks that assess memory 
(for example, estimating the number of items they will remember1–3), 
motor performance (for example, forecasting how far they can jump 
or throw a ball4–7), visual search (for example, predicting how many 
hidden objects they can find8) and probabilistic reasoning tasks (for 
example, guessing the probability of a desirable randomly determined 
outcome9,10) (Fig. 1). Young children are also optimistic about their 
own knowledge, personality and trait development, which often have 
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Fig. 1 | Empirical evidence for children’s optimism bias. Data from cross-
sectional studies for which predicted and actual performance on memory (blue), 
motor (purple) and probabilistic reasoning (red) tasks are available by age. In all 
studies, children predicted performance for themselves. Scores were calculated 
from data available in the publications and represent children’s average 
predictions by age divided by their actual average performance or ground truth. 
Articles without this information were excluded. For memory performance, 
if children on average predicted that they would remember 6 items but only 

remembered 4 items, this would yield an optimism score of 1.5. For motor tasks, if 
children on average predicted that they would jump 120 cm but actually jumped 
100 cm, this would yield an optimism score of 1.2. For probabilistic reasoning 
tasks, if the base rate of an outcome is 20% and 85% of children predicted this 
outcome, this would yield an optimism score of 4.25. A score of 1 indicates perfect 
accuracy. Connected lines indicate studies in which multiple ages were sampled. 
Data taken from refs. 1,2,7,9,10,53,54,114,129,130.
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In this Perspective, we review and integrate cognitive, computa-
tional, social and neural evidence to explain why optimism declines 
between the ages of 3 and 9 years. First we discuss three non-mutually 
exclusive candidate causes for the age-related decline in optimism that 
stem from different literatures and time periods and have yet to be con-
nected: learning from experience, theory development and valenced 
learning biases. Next, we propose a unifying account that integrates 
the merits of each of the three reviewed theories. We conclude by 
suggesting future research directions to support a more complete 
developmental science of optimism.

Subfields in psychology measure optimism in distinct ways (Box 1). 
Moreover, optimism is distinct from other positive anticipatory states 
and from metacognition (Box 2). Here, we define optimism as positive 
predictions or expectations about the future self. In line with most 

developmental research, we mainly focus on state-based optimism 
about near-term performance. However, we also touch on research 
on trait-based optimism (more general or global expectations about 
long-term events).

Learning from experience
One theory for why optimism declines with age is that changes in 
children’s experiences over time spur rational adjustments in their 
predictions of their future success. According to this perspective, chil-
dren’s initial optimism and its subsequent decline might stem from two 
sources of experience that change with age: first-person experience 
and social feedback (Fig. 2a). This theory stems from a large body of 
work showing that young children make rational and sophisticated 
inferences from data16–19.

Box 1 | Definitions of optimism
 

A shared assumption across fields is that optimism refers to positive 
expectations about the future. However, there is variability in this 
definition along two dimensions: the specificity of expectations 
(whether individuals believe they will live a good life versus the 
likelihood of passing a test or winning the lottery) and the temporal 
window of these expectations (expectations about the degree 
of success in a future career versus predictions of how far one 
thinks they will jump immediately before jumping). Although 
these dimensions, in principle, are dissociable, research tends 
to either assess specific expectations for near-term events (state 
optimism, task optimism or optimistic biases) or more general or 
global expectations about long-term events (trait optimism).

Field-specific definitions and measures
In social and personality psychology, some scholars construe 
optimism as a dispositional trait131 that consists of generalized positive 
expectancies about the future without reference to base rates or the 
average individual. Typically, dispositional optimism is assessed via 
questionnaires such as the Life Orientation Test131. By contrast, other 
researchers focus on unrealistic optimism, defined as expectations 
for particular life outcomes that exceed actual performance (for 
example, predicted performance on an examination versus actual 
performance) or assess their risk for a particular negative outcome 
(for example, having a heart attack) as lower than that of a similar 
peer132. In these cases, optimism is typically measured by assessing 
differences between participants’ predictions for specific positive or 
negative events and base rates.

Developmental researchers have primarily studied optimism in 
three ways: children’s predictions about their memory, motor or visual 
search performance compared with their actual performance (state 
optimism)1,7,8; children’s predictions about desirable probabilistic 
outcomes compared with ground truth9,10; or the degree to which 
children predict the acquisition of positive (versus neutral or 
negative) characteristics, abilities or traits with age11,133.

Cognitive psychology and neuroscience research has focused 
predominantly on the causes of optimism and optimistic bias. 
These researchers typically investigate how attention and 
memory-related biases in the encoding of positive and negative 
information vary across age and individuals58, and how these relate 
to trait optimism60.

In the animal behaviour literature, state or task optimism is 
typically assessed via non-verbal judgement bias tasks. In these tasks, 
cues are differentially paired with reward and punishment. In some 
cases, these cues are arbitrarily paired, requiring training for animals 
to learn the pairing, and in other cases these cues are inherently 
biologically valenced134. The critical test of optimism biases is how 
animals respond to an ambiguous stimulus that is halfway between 
the positive stimulus and the negative stimulus. The degree to which 
animals anticipate a reward in response to the ambiguous stimuli 
represents the degree of their optimism bias.

Relationships between types of optimism
There is evidence that state and trait optimism relate to one another 
but are not synonymous. For example, adults who predicted a 
higher likelihood of positive (for example, winning an award) versus 
negative (for example, ending a relationship) events were higher in 
trait optimism135. Correlations between state and trait optimism have 
also been found in children. For example, children who predicted 
positive outcomes for upcoming events had higher levels of trait 
optimism than children who predicted less positive outcomes57, 
and children who more frequently predicted desirable events had 
lower scores of dispositional pessimism as measured via a parental 
report questionnaire9. However, some studies show that state and 
trait-based optimism are differentially related to outcome measures. 
For example, in a sample of law students, situational optimism about 
law school was more strongly associated with cellular immunity than 
dispositional optimism136.

Another question is whether optimistic beliefs in one domain are 
related to optimistic beliefs in another domain. Although some studies 
measured children’s optimism in multiple domains, most do not directly 
compare estimates across domains (that is, they do not correlate 
optimistic expectations across different tasks). However, a meta-analysis 
of 246 effect sizes from 43 published papers on children’s performance 
predictions (versus actual performance) found that optimistic 
expectations did not differ by domain137 (motor, memory and other 
cognitive task). It is possible that state-based optimistic beliefs become 
more domain-specific with age as children learn about domains (for 
example, what constitutes mathematics versus sports versus arts) and 
biases associated with these domains (for example, gender biases about 
science, technology, engineering and mathematics (STEM)98,138,139).
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Learning from first-person experience
Children’s initially high optimism might reflect the fact that novices 
are typically poorly calibrated in their performance expectations, 
and develop more realistic expectations with experience20. Young 
children are, by definition, universal novices. As children grow, they 
gain more task-specific experience that might help them gauge their 
future performance on similar tasks. For example, children new to 
walking typically attempt to walk down ramps that would be  dangerous 
for them if an experimenter was not ready to catch them. By contrast, 
children with more experience walking have a better grasp of what 
they are capable of and opt to crawl or slide down ramps that are too 
steep21,22. In older children, experience also impacts beliefs about 
possibilities: children aged 4–8 years with better self-control are more 
likely to believe that exerting self-control in challenging situations (for 
example, choosing not to eat something yummy) is possible23. In other 
words, having experience successfully exerting self-control might 
reinforce the idea that resisting temptations is possible. Furthermore, 

children aged 4–6 years are less optimistic about their future perfor-
mance on more familiar tasks7. Taken together, this evidence sug-
gests that first-person experience helps children calibrate future 
 performance estimates.

Young children likely also receive first-person evidence about 
their abilities that differs from that of older children. For example, in 
1 month a 4 year old might learn how to identify letters and numbers 
which suddenly gives all the symbols in the world structured meaning. 
These skills will catapult the child into a new phase of learning, inter-
action and independence. By contrast, in 1 month a 10 year old might 
learn to add fractions and deepen their knowledge of the Revolution-
ary War. Although these are great learning milestones, the knowledge 
gained in 1 month at age 10 years might feel more incremental than the 
knowledge gained in 1 month at age 4 years. Given that children are 
sensitive to their rate of learning24, the rapid change and acquisition 
of fundamental skills at younger ages might spur children to rationally 
think that they are capable of quick growth.

Box 2 | Relationships between optimism and other concepts
 

Other positive anticipatory states
Optimism is sometimes grouped with other positive anticipatory 
states (such as desires, wishes and wants), and in particular 
hope140. However, one study that set out to empirically establish 
whether optimism was a unique construct by asking adults to 
define optimism, hope and other positive anticipatory states found 
that optimism was described as a cognitive process (that is, a 
specific belief or expectation about a future outcome) whereas 
other positive anticipatory states were described as emotions141. 
Moreover, participants reported optimism for general outcomes 
(for example, that it would be a good week) and for outcomes over 
which they had some degree of personal control, whereas they 
reported hope for specific outcomes (for example, getting over 
an illness) and for outcomes over which personal control was low. 
These findings indicate that although optimism overlaps with other 
positive anticipatory states, it also has unique characteristics.

Metacognition
Optimism shares some features with metacognition (the  
awareness and control of one’s own cognitive processes142).  
In particular, some experiments on metacognitive judgements 
require participants to make predictions about their cognitive 
performance (for example, after studying animal pictures, 
individuals are asked how many animals they think they will 
remember143). This approach is similar to studies assessing state 
optimism in which participants are asked about their expectations 
for upcoming task performance.

However, there are also important distinctions between 
optimism and metacognition. First, the target of metacognition 
is one’s cognitive processes and abilities, whereas optimism also 
applies to the likelihood of general positive events occurring 
that vary somewhat in personal control (for example, physical 
appearance). Second, metacognition is also about the control and 
regulation of learning and cognitive processes, whereas optimism 
is not. Third, metacognitive judgements include prospective 
predictions about performance as well as judgements about 

ongoing task performance or about how one performed after a 
task144. By contrast, optimism assessed in a task-based manner 
refers strictly to expectations about future performance. Finally, 
the focus of metacognitive judgements is on accuracy with little 
regard for valence, whereas optimism reflects the degree to which 
expectations are positively biased (compared with ground truth or 
population averages).

Possibility beliefs
Optimism is sometimes associated with possibility beliefs, 
which creates confusion considering that they have opposite 
developmental time courses. Although optimism declines with 
age, possibility beliefs actually increase with age (at least in some 
cases). For example, preschool-age children think that people 
cannot act against desires23,50 (for example, choosing not to eat 
a desirable ice cream) and that unlikely events (such as eating 
onion-flavoured ice cream) are impossible145,146. Only around age 
6–7 years do children start to understand that individuals can act 
against their desires and choose, for example, not to eat an ice 
cream that fell on the floor50. Thus, contrary to optimism declining 
with age, research on possibility beliefs suggests that optimism 
about possibilities might increase with age147 through first-hand 
experience and social input23,148–150.

However, possibility beliefs are actually distinct from optimistic 
beliefs. Possibility belief studies usually index children’s beliefs about 
what one can or cannot do, whereas optimism studies typically 
ask how well children think they can do something. In other words, 
optimism is not about whether some discrete task is possible but, 
rather, to what degree children think they can achieve a goal. It is 
therefore conceivable that these sets of beliefs are qualitatively 
distinct. Future research is necessary to more fully flesh out how 
possibility beliefs relate to optimistic beliefs. For example, one 
could ask children whether they think it is possible to jump certain 
distances and also ask them to predict how far they think they will 
jump to see whether beliefs about possibilities track with optimistic 
predictions.
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Learning from social feedback
The changing input that children receive from their social environ-
ments as they age might also spur declines in optimism25. Young chil-
dren’s early social contexts (such as home, childcare and preschool) 
are largely child-centric and focus on growth and learning26–28. For 
instance, many early childcare settings promote open-ended activities 
that allow children to explore and learn independently, and children are 
given encouraging feedback for their effort and attention. A teacher 
might praise a 3 year old’s barely legible scribble by saying ‘Wow, that 
looks like the letter E! Nice work!’.

However, the dynamics change as children transition into formal 
schooling. At the start of primary school, the frequency of explicitly 

evaluative feedback (for example, grades, direct evaluative feedback 
or class rank) dramatically increases and the focus shifts towards more 
explicit learning goals. In response to the same scribble, a teacher might 
now respond with ‘Hmm, I think you are trying to write the letter “E”, 
but the top part isn’t quite right’. Children also receive more formal 
instruction, challenging assignments and more opportunities for 
social comparison with their peers. This shift in the children’s social 
environment — from one that values free play and effort to one that 
prioritizes achievement outcomes — might focus children’s attention 
on past failures and/or change their estimates of future success.

Indeed, laboratory-based studies have shown that optimistic 
young children display helplessness, lower self-competence ratings 
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positive and encouraging (for example, a caregiver 
telling a child they are an amazing basketball player) 
to more realistic and evaluative. Thus, a child might 
recalibrate their expectations about their basketball 
skills owing to changes in social feedback. b, Theory 
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expectations. For example, a child’s optimism 
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because they realize that their desire to make a shot 
is independent from their expectation of making a 
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throws than a younger child because the older child 
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missing prior baskets.
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and poorer performance if given explicit cues that success depends 
on ability compared with effort29–31. Furthermore, kindergarteners in 
classrooms with more evaluative feedback have more realistic expecta-
tions of their class rank28. Over time, these evaluative messages might 
compound to spur the documented declines in self-competency ratings 
from elementary school to high school32,33.

Research with adults might provide a clue as to why entry into more 
formally evaluative contexts influences children’s optimism. Although 
optimism declines with age, adults are still, on average, optimistic 
about future outcomes34,35. However, adults’ optimism diminishes as 
self-relevant feedback becomes more proximal in time, a phenomenon 
known as ‘sobering up’36,37. For example, one study measured college 
students’ predictions about their grade on an examination starting 
1 month before the examination up until when they were about to 
receive the graded examination back38. Optimism about examination 
grades systematically declined as the return of the examination grew 
closer: Although most students were optimistic about their examina-
tion grade 1 month before the examination, predictions became pes-
simistic in the moments before the examination was returned. The 
shift to ongoing formal evaluations when children move to formal 
schooling might lead to an adjustment in optimistic expectations for 
many of the same reasons that adults’ optimism decreases as a func-
tion of evaluation proximity: to be prepared for negative outcomes 
should they arise39.

Shortcomings
Although the learning from experience account can explain how chil-
dren might reasonably learn to be less optimistic from external fac-
tors, it does not provide any proximate-level mechanism for how this 
change might occur. In other words, this account does not specify what 
happens in a child’s mind when they repeatedly fail to achieve their 
intended result, when they hear more evaluative feedback or when 
they compare themselves with their peers.

Moreover, some hypotheses regarding the role of experience in 
children’s optimism bias remain untested. For example, it is not yet 
known whether the pace at which children acquire fundamental skills 
relates to their beliefs about whether they are capable of quick growth 
or improvement, or whether large-scale shifts in evaluative environ-
ments (such as the entry into formal schooling) are associated with 
and lead to declines in optimism.

Theory development
Two accounts posit that changes in children’s theories are responsible 
for age-related declines in optimism: theories of success and wish-
ful thinking. Although these accounts differ in their specifics, both 
suggest that qualitative changes in children’s beliefs about the self 
drive declines in optimism with age (Fig. 2b). In other words, children’s 
optimism stems from immature theories about the nature of the self 
and/or the world.

Theories of success
According to the theory of success account, young children are opti-
mistic, in part, because they attribute poor performance to lack of 
effort — not ability — and think that effort is limitless. For example,  
a seminal study found that children aged 12 years and older understood 
that if two children perform well on a test but one child worked harder 
than another, the child who applied less effort is more competent40. By 
contrast, children younger than 12 years old conflated effort with ability 
and said that the child who applied more effort was more competent 

(see refs. 41–45 for similar evidence). These results suggest that chil-
dren’s understanding of effort and ability goes through a series of 
conceptual changes: effort and ability are initially entirely conflated 
(ages 5–6 years), then effort is assumed to be the sole source of compe-
tence (ages 7–9 years) and then the capability to distinguish between 
effort and ability develops (ages 10–11 years), which ultimately leads to  
the ability to recognize the reciprocal relationship between effort and 
ability (ages 12 years and older)40.

Moreover, evidence suggests that young children (ages 5–11 years) 
predominantly view effort as unbounded (for example, that one can 
apply effort for as long and as much as one likes)46. Other work has 
found that children aged 8–10 years mostly attribute failure to external 
causes such as bad luck, which suggests that children might be reluc-
tant to even believe that they have low ability or put in low effort47–49. 
Consistent with this claim, children aged 5–6 years displayed helpless-
ness after failure when given cues that success depends on ability not 
effort29, and children aged 5–11 years became less willing to persist 
after failing a task43. These findings suggest that young children’s 
immature conceptual framework about the causes of success might 
promote faulty optimism: if the key to success is effort, and effort is 
limitless, one could reasonably believe that they can succeed if they 
simply try harder.

Wishful thinking
Wishful thinking refers to an inability to distinguish wishes from 
expectations about the self and the world. Children become better 
able to differentiate their wishes from their expectations with age. For 
example, children aged 4–6 years made equally optimistic predictions 
about how far they ‘wished’ to jump and how far they ‘expected’ to 
jump7 and 4-year-old children say that they cannot act against their 
desires (for example, choosing not to eat a yummy cookie)23,50. Young 
children (ages 3–6 years) also overestimate their expected performance 
compared with that of a peer, who they presumably want to succeed 
less than themselves9,51,52 (but see ref. 53 for results suggesting that 
this effect differs by culture). Critically, children provided similarly 
optimistic performance predictions for themselves and the peer when 
they were incentivized to want their peer to succeed (for example, they 
got a reward if their peer succeeded)52.

Young children also display wishful thinking in probabilistic 
reasoning tasks where they have no control over the outcome9,10,54. 
For example, 5 year olds were more likely than 7 year olds to guess 
that an experimenter would draw a rare prize-winning blue egg out of 
a sample of mostly yellow eggs10. Notably, this effect was not driven 
by worse probabilistic reasoning in younger children — all children 
said that an experimenter would most likely pull a yellow egg out of 
a container with mostly yellow eggs when the blue egg came with no 
additional prize10. Thus, young children seem to specifically think 
that events are more likely to occur when they are desirable, but with 
age they come to differentiate between what they wish would happen 
and what will likely happen. According to this perspective, the ability 
to distinguish wishes from expectations drives declines in optimism.

Shortcomings
Although theory development accounts make compelling arguments, 
the focus on theory revision as the driver of development stems from 
developmental psychology research in the 1970s through 1990s; 
newer evidence suggests that young children might be considerably 
more sophisticated in both their reasoning about the role that effort 
and ability play in success and failure and their ability to distinguish 
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wishes from expectations (see ref. 25 for a review). For example, in 
tasks with lower cognitive demands than in the seminal older studies, 
children aged 4–5 years demonstrated an adult-like understanding of 
the inverse relationship between competence and effort with regard to 
success on third-person paradigms55,56. These findings call into question 
whether children would be more accurate on first-person paradigms 
when demands are similarly lowered. Similarly, even though children 
produce inflated estimates of the frequency of desirable events, their 
estimates scale with probability: children aged 5–6 years were more 
likely to say that they would receive a special toy if their chances of 
obtaining the toy were 66% rather than 33%9. Moreover, 5-year-old 
children think that a very rare, desirable event (for example, receiving 
a surprise present today) is less likely than more common, desirable 
events occurring (for example, receiving a present they like at their 
birthday party)57. In other words, young children are quite good at dif-
ferentiating wishes from expectations when asked about the likelihood 
of extremely rare, positive events occurring.

Thus, findings from the past 20 years suggest that the age at which 
children possess the capacity to distinguish effort from ability and 
wishes from expectations (by 4 or 5 years old) does not align with the 
linear developmental decline in optimism (from 3 to 9 years old), which 
challenges the claim that conceptual changes in theories of success 
and wishful thinking underlie declines in optimism. It is possible that 
more gradual changes in children’s theories of success and wishful 
thinking between the ages of 3 and 9 years contribute to children’s 
declining optimism during this timeframe. However, it is unlikely that 
a fundamental conceptual shift in children’s theories of success and/or 
wishful thinking between the ages of 3 and 9 years are the sole, causal 
source of declines in children’s optimism.

Valenced learning bias
The third theory for why optimism declines with age concerns matura-
tional changes in valenced learning biases (Fig. 2c). This theory stems 
from computational and neural work on learning across development.

Computational and neural evidence
In a key study, 8–17 year olds were tasked with learning the relation-
ship between their effort (rapid button presses) and rewards (coins) 
couched in a child-friendly cover story about fuelling a spaceship to 
get from planet to planet58. Before each trial, children predicted how 
many rewards they could obtain. Because the relationship between 
effort and reward changed over time, children had to learn through 
trial and error. In line with prior work, younger children were more 
optimistic than older children and predicted that they would receive 
more rewards across trials. Fitting the data to a computational model 
revealed that children increasingly learned from negative prediction 
errors with age, whereas learning from positive prediction errors was 
stable across age. Critically, this developmental change in learning 
from negative prediction errors mediated the relationship between 
age and optimism. In other words, higher optimism was associated 
with learning less from worse-than-expected outcomes, and children 
learned more from negative outcomes — and, in turn, become more 
realistic — with age.

Neural data also support the hypothesis that a valenced learning 
bias underlies optimism. Similar to children, more optimistic adults 
also learn less from negative outcomes59–61. Neuroimaging work 
showed that the right inferior frontal gyrus was less active in response 
to worse-than-expected outcomes for adults with high versus low trait 
optimism62. Furthermore, experimentally enhancing dopaminergic 

function via administration of dihydroxy-l-phenylalanine increased 
adults’ optimistic expectations for real-world events compared with 
receiving a placebo by impairing their ability to update beliefs in 
response to negative information about the future63. Given that there 
are extensive dopaminergic projections between midbrain dopamine 
nuclei and frontal cortical areas64, one possibility is that individuals 
with less top-down or bottom-up control of dopamine release are 
more optimistic.

Interestingly, children have immature dopaminergic–prefrontal 
circuitry, which might make them particularly prone to optimism. Work 
in rodents shows that dopamine axons from the striatum continue to 
innervate the prefrontal cortex throughout adolescence65, and work in 
humans shows that asymmetries in the early developing ventral stria-
tum and the later developing prefrontal cortex underlie heightened 
sensitivity to rewards in adolescence66–68. Protracted development of 
the prefrontal cortex across childhood through adolescence underlies 
age-related improvements in valence-guided behaviour including 
memory encoding69, cognitive control70 and emotion regulation71. 
Relatively less work has explored the development of dopaminergic 
neurocircuitry in early childhood (ages 3–7 years), probably because 
this age range is difficult to scan. However, one study found that 
ventral tegmental area connectivity linearly increased with medial 
prefrontal cortex between the ages of 4 and 9 years in individuals 
from high-socioeconomic status (SES) backgrounds72 (connectivity 
was not associated with age in children from low-SES backgrounds). 
Thus, the protracted development of prefrontal connectivity and 
control of the dopamine-rich reward subcortical areas might underlie 
 developmental declines in children’s optimism.

The slow development of the prefrontal cortex also supports 
children’s gradual improvements in executive functioning with age73,74. 
Changes in executive function with age might enable children to inhibit 
positively valenced learning biases in contexts in which weighting nega-
tive information over positive information leads to greater task success. 
Consistent with this idea, adults made considerably more optimistic 
predictions when they were asked to produce their predictions immedi-
ately versus when they were asked to reflect on their predictions for 15 s,  
perhaps because they had less time to enact top-down control75, and 
valenced learning biases are less contextually variable in children than 
in adolescents and adults76.

Shortcomings
This valenced learning bias theory has not been tested in children 
younger than 8 years old, making it difficult to connect this theory 
with the research on declines in optimism between the ages of 3 and 
7 years. There is some suggestive evidence that young children have a 
valenced learning bias: An event-related potential study with 4–5 year 
olds found greater electrical activity following positive compared with 
negative feedback on a gambling task77. However, a limiting factor in 
this research on valenced learning biases is that valenced learning 
biases are usually detected through fitting computational models  
to tasks with many trials and it is challenging to get young children to 
attend to tasks for long periods of time. Furthermore, the valenced 
learning bias theory does not explain why children make more opti-
mistic predictions on the first trial of novel tasks, before they can form 
valenced learning biases. Additionally, focusing on age-related shifts 
in cognitive change and their underlying neural bases might give the 
impression that these changes are predominantly maturational (that 
is, genetically programmed to change with age). Although a matu-
rational account might be true to some extent given that optimistic 
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adults learn more from negative information than young children58, 
it is also likely that these changes are additionally driven by children’s 
experience and social input.

A unified account
The above review suggests that children’s experiences, theories and 
valenced learning biases change with age, but none of these factors 
alone provide an integrated, mechanistic account for children’s declin-
ing optimism across development. We propose that features of each 

of these theories might work in synchrony to explain this develop-
mental decline. Specifically, drawing from life history theory78–80, we 
suggest that environmental factors (such as the degree of adversity 
and support) influence the pace at which children’s theories about 
themselves and the world as well as their learning biases change with 
age, and, in turn, the rate at which their optimism declines (Fig. 3). In 
other words, children’s theories and valenced learning biases undergo 
developmental changes that are partially due to biological maturation 
and partially due to the environment, as described below. Of course, 
this account does not preclude the possibility that other cognitive and 
mechanistic factors besides learning biases and theoretical changes 
might also influence children’s optimism (Box 3).

Environmental impacts on valenced learning biases
Valenced learning biases in children and adults are sensitive to the 
environment76,81,82. For example, adults learned less from negative out-
comes when they were generated by a hidden cause versus by their own 
behaviour83, and 8–25 year olds adaptively changed their valenced 
learning biases (for example, weighting positive outcomes more heavily 
than negative outcomes or vice versa) depending on which strategy 
was more advantageous in the given context76. Together, this work 
suggests that learning biases vary within the individual by context, 
and are therefore influenced by the environment.

Across species, immaturity is associated with caregiving and 
social support84. Thus, children might generally be in environments 
where a positively valenced learning bias is advantageous. If a young 
child is climbing on a jungle gym with parents nearby to provide help 
if needed, it might not be bad to downweight the harm from falling 
and upweight the gains from trying something new (see ref. 15 for 
evidence that optimism is associated with constructive risk-taking 
in 4–8 year olds). However, increased independence is expected as 
children get older, which means there are more risks associated with 
overly optimistic expectations. For example, if a parent is not standing 
at the ready nearby, optimism might result in a child swinging beyond 
their skill level on the jungle gym and falling. In this context, weighting 
evidence from negative feedback and tempering expectations to align 
with reality decreases risk. Thus, a changing environment from one of 
dependence to independence might spur children to learn more from 
negative prediction errors.

At the same time, children who live in environments that require 
them to be independent at younger ages (for example, children who 
help care for siblings because their parents work several jobs) might 
show faster declines in optimism. This prediction is in line with evi-
dence showing that early life adversity accelerates biological ageing85–88 
and theoretical work suggesting that early adversity might acceler-
ate a shift from exploration to exploitation80 as preparation for early 
reproduction and independence. Indeed, correlational studies found 
that children aged 3–6 years from lower-SES households were more 
dispositionally pessimistic than their higher-SES peers at age 20 years, 
even after controlling for current SES89,90 (but see ref. 9 which found 
that children aged 3–6 years from lower-SES backgrounds were more 
optimistic than their higher-SES peers on certain probabilistic reason-
ing tasks). Moreover, adolescents from lower-SES households showed 
lower striatal reward sensitivity compared with peers from higher-SES 
households91. In sum, it might be more adaptive for young children in 
contexts without strong safety nets to learn from negative feedback 
early in life to promote independence.

Together, this work suggests that both universal changes in expe-
rience with development (for example, receiving less care with age) 
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Fig. 3 | Effects of environment on developmental trajectories of declines in 
optimism with age. The proposal that the pace of children’s declining optimism 
with age is driven by the nature of the children’s environment. Across species, 
immaturity is often associated with high levels of caregiving and support. In 
low-adversity environments, young children have access to attentive, caring and 
admiring adults (high support). These nurturing and supportive environments 
might cause young children to believe that effort and their desires lead to success 
and permit less learning from negative feedback, leading to high initial levels of 
optimism. Children’s theories and learning biases might change as they grow up in 
low-adversity environments and transition to contexts where more independence 
is required (lower support), leading to less optimistic beliefs. However, for 
children who grow up in high-adversity environments, less support might be 
offered from the beginning (for example, because parents are working many 
jobs and are therefore less available), which might accelerate children’s theory 
development and shifts in learning biases and spur faster declines in optimism.
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that might support biological maturation, as well as more individually 
variable aspects of experience (especially early life adversity), likely 
shape the trajectory and decline of valenced learning biases with age 
and, in turn, optimism (Fig. 3).

Environmental impacts on children’s theories
Children’s changing environments might also explain the degree to 
which they attribute success to effort. Most learning curves follow an 
exponential decay or S-shape function35,92–95: People start out making 
rapid progress until they ultimately hit a plateau. Effort might therefore 
shape progress more for novices who are at the beginning of their learn-
ing curves than for experts who might be at a plateau. The experiential 
feeling of effort might also be less salient to experts, who might find 
tasks on which they have expertise (for example, driving or typing) 
second nature96,97. Thus, younger children might experience their effort 
as both more salient and beneficial than older children, which might 
lead them to optimistically think that they can achieve whatever they 
want when they try.

Similarly, shifts in children’s tendency and ability to separate 
their wishes from their expectations might be experientially driven. 
In many cases, the wishes of very young children are their reality: 
an infant who effortfully reaches for an out-of-reach toy might be 
provided with that toy by an attentive caregiver; an energetic 4 year 
old who manages to get a single finger on the next monkey bar might 
be supported by their parent who makes his or her hand follow suit, 
leading to a successful swing. Furthermore, in many western cul-
tures, children are often encouraged to shoot for the stars: a 4 year 
old who declares that their professional plans include a weekly job 
fighting fires and a weekend job performing on Broadway is unlikely 
to be provided with practical advice on the challenges of trying to 
simultaneously pursue these two highly specialized careers, thereby 
reinforcing high levels of optimism (although this input likely differs 
based on culture).

At the same time, not all children are in environments that support 
wishful thinking. For example, being part of a stereotyped group or 
coming from a less-resourced background might limit a child’s beliefs 

Box 3 | Other perspectives on optimism in childhood
 

Optimism as a social signal
Children care what other people think about their abilities151–155. 
For example, children aged 3–4 years selectively show off their 
capabilities to adults who incorrectly think they are less competent152. 
Thus, younger children might predict inflated performance to 
show what they think they are capable of to those around them. 
According to this hypothesis, lower performance predictions 
with age do not reflect lower optimism but, instead, an understanding 
that exaggerated prediction errors are demoralizing156 and 
embarrassing.

However, children aged 4–6 years show optimistic expectations 
of their future performance on self-administered iPad games played 
in their home where there is no experimenter watching them24. 
Moreover, cultural norms around modesty and boasting are not 
related to optimism in children aged 4 and 5 years53,115,118,119,157 (although 
this could be because these norms have not yet been internalized; 
see ref. 158). This evidence suggests that reputational concerns 
likely do not drive young children’s optimism, but does not rule out 
the possibility that young children use their predictions of future 
performance as a social signal of their competencies. Future work 
is necessary to more fully test this hypothesis. For example, a study 
could compare children’s performance predictions on a task when 
someone is watching versus when they are alone.

Another possibility is that young children use optimistic 
expectations to communicate their aspirations to adults so that the 
adult can support them or help them achieve their goals. According 
to this account, reduced optimism with age reflects a realization that 
adults might be less helpful or responsible for ensuring children meet 
their goals as children mature.

Both the reputational concern and social support accounts 
predict that optimism should be greater in the presence of another 
agent. Although not mutually exclusive, these accounts can be 
distinguished by testing whether optimistic expectations differ 
depending on who is watching. If optimism is about reputational 
concerns, then children should be more optimistic when someone 

they care to impress (versus care less to impress) is watching. 
If optimism is about seeking support, children should be more 
optimistic around more competent and/or supportive agents.

Changes in metacognition
Metacognition encompasses the ability to monitor and regulate 
cognitive processes. Children display metacognitive abilities from 
a young age. For example, 20-month-old children selectively ask 
their caregiver for help on challenging versus easier memory trials159 
and children aged 4–5 years report being more confident in their 
correct versus incorrect responses on a memory task160. Despite 
this early sophistication, aspects of metacognition improve across 
development. For example, a longitudinal study found that although 
4-year-old children were more certain about their correct versus 
incorrect responses on a memory task, the degree and precision of 
their certainty increased between the ages of 4 and 6 years161. It is 
therefore possible that incremental changes in metacognition help 
calibrate children’s expectations of future performance.

However, the broad construct of metacognition is unlikely 
to fully underlie optimistic beliefs for a few reasons. First, 
metacognitive monitoring does not contribute to children’s 
optimism: children aged 4–6 years accurately monitor their past 
performance2,7, and children aged 4–8 years are persistent in 
overestimating their future performance even when accurate 
performance feedback is provided (requiring no monitoring)2,3,53,58. 
Moreover, children aged 4–5 years understand that their past 
performance can predict their future performance129. Second, 
although younger children update their predictions less than older 
children based on prior poor performance58, the development of 
metacognitive regulation should translate to both positive and 
negative inaccuracies in performance predictions. Thus,  
although aspects of metacognition might relate to optimism  
across development, it is likely not a main source of age-related 
declines in optimism.
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about what they are capable of and their access to learning opportuni-
ties. Indeed, in one study, 6-year-old girls already believed that they were 
less smart than boys, and consequently avoided activities for children 
who are “really, really smart”98. Children in less-resourced neighbour-
hoods often do not have access to high-quality educational materi-
als and once they enter preschool are given fewer opportunities to  
engage in class discussions99–101. These experiences might compound 
to discourage young children from trying new tasks, and consequently 
reduce their opportunities to experience rapid improvement at the 
beginning of learning. In short, children from stigmatized and/or 
less-resourced backgrounds might not be afforded the opportuni-
ties that would spur beliefs that effort is limitless and the key causal 
variable for success, and consequently show lower levels of opti-
mism than their peers from non-stigmatized and/or more-resourced 
 backgrounds (Fig. 3).

Children’s goals and wishes are also not always enacted by caring 
adults. Declines in optimism with age might accelerate beyond what is 
typical in cases where children’s wishes or goals are not attended to or 
where children are granted low autonomy to achieve them. Consistent 
with this idea, children aged 8–12 years whose parents were lower in 
autonomy granting (that is, parents who did not recognize or support 
the child’s goals or wishes) had lower levels of optimism102. In other 
words, variability in experience might provide children with differential 
evidence about whether their wishes and expectations should align, 
which in turn might influence the slope of optimism’s decline.

In addition, evidence suggests that parental aspirations or expec-
tations of their children’s success are linked to children’s own expecta-
tions of positive performance103. For example, parental expectations 
regarding children’s mathematics achievement predict children’s 
future mathematics success over and above prior performance104. Simi-
larly, teachers’ expectations across a range of domains have impacts 
on children’s self-evaluations, self-expectations and academic out-
comes, even after controlling for baseline levels of achievement105. 
Critically, parental and teacher expectations vary as a function of 
SES: middle-income parents have higher expectations for academic 
achievement than lower-income parents106 and teachers have higher 
expectations for higher-income students107. Furthermore, teach-
ers’ expectations based on SES mediate the relationship between chil-
dren’s SES and subsequent achievement in mathematics and language, 
controlling for prior achievement108. This work suggests that support-
ing children’s aspirations, as well as the expectations that parents, 
caregivers and teachers hold, might contribute to children’s optimism; 
the extent to which these expectations are lower for particular children 
or groups of children might contribute to steeper declines in optimism.

Thus, to the extent that children are in environments where they 
have access to learning opportunities and are around adults who obey 
their wishes and think they are capable of anything, children might hold 
on to theories of wishful thinking and success that promote optimism. 
Importantly, we think it is unlikely that binary leaps in theory develop-
ment underlie age-related declines in optimism. Rather, we propose 

Box 4 | Implications for intervention
 

Optimism is linked to a range of positive outcomes in 6–18 year olds, 
such as good self-esteem162–164, higher academic achievement165,166, 
fewer internalizing and externalizing problems163, fewer child-reported 
depressive symptoms and parent-reported behaviour problems, 
higher life satisfaction167 and better general mental health162. 
Thus, although it is normative for optimism to decline with age, 
interventions might be warranted if a child’s optimism prematurely 
and/or quickly declines.

Importantly, our conceptualization of optimism suggests that a 
steep decline in optimism might reflect adaptation to a suboptimal 
environment, rather than an internal, maturational process. In 
these contexts, lower optimism might help children cope with their 
day-to-day life because having more realistic expectations about 
their abilities might be necessary in the absence of strong social or 
environmental support. At the same time, early declines in optimism 
might cause children to prematurely disengage from appropriate 
challenges or form harmful beliefs about their agency, which could 
hurt their academic achievement and mental health167,168. Future 
work is necessary to figure out if, when, how and for whom optimism 
interventions might be most effective, and to determine what 
constitutes a rapid decline.

Given that most cognitive training interventions show limited 
effect sizes and transfer169, the best way to change children’s 
baseline optimism might be to ensure that they are consistently in 
environments that warrant it76. Thus, optimism in children could 
be used as a thermometer to test the soil in which children are 
growing up to see whether any adjustments are needed for the 
soil, not necessarily the seed170. As such, interventions should be 
pursued to the extent that they can provide children with safe and 

enriched environments. Such environments might spur optimism, 
and could have broad, cascading positive effects on children’s 
outcomes85,171,172. Critically, the goal should be to ensure that children 
are in environments that enable them to rationally be optimistic, but 
not unable to calibrate their optimism based on future contexts.

Intervening in the environment might be most universally 
necessary during the transition to formal schooling, which 
coincides with decreases in optimism. Decades of work have shown 
that extrinsic rewards and evaluative contexts (which both increase 
at the start of formal schooling) reduce intrinsic motivation and 
self-competence beliefs28,173. Consequently, parents and educators 
need to rethink the ways in which students are evaluated, in terms 
of both external rewards and incentive structures (for example, 
grades and standardized tests) and how expectations and values 
are communicated in daily pedagogical interactions (for example, 
how teachers praise and provide instruction) to create contexts 
that merit healthy levels of optimism during this important time174. 
Children might also need better support for the emotional tolls 
that come alongside learning175. Going back to the seed and soil 
analogy, children’s optimistic seeds can only grow to the extent  
that they are in supportive soil. Indeed, rigorous work has  
shown that growth mindset interventions (which arguably increase 
optimism) only work to the extent that school environments reflect 
these belief systems176,177. More broadly, considering interventions 
that intervene on the environment is consistent with calls in other 
subfields of cognitive development to consider how the social 
context shapes cognitive processes, and to develop interventions 
that capitalize on the contextual malleability of cognitive 
processes178.
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that more gradual, quantitative shifts in children’s theory development 
likely contribute to optimism and that the rate of children’s shifting 
theories is driven by their environment.

Conclusions
We proposed that children’s optimism might decline from early to 
middle childhood owing to children’s growing expertise with particular 
tasks and ongoing social feedback, which instigate changes in chil-
dren’s valenced learning bias, theories of success and wishful thinking. 
Because children’s learning biases and beliefs are formed in response 
to their environment, the rate of decline in optimism for a given child 
might be influenced by the nature of their environment, with more 
adverse environments spurring faster declines.

Our account suggests that optimism is an adaptive bias that signals 
the nature of the environment children are immersed in rather than as 
solely an inherent, individual characteristic. This conceptualization 
of optimism is connected to the animal welfare literature, in which 
optimism is considered an index of the animals’ environmental context 
rather than an individual difference109–113, and has implications for 
interventions (Box 4). Critically, this definition of optimism requires 
focusing on state (versus trait) optimism tied to measurable ground 
truth (absolute optimism) or compared with the average (comparative 
optimism), which can enable researchers to measure the precise degree 
of optimism both within and across individuals.

Our unified account exists solely as a theory and important ques-
tions remain unanswered. For example, there are no longitudinal data 
on children’s optimism so individual differences in the rate of opti-
mism’s decline, as well as how this rate differs based on children’s 
experiences, remain unknown. Future longitudinal research could 
test the prediction that children in more adverse environments will 
show a steeper decline in optimism with age than children in less 
adverse  environments, and whether neural changes in dopaminergic 
circuitry track with behavioural changes in optimism and valenced 
learning biases with age. Future research could also test the prediction 
that attending an academic-focused kindergarten decreases opti-
mism owing to broadscale changes in social feedback by comparing 
optimism in children who attend kindergarten with age-matched peers 
who stay in preschool or children attending an academic-focused 
kindergarten with more evaluative feedback with children attending 
a play-based kindergarten.

More generally, some key gaps remain in the developmental opti-
mism literature. First, with the exception of studies on motor devel-
opment that tangentially index optimism21, the youngest children 
in optimism studies are around 3 years old. It is therefore unknown 
whether declines in optimism begin from birth or whether optimism is 
relatively stable between birth and 3 years of age and starts to decline 
thereafter.

One limiting factor for testing optimism in children younger than 
3 years old is that most optimism measures are explicit (for example, 
making physical or verbal predictions) and require basic verbal skills. 
However, the study of optimism in non-human animals demonstrates 
that optimism can be indexed on tasks with minimal verbal or cogni-
tive demands. For example, in one study109 European starlings were 
trained to press a green lever to receive a reward when they heard a 
2-s tone and a red lever to receive a less desirable reward when they 
heard a 10-s tone. The birds were then presented with a 5-s tone. Birds 
in enriched (versus impoverished) environments were more likely to go 
to the green lever when presented with the 5-s tone, suggesting an opti-
mistic bias. Future work could adapt similar ambiguous stimulus–cue 

decision-making paradigms for human infants to gain insight into the 
earliest  developmental origins of the optimism bias.

Second, research on children’s optimism has primarily been con-
ducted in western contexts. Although we would expect declines in 
optimism across cultures due to biological maturation and normative 
human experiences, differences in cultural norms might influence the 
rate of decline. Indeed, work on concepts related to optimism (such as 
wishful thinking and beliefs about possibilities) suggests that culture 
might influence children’s expectations of future performance. For 
example, as children get older they increasingly think it is possible to 
act against their desires (in other words, they increasingly believe in 
free will). However, the rate of this age-related change in beliefs differed 
between the United States, China, Singapore and Peru23, and among 
these countries children’s self-control abilities were only related to 
their beliefs about acting against desires in the United States; these 
results suggest that culture might moderate how children interpret 
their experiences23.

However, the two studies that directly examined cultural dif-
ferences in children’s optimism found that optimism did not differ 
between children aged 4–5 years old in China and the Netherlands53,114. 
One possibility is these cultures do not vary on the dimensions most 
crucial for the development of optimism. For example, although China 
and the Netherlands differ in their modesty norms115–119, they are both 
industrialized cultures that place a strong emphasis on educational 
attainment and have relatively high parental involvement120,121. Opti-
mism might decline at younger ages in cultures where children have 
less direct instruction and, instead, learn through observation and 
participation in daily tasks because errors might be more costly122–124. 
For example, children aged 5–6 years in rural Peru (Quechua indigenous 
community in the Andean highlands) use machetes to help on their 
family farm125. In this context, a child thinking they are overly capable 
could lead to the loss of a finger. By contrast, children aged 5–6 years in 
western cultures (such as the United States and Canada) are rarely given 
knives even with parental supervision. Thus, more research is needed 
across cultures with more varied parental and pedagogical practices to 
see how these features relate to the development of optimism.

Finally, although prior work has explored optimism in other spe-
cies (such as honeybees126, European starlings109, rats127, pigs113 and 
macaques128), it is unknown whether optimism declines with age in 
non-human animals. Understanding whether age-related declines 
in optimism are shared across species would help clarify the mechanism 
underlying humans’ age-related declines in optimism. Specifically, if 
declines in optimism are a universal or biologically programmed part of 
development, some degree of age-related declines in optimism might 
be expected across species. If declines in optimism are shaped by the 
degree of available social support, then species with shorter weaning 
periods might be expected to have a faster decline in optimism than 
species with longer weaning periods. Also, if declines in optimism 
are largely shaped by specific human-created features of the social 
environment (such as schooling), then the same age-related declines 
might not be expected in non-human primates. Thus, cross-species 
investigation of optimism provides an opportunity to test our account.

In sum, although the decline of optimism across human develop-
ment is ubiquitous, the rate of this decline might reflect the nature of 
the children’s environments. More research on this phenomenon will 
lead to a better understanding of how the human mind develops and 
how best to help children reach their full potential.

Published online: xx xx xxxx

http://www.nature.com/nrpsychol


Nature Reviews Psychology

Perspective

References
1. Flavell, J. H., Friedrichs, A. G. & Hoyt, J. D. Developmental changes in memorization 

processes. Cognit. Psychol. 1, 324–340 (1970).
2. Lipko, A. R., Dunlosky, J. & Merriman, W. E. Persistent overconfidence despite practice: 

the role of task experience in preschoolers’ recall predictions. J. Exp. Child. Psychol. 103, 
152–166 (2009).

3. Yussen, S. R. & Levy, V. M. Developmental changes in predicting one’s own span  
of short-term memory. J. Exp. Child. Psychol. 19, 502–508 (1975).

4. Zhang, X., Carrillo, B. & Leonard, J. A. Children predict improvement on novel motor 
tasks. Preprint at OSF https://doi.org/10.17605/OSF.IO/WTYXN (2024).

5. Coote, K. & Livesey, D. Optimism bias in children’s motor performance expectations. 
Australian Educ. Dev. Psychol. 16, 52–61 (1999).

6. Plumert, J. M. Relations between children’s overestimation of their physical abilities and 
accident proneness. Dev. Psychol. 31, 866–876 (1995).

7. Schneider, W. Performance prediction in young children: effects of skill, metacognition 
and wishful thinking. Dev. Sci. 1, 291–297 (1998).

8. Parsons, J. E. & Ruble, D. N. The development of achievement-related expectancies. 
Child. Dev. 48, 1075–1079 (1977).

9. Hennefield, L. & Markson, L. The development of optimistic expectations in young 
children. Cognit. Dev. 63, 101201 (2022).

10. Wente, A. O. et al. Young children are wishful thinkers: the development of wishful 
thinking in 3‐ to 10‐year‐old children. Child. Dev. 91, 1166–1182 (2020).

11. Lockhart, K. L., Goddu, M. K. & Keil, F. C. Overoptimism about future knowledge:  
early arrogance? J. Posit. Psychol. 12, 36–46 (2017).

12. Carver, C. S. & Scheier, M. F. Dispositional optimism. Trends Cognit. Sci. 18, 293–299 
(2014).

13. Chang, E. C., Chang, R. & Sanna, L. J. Optimism, pessimism, and motivation: relations  
to adjustment. Soc. Pers. Psychol. Compass 3, 494–506 (2009).

14. Rincón Uribe, F. A., Neira Espejo, C. A. & Pedroso, J. D. S. The role of optimism in 
adolescent mental health: a systematic review. J. Happiness Stud. 23, 815–845 (2022).

15. Lu, M. S., Hennefield, L., Tillman, R. & Markson, L. Optimistic children engage in more 
constructive risk-taking behaviors. Int. J. Behav. Dev. 47, 72–81 (2023).

16. Schulz, L. The origins of inquiry: inductive inference and exploration in early childhood. 
Trends Cognit. Sci. 16, 382–389 (2012).

17. Bonawitz, E. B., van Schijndel, T. J. P., Friel, D. & Schulz, L. Children balance theories and 
evidence in exploration, explanation, and learning. Cognit. Psychol. 64, 215–234 (2012).

18. Gopnik, A. The scientist as child. Philosophy Sci. 63, 485–514 (1996).
19. Gweon, H. Inferential social learning: cognitive foundations of human social learning and 

teaching. Trends Cognit. Sci. 25, 896–910 (2021).
20. Kruger, J. & Dunning, D. Unskilled and unaware of it: how difficulties in recognizing one’s 

own incompetence lead to inflated self-assessments. J. Pers. Soc. Psychol. 77, 1121–1134 
(1999).

21. Adolph, K. E. Learning to move. Curr. Dir. Psychol. Sci. 17, 213–218 (2008).
22. Adolph, K. E., Tamis-LeMonda, C. S., Ishak, S., Karasik, L. B. & Lobo, S. A. Locomotor 

experience and use of social information are posture specific. Dev. Psychol. 44, 
1705–1714 (2008).

23. Zhao, X. et al. Culture moderates the relationship between self-control ability and free 
will beliefs in childhood. Cognition 210, 104609 (2021).

24. Leonard, J. A., Cordrey, S. R., Liu, H. Z. & Mackey, A. P. Young children calibrate effort 
based on the trajectory of their performance. Dev. Psychol. 59, 609–619 (2023).

25. Cimpian, A. in Handbook of Competence and Motivation, Second Edition: Theory and 
Application (eds Elliot, A. J., Dweck, C. S. & Yeager, D. S.) 387–407 (Guilford Press, 2017).

26. Butler, R. in Handbook of Competence and Motivation (eds Elliot, A. J. & Dweck, C. S.) 
202–221 (Guilford Press, 2005).

27. Rosenholtz, S. J. & Simpson, C. The formation of ability conceptions: developmental 
trend or social construction? Rev. Educ. Res. 54, 31–63 (1984).

28. Stipek, D. J. & Daniels, D. H. Declining perceptions of competence: a consequence of 
changes in the child or in the educational environment? J. Educ. Psychol. 80, 352–356 
(1988).

29. Kamins, M. L. & Dweck, C. S. Person versus process praise and criticism: implications for 
contingent self-worth and coping. Dev. Psychol. 35, 835–847 (1999).

30. Cimpian, A. The impact of generic language about ability on children’s achievement 
motivation. Dev. Psychol. 46, 1333–1340 (2010).

31. Cimpian, A., Mu, Y. & Erickson, L. C. Who is good at this game? Linking an activity to a 
social category undermines children’s achievement. Psychol. Sci. 23, 533–541 (2012).

32. Muenks, K., Wigfield, A. & Eccles, J. S. I can do this! The development and calibration  
of children’s expectations for success and competence beliefs. Dev. Rev. 48, 24–39 
(2018).

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

34. Moutsiana, C. et al. Human development of the ability to learn from bad news. Proc. Natl 
Acad. Sci. USA 110, 16396–16401 (2013).

35. Zhang, X., McDougle, S. D. & Leonard, J. A. People accurately predict the shape of skill 
learning curves. Preprint at PsyArXiv https://doi.org/10.31234/osf.io/rwuc9 (2024).

36. Carroll, P. J., Sweeny, K. & Shepperd, J. A. Forsaking optimism. Rev. Gen. Psychol. 10, 
56–73 (2006).

37. Sweeny, K. & Krizan, Z. Sobering up: a quantitative review of temporal declines in 
expectations. Psychol. Bull. 139, 702–724 (2013).

38. Shepperd, J. A., Ouellette, J. A. & Fernandez, J. K. Abandoning unrealistic optimism: 
performance estimates and the temporal proximity of self-relevant feedback.  
J. Pers. Soc. Psychol. 70, 844–855 (1996).

39. Sweeny, K., Carroll, P. J. & Shepperd, J. A. Is optimism always best? Future outlooks and 
preparedness. Curr. Dir. Psychol. Sci. 15, 302–306 (2006).

40. Nicholls, J. G. The development of the concepts of effort and ability, perception of 
academic attainment, and the understanding that difficult tasks require more ability. 
Child. Dev. 49, 800–814 (1978).

41. Chapman, M. & Skinner, E. A. Children’s agency beliefs, cognitive performance, and 
conceptions of effort and ability: individual and developmental differences. Child. Dev. 
60, 1229–1238 (1989).

42. Heyman, G. D., Gee, C. L. & Giles, J. W. Preschool children’s reasoning about ability.  
Child. Dev. 74, 516–534 (2003).

43. Miller, A. A developmental study of the cognitive basis of performance impairment after 
failure. J. Pers. Soc. Psychol. 49, 529–538 (1985).

44. Nicholls, J. G. & Miller, A. T. Reasoning about the ability of self and others:  
a developmental study. Child. Dev. 55, 1990–1999 (1984).

45. Folmer, A. S. et al. Age-related changes in children’s understanding of effort and ability: 
implications for attribution theory and motivation. J. Exp. Child. Psychol. 99, 114–134 
(2008).

46. Ganesan, K. & Steinbeis, N. Effort-related decision-making and its underlying processes 
during childhood. Dev. Psychol. 57, 1487–1496 (2021).

47. Hiebert, E. H., Winograd, P. N. & Danner, F. W. Children’s attributions for failure and 
success in different aspects of reading. J. Educ. Psychol. 76, 1139–1148 (1984).

48. Nicholls, J. G. Development of perception of own attainment and causal attributions for 
success and failure in reading. J. Educ. Psychol. 71, 94–99 (1979).

49. Whitehead, G. I. III, Anderson, W. F. & Mitchell, K. D. Children’s causal attributions to self 
and other as a function of outcome and task. J. Educ. Psychol. 79, 192–194 (1987).

50. Kushnir, T., Gopnik, A., Chernyak, N., Seiver, E. & Wellman, H. M. Developing intuitions 
about free will between ages four and six. Cognition 138, 79–101 (2015).

51. Stipek, D. J. & Hoffman, J. M. Development of children’s performance-related judgments. 
Child. Dev. 51, 912–914 (1980).

52. Stipek, D. J., Roberts, T. A. & Sanborn, M. E. Preschool-age children’s performance 
expectations for themselves and another child as a function of the incentive value  
of success and the salience of past performance. Child. Dev. 55, 1983–1989 (1984).

53. Xia, M., Poorthuis, A. M. G., Zhou, Q. & Thomaes, S. Young children’s overestimation  
of performance: a cross‐cultural comparison. Child. Dev. 93, e207–e221 (2022).

54. Bernard, S., Clément, F. & Mercier, H. Wishful thinking in preschoolers. J. Exp. Child. 
Psychol. 141, 267–274 (2016).

55. Leonard, J. A., Bennett-Pierre, G. & Gweon, H. Who is better? Preschoolers infer relative 
competence based on efficiency of process and quality of outcome. Proc. 41st Annu. 
Conf. Cognit. Sci. Soc. 639–645 (2019).

56. Muradoglu, M. & Cimpian, A. Children’s intuitive theories of academic performance. 
Child. Dev. 91, e902–e918 (2020).

57. Bamford, C. & Lagattuta, K. H. Optimism and wishful thinking: consistency across 
populations in children’s expectations for the future. Child. Dev. 91, 1116–1134  
(2020).

58. Habicht, J., Bowler, A., Moses-Payne, M. E., & Hauser, T. U. Children are full of optimism, 
but those rose-tinted glasses are fading-Reduced learning from negative outcomes 
drives hyperoptimism in children.  J. Exp. Psychol. Gen. 151, 1843–1853 (2022).

59. Dohmen, T., Quercia, S. & Willrodt, J. On the psychology of the relation between 
optimism and risk taking. J. Risk Uncertain. 67, 193–214 (2023).

60. Sharot, T. The optimism bias. Curr. Biol. 21, R941–R945 (2011).
61. Lefebvre, G., Lebreton, M., Meyniel, F., Bourgeois-Gironde, S. & Palminteri, S. Behavioural 

and neural characterization of optimistic reinforcement learning. Nat. Hum. Behav. 1, 1–9 
(2017).

62. Sharot, T., Korn, C. W. & Dolan, R. J. How unrealistic optimism is maintained in the face  
of reality. Nat. Neurosci. 14, 1475–1479 (2011).

63. Sharot, T., Guitart-Masip, M., Korn, C. W., Chowdhury, R. & Dolan, R. J. How dopamine 
enhances an optimism bias in humans. Curr. Biol. 16, 1477–1481 (2012).

64. Williams, S. M. & Goldman-Rakic, P. S. Widespread origin of the primate mesofrontal 
dopamine system. Cereb. Cortex 8, 321–345 (1998).

65. Hoops, D. & Flores, C. Making dopamine connections in adolescence. Trends Neurosci. 
40, 709–719 (2017).

66. Braams, B. R., van Duijvenvoorde, A. C. K., Peper, J. S. & Crone, E. A. Longitudinal changes 
in adolescent risk-taking: a comprehensive study of neural responses to rewards, 
pubertal development, and risk-taking behavior. J. Neurosci. 35, 7226–7238 (2015).

67. Somerville, L. H., Jones, R. M. & Casey, B. J. A time of change: behavioral and neural 
correlates of adolescent sensitivity to appetitive and aversive environmental cues.  
Brain Cogn. 72, 124–133 (2010).

68. Somerville, L. H. & Casey, B. Developmental neurobiology of cognitive control and 
motivational systems. Curr. Opin. Neurobiol. 20, 236–241 (2010).

69. Nussenbaum, K. & Hartley, C. A. Developmental change in prefrontal cortex recruitment 
supports the emergence of value-guided memory. eLife 10, e69796 (2021).

70. Insel, C., Kastman, E. K., Glenn, C. R. & Somerville, L. H. Development of corticostriatal 
connectivity constrains goal-directed behavior during adolescence. Nat. Commun. 8, 
1605 (2017).

71. Silvers, J. A. & Guassi Moreira, J. F. Capacity and tendency: a neuroscientific framework 
for the study of emotion regulation. Neurosci. Lett. 693, 35–39 (2019).

http://www.nature.com/nrpsychol
https://doi.org/10.17605/OSF.IO/WTYXN
https://doi.org/10.31234/osf.io/rwuc9


Nature Reviews Psychology

Perspective

72. Park, A. T. et al. Early childhood stress is associated with blunted development of ventral 
tegmental area functional connectivity. Dev. Cognit. Neurosci. 47, 100909 (2021).

73. Diamond, A. in Principles of Frontal lobe Function Vol. 466 (eds Stuss, D. T. & Knight, R. T.) 
201–225 (Oxford Univ. Press, 2002).

74. Fiske, A. & Holmboe, K. Neural substrates of early executive function development.  
Dev. Rev. 52, 42–62 (2019).

75. Sjåstad, H. & Baumeister, R. Fast optimism, slow realism? Causal evidence for a two-step 
model of future thinking. Cognition 236, 105447 (2023).

76. Nussenbaum, K., Velez, J. A., Washington, B. T., Hamling, H. E. & Hartley, C. A. Flexibility 
in valenced reinforcement learning computations across development. Child. Dev. 93, 
1601–1615 (2022).

77. Mai, X. et al. Brain activity elicited by positive and negative feedback in preschool-aged 
children. PLoS ONE 6, e18774 (2011).

78. Del Giudice, M., Gangestad, S. W. & Kaplan, H. S. in The Handbook of Evolutionary 
Psychology: Foundations 2nd edn (ed. Buss, D. M.) Vol. 1 88–114 (Wiley, 2016).

79. Nettle, D. & Frankenhuis, W. E. The evolution of life-history theory: a bibliometric analysis 
of an interdisciplinary research area. Proc. R. Soc. B. 286, 20190040 (2019).

80. Frankenhuis, W. E. & Gopnik, A. Early adversity and the development of explore–exploit 
tradeoffs. Trends Cognit. Sci. 27, 616–630 (2023).

81. Eckstein, M. K. et al. The interpretation of computational model parameters depends on 
the context. eLife 11, e75474 (2022).

82. Nussenbaum, K. & Hartley, C. A. Reinforcement learning across development: what 
insights can we draw from a decade of research? Dev. Cognit. Neurosci. 40, 100733 
(2019).

83. Dorfman, H. M., Bhui, R., Hughes, B. L. & Gershman, S. J. Causal inference about good 
and bad outcomes. Psychol. Sci. 30, 516–525 (2019).

84. Bjorklund, D. F. Why Youth Is Not Wasted on the Young: Immaturity in Human Development 
(Wiley, 2009).

85. Tooley, U. A., Bassett, D. S. & Mackey, A. P. Environmental influences on the pace of brain 
development. Nat. Rev. Neurosci. 22, 372–384 (2021).

86. McDermott, C. L. et al. Early life stress is associated with earlier emergence of permanent 
molars. Proc. Natl Acad. Sci. USA 118, e2105304118 (2021).

87. Belsky, J. Early-life adversity accelerates child and adolescent development. Curr. Dir. 
Psychol. Sci. 28, 241–246 (2019).

88. Colich, N. L., Rosen, M. L., Williams, E. S. & McLaughlin, K. A. Biological aging in 
childhood and adolescence following experiences of threat and deprivation:  
a systematic review and meta-analysis. Psychol. Bull. 146, 721–764 (2020).

89. Heinonen, K. et al. Socioeconomic status in childhood and adulthood: associations with 
dispositional optimism and pessimism over a 21‐year follow‐up. J. Pers. 74, 1111–1126 
(2006).

90. Robb, K. A., Simon, A. E. & Wardle, J. Socioeconomic disparities in optimism and 
pessimism. Int.J. Behav. Med. 16, 331–338 (2009).

91. Decker, A. L. et al. Striatal and behavioral responses to reward vary by socioeconomic 
status in adolescents. J. Neurosci. 44, e1633232023 (2024).

92. Heathcote, A., Brown, S. & Mewhort, D. J. K. The power law repealed: the case for an 
exponential law of practice. Psychonomic Bull. Rev. 7, 185–207 (2000).

93. Thorndike, E. L. The Psychology of Learning Vol. 2 (Teachers College, Columbia Univ., 
1913).

94. Newell, A. & Rosenbloom, P. S. in Cognitive Skills and Their Acquisition (ed. Anderson, J. R.) 
1–55 (Psychology Press, 1981).

95. Son, L. K. & Sethi, R. Metacognitive control and optimal learning. Cognit. Sci. 30, 
759–774 (2006).

96. Stadler, M. A., & Frensch, P. A. (eds) Handbook of implicit learning (Sage, 1998).
97. Szulewski, A., Roth, N. & Howes, D. The use of task-evoked pupillary response as an 

objective measure of cognitive load in novices and trained physicians: a new tool for the 
assessment of expertise. Acad. Med. 90, 981–987 (2015).

98. Bian, L. & Leslie, S.-J. Gender stereotypes about intellectual ability emerge early and 
influence children’s interests. Science 355, 389–391 (2017).

99. Bradley, R. H., Corwyn, R. F., McAdoo, H. P. & García Coll, C. The home environments  
of children in the United States part I: variations by age, ethnicity, and poverty status. 
Child. Dev. 72, 1844–1867 (2001).

100. Bradley, R. H. & Corwyn, R. F. Socioeconomic status and child development. Annu. Rev. 
Psychol. 53, 371–399 (2002).

101. Goudeau, S. et al. Unequal opportunities from the start: socioeconomic disparities  
in classroom participation in preschool. J. Exp. Psychol. Gen. 152, 3135–3152 (2023).

102. Hasan, N. & Power, T. G. Optimism and pessimism in children: a study of parenting 
correlates. Int. J. Behav. Dev. 26, 185–191 (2002).

103. Wigfield, A. & Eccles, J. S. in Development of Achievement Motivation Ch. 4 (eds Wigfield, A.  
& Eccles, J. S.) 91–120 (Academic Press, 2002).

104. Häfner, I. et al. STEM motivation and course-taking: bidirectional relationships between 
parents and adolescents from middle school to college. Presented at the Annual Meeting 
of the American Educational Research Association (AERA) (2016).

105. Wang, S., Rubie-Davies, C. M. & Meissel, K. A systematic review of the teacher 
expectation literature over the past 30 years. Educ. Res. Eval. 24, 124–179 (2018).

106. Poon, K. The impact of socioeconomic status on parental factors in promoting academic 
achievement in Chinese children. Int. J. Educ. Dev. 75, 102175 (2020).

107. Harvey, D. G. & Slatin, G. T. The relationship between child’s SES and teacher 
expectations: a test of the middle-class bias hypothesis. Soc. Forces 54, 140–159  
(1975).

108. Speybroeck, S. et al. The role of teachers’ expectations in the association between 
children’s SES and performance in kindergarten: a moderated mediation analysis.  
PLoS ONE 7, e34502 (2012).

109. Matheson, S. M., Asher, L. & Bateson, M. Larger, enriched cages are associated with 
‘optimistic’ response biases in captive European starlings (Sturnus vulgaris). Appl. Anim. 
Behav. Sci. 109, 374–383 (2008).

110. Wolfensohn, S. et al. Assessment of welfare in zoo animals: towards optimum quality  
of life. Animals 8, 110 (2018).

111. Harding, E. J., Paul, E. S. & Mendl, M. Cognitive bias and affective state. Nature 427, 
312–312 (2004).

112. Brydges, N. M., Leach, M., Nicol, K., Wright, R. & Bateson, M. Environmental enrichment 
induces optimistic cognitive bias in rats. Anim. Behav. 81, 169–175 (2011).

113. Douglas, C., Bateson, M., Walsh, C., Bédué, A. & Edwards, S. A. Environmental 
enrichment induces optimistic cognitive biases in pigs. Appl. Anim. Behav. Sci. 139, 
65–73 (2012).

114. Xia, M., Poorthuis, A. M. G. & Thomaes, S. Why do young children overestimate their  
task performance? A cross-cultural experiment. J. Exp. Child. Psychol. 226, 105551 
(2023).

115. Luo, R., Tamis-LeMonda, C. S. & Song, L. Chinese parents’ goals and practices in early 
childhood. Early Child. Res. Q. 28, 843–857 (2013).

116. Markus, H. R. & Kitayama, S. in The Self: Interdisciplinary Approaches (eds Strauss, J. & 
Goethals, G. R.) 18–48 (Springer, 1991).

117. Sedikides, C. & Brewer, M. B. Individual Self, Relational Self, Collective Self (Psychology 
Press, 2015).

118. Wang, Y. & Ollendick, T. H. A cross-cultural and developmental analysis of self-esteem  
in Chinese and Western children. Clin. Child. Fam. Psychol. Rev. 4, 253–271 (2001).

119. Wu, P. et al. Similarities and differences in mothers’ parenting of preschoolers in China 
and the United States. Int. J. Behav. Dev. 26, 481–491 (2002).

120. Fang, Z., Grant, L. W., Xu, X., Stronge, J. H. & Ward, T. J. An international comparison 
investigating the relationship between national culture and student achievement.  
Educ. Asse Eval. Acc. 25, 159–177 (2013).

121. Doepke, M. & Zilibotti, F. Love, Money, and Parenting: How Economics Explains the Way 
We Raise Our Kids (Princeton Univ. Press, 2019).

122. Rogoff, B. Learning by observing and pitching in to family and community endeavors:  
an orientation. Hum. Dev. 57, 69–81 (2014).

123. Gaskins, S. in Children’s Engagement in the World: Sociocultural Perspectives (ed. Goncu, A.)  
25–60 (Cambridge Univ. Press, 1999).

124. Lew-Levy, S., Reckin, R., Lavi, N., Cristóbal-Azkarate, J. & Ellis-Davies, K. How do 
hunter-gatherer children learn subsistence skills? Hum. Nat. 28, 367–394 (2017).

125. Ames, P. Learning to be responsible: young children transitions outside school.  
Learn. Cult. Soc. Interact. 2, 143–154 (2013).

126. Bateson, M., Desire, S., Gartside, S. E. & Wright, G. A. Agitated honeybees exhibit 
pessimistic cognitive biases. Curr. Biol. 21, 1070–1073 (2011).

127. Rygula, R., Golebiowska, J., Kregiel, J., Kubik, J. & Popik, P. Effects of optimism on 
motivation in rats. Front. Behav. Neurosci. 9, 32 (2015).

128. Bethell, E. J., Holmes, A., MacLarnon, A. & Semple, S. Cognitive bias in a non-human 
primate: husbandry procedures influence cognitive indicators of psychological 
well-being in captive rhesus macaques. Anim. Welf. 21, 185–195 (2012).

129. Lipko-Speed, A. R. Can young children be more accurate predictors of their recall 
performance? J. Exp. Child. Psychol. 114, 357–363 (2013).

130. Forsberg, A., Blume, C. & Cowan, N. The development of metacognitive accuracy  
in working memory across childhood. Dev. Psychol. 57, 1297–1317 (2021).

131. Scheier, M. F. & Carver, C. S. Optimism, coping, and health: assessment and implications 
of generalized outcome expectancies. Health Psychol. 4, 219–247 (1985).

132. Shepperd, J. A., Waters, E., Weinstein, N. D. & Klein, W. M. P. A primer on unrealistic 
optimism. Curr. Dir. Psychol. Sci. 24, 232–237 (2015).

133. Lockhart, K. L., Chang, B. & Story, T. Young children’s beliefs about the stability of traits: 
protective optimism? Child. Dev. 73, 1408–1430 (2002).

134. Bateson, M. Optimistic and pessimistic biases: a primer for behavioural ecologists.  
Curr. Opin. Behav. Sci. 12, 115–121 (2016).

135. Sharot, T., Riccardi, A. M., Raio, C. M. & Phelps, E. A. Neural mechanisms mediating 
optimism bias. Nature 450, 102–105 (2007).

136. Segerstrom, S. C. & Sephton, S. E. Optimistic expectancies and cell-mediated immunity: 
the role of positive affect. Psychol. Sci. 21, 448–455 (2010).

137. Xia, M., Poorthuis, A. M. G. & Thomaes, S. Children’s overestimation of performance 
across age, task, and historical time: a meta-analysis. Child Dev. 95, 1001–1022  
(2023).

138. Rhodes, M., Leslie, S.-J., Yee, K. M. & Saunders, K. Subtle linguistic cues increase girls’ 
engagement in science. Psychol. Sci. 30, 455–466 (2019).

139. Miller, D. I., Nolla, K. M., Eagly, A. H. & Uttal, D. H. The development of children’s 
gender-science stereotypes: a meta-analysis of 5 decades of U.S. draw-a-scientist 
studies. Child. Dev. 89, 1943–1955 (2018).

140. Peterson, C. & Seligman, M. E. P. Values in action (VIA) classification of strengths in A Life 
Worth Living: Contributions to Positive Psychology (eds Csikszentmihalyi, M. & Selega, I.) 
29–48 (2006).

141. Bruininks, P. & Malle, B. F. Distinguishing hope from optimism and related affective states. 
Motiv. Emot. 29, 324–352 (2005).

142. Fleur, D. S., Bredeweg, B. & van den Bos, W. Metacognition: ideas and insights from 
neuro- and educational sciences. NPJ Sci. Learn. 6, 1–11 (2021).

http://www.nature.com/nrpsychol


Nature Reviews Psychology

Perspective

143. Lavis, L. & Mahy, C. E. V. “I’ll remember everything no matter what!”: the role of 
metacognitive abilities in the development of young children’s prospective memory.  
J. Exp. Child. Psychol. 207, 105117 (2021).

144. Schraw, G. A conceptual analysis of five measures of metacognitive monitoring. 
Metacognit. Learn. 4, 33–45 (2009).

145. Shtulman, A. & Carey, S. Improbable or impossible? How children reason about the 
possibility of extraordinary events. Child. Dev. 78, 1015–1032 (2007).

146. Shtulman, A. & Phillips, J. Differentiating “could” from “should”: developmental changes 
in modal cognition. J. Exp. Child. Psychol. 165, 161–182 (2018).

147. Kushnir, T. How children learn to transcend limits: developmental pathways to possibility 
beliefs. Possibility Stud. Soc. 1, 451–460 (2023).

148. Leonard, J. A., Lee, Y. & Schulz, L. E. Infants make more attempts to achieve a goal when 
they see adults persist. Science 357, 1290–1294 (2017).

149. Leonard, J. A., Garcia, A. & Schulz, L. E. How adults’ actions, outcomes, and testimony 
affect preschoolers’ persistence. Child. Dev. 91, 1254–1271 (2020).

150. Shachnai, R., Kushnir, T. & Bian, L. Walking in her shoes: pretending to be a woman role 
model increases young girls’ persistence in science. Psychol. Sci. 33, 1818–1827 (2022).

151. Silver, I. M. & Shaw, A. Pint-sized public relations: the development of reputation 
management. Trends Cognit. Sci. 22, 277–279 (2018).

152. Asaba, M. & Gweon, H. Young children infer and manage what others think about them. 
Proc. Natl Acad. Sci. USA 119, e2105642119 (2022).

153. Ma, F., Zeng, D., Xu, F., Compton, B. J. & Heyman, G. D. Delay of gratification as reputation 
management. Psychol. Sci. 31, 1174–1182 (2020).

154. Engelmann, J. M. & Rapp, D. J. The influence of reputational concerns on children’s 
prosociality. Curr. Opin. Psychol. 20, 92–95 (2018).

155. Thomaes, S., Brummelman, E. & Sedikides, C. Why most children think well of 
themselves. Child. Dev. 88, 1873–1884 (2017).

156. Elliot, A. J. & Church, M. A. A motivational analysis of defensive pessimism and 
self-handicapping. J. Pers. 71, 369–396 (2003).

157. Markus, H. R. & Kitayama, S. in Cross-Cultural Differences in Perspectives on the Self  
(eds Murphy-Berman, V. & Berman, J. J.) 18–74 (Univ. Nebraska Press, 2003).

158. Cameron, C. A., Lau, C., Fu, G. & Lee, K. Development of children’s moral evaluations of 
modesty and self-promotion in diverse cultural settings. J. Moral. Educ. 41, 61–78 (2012).

159. Goupil, L., Romand-Monnier, M. & Kouider, S. Infants ask for help when they know they 
don’t know. Proc. Natl Acad. Sci. USA 113, 3492–3496 (2016).

160. Hembacher, E. & Ghetti, S. Don’t look at my answer: subjective uncertainty underlies 
preschoolers’ exclusion of their least accurate memories. Psychol. Sci. 25, 1768–1776 
(2014).

161. Gonzales, C. R., Merculief, A., McClelland, M. M. & Ghetti, S. The development of 
uncertainty monitoring during kindergarten: change and longitudinal relations with 
executive function and vocabulary in children from low-income backgrounds. Child. Dev. 
93, 524–539 (2022).

162. Williams, N. A., Davis, G., Hancock, M. & Phipps, S. Optimism and pessimism in children 
with cancer and healthy children: confirmatory factor analysis of the youth Life 
Orientation Test and relations with health-related quality of life. J. Pediatric Psychol. 35, 
672–682 (2010).

163. Lemola, S. et al. A new measure for dispositional optimism and pessimism in young 
children. Eur. J. Pers. 24, 71–84 (2010).

164. Fischer, M. & Leitenberg, H. Optimism and pessimism in elementary school-aged 
children. Child. Dev. 57, 241–248 (1986).

165. Usán, P., Salavera, C. & Quílez-Robres, A. Self-efficacy, optimism, and academic 
performance as psychoeducational variables: mediation approach in students. Children 
9, 420 (2022).

166. Gordeeva, T., Sheldon, K. & Sychev, O. Linking academic performance to optimistic 
attributional style: attributions following positive events matter most. Eur. J. Psychol. 
Educ. 35, 21–48 (2020).

167. Ey, S. et al. A new measure of children’s optimism and pessimism: the youth Life 
Orientation Test. J. Child. Psychol. Psychiatry 46, 548–558 (2005).

168. Seligman, M. E. P. Learned Optimism: How to Change Your Mind and Your Life  
(Knopf Doubleday, 2006).

169. Kassai, R., Futo, J., Demetrovics, Z. & Takacs, Z. K. A meta-analysis of the experimental 
evidence on the near-and far-transfer effects among children’s executive function skills. 
Psychol. Bull. 145, 165 (2019).

170. Walton, G. M. & Yeager, D. S. Seed and soil: psychological affordances in contexts help 
to explain where wise interventions succeed or fail. Curr. Dir. Psychol. Sci. 29, 219–226 
(2020).

171. King, L. S., Humphreys, K. L. & Gotlib, I. H. The neglect–enrichment continuum: 
characterizing variation in early caregiving environments. Dev. Rev. 51, 109–122  
(2019).

172. Ursache, A. & Noble, K. G. Neurocognitive development in socioeconomic context: 
multiple mechanisms and implications for measuring socioeconomic status. 
Psychophysiology 53, 71–82 (2016).

173. Lepper, M. R., Greene, D. & Nisbett, R. E. Undermining children’s intrinsic interest with 
extrinsic reward: a test of the ‘overjustification’ hypothesis. J. Pers. Soc. Psychol. 28, 
129–137 (1973).

174. Wang, E., Radovanovic, M., Sommerville, J. & Leonard, J. A. Practice what you preach: 
consistent messages about the value of effort foster children’s persistence. Proc. 46th 
Annual Conf. Cognitive Science Society 46, 4091–4098 (2024).

175. Schonert-Reichl, K. A. et al. Enhancing cognitive and social–emotional development 
through a simple-to-administer mindfulness-based school program for elementary 
school children: a randomized controlled trial. Dev. Psychol. 51, 52–66 (2015).

176. Yeager, D. S. et al. A national experiment reveals where a growth mindset improves 
achievement. Nature 573, 364–369 (2019).

177. Yeager, D. S. et al. Teacher mindsets help explain where a growth-mindset intervention 
does and doesn’t work. Psychol. Sci. 33, 18–32 (2022).

178. Munakata, Y. & Michaelson, L. E. Executive functions in social context: implications for 
conceptualizing, measuring, and supporting developmental trajectories. Annu. Rev. Dev. 
Psychol. 3, 139–163 (2021).

Acknowledgements
The authors thank members of the Leonard Learning Lab, the Toronto Early Cognition Lab 
and J.A.L.’s writing group, as well as A. Mackey and T. Kushnir, for helpful comments on this 
manuscript. This research was supported by a Jacobs Foundation Research Fellowship 
awarded to J.A.L.

Author contributions
The authors contributed equally to all aspects of the article.

Competing interests
The authors declare no competing interests.

Additional information
Peer review information Nature Reviews Psychology thanks Lori Markson, who co-reviewed 
with Laura Hennefield; Gail Heyman and the other, anonymous, reviewer(s) for their 
contribution to the peer review of this work.

Publisher’s note Springer Nature remains neutral with regard to jurisdictional claims in 
published maps and institutional affiliations.

Springer Nature or its licensor (e.g. a society or other partner) holds exclusive rights to this 
article under a publishing agreement with the author(s) or other rightsholder(s); author 
self-archiving of the accepted manuscript version of this article is solely governed by the 
terms of such publishing agreement and applicable law.

© Springer Nature America, Inc. 2024

http://www.nature.com/nrpsychol

	A unified account of why optimism declines in childhood
	Introduction
	Definitions of optimism
	Relationships between optimism and other concepts

	Learning from experience
	Learning from first-person experience
	Learning from social feedback
	Shortcomings

	Theory development
	Theories of success
	Wishful thinking
	Shortcomings

	Valenced learning bias
	Computational and neural evidence
	Shortcomings

	A unified account
	Other perspectives on optimism in childhood
	Environmental impacts on valenced learning biases
	Environmental impacts on children’s theories

	Conclusions
	Implications for intervention

	Acknowledgements
	Fig. 1 Empirical evidence for children’s optimism bias.
	Fig. 2 Three candidate mechanisms for why optimism declines with age.
	Fig. 3 Effects of environment on developmental trajectories of declines in optimism with age.




