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Abstract

This chapter will employ a new model of career learning as a foundation for analyzing the reciprocal impact of career stages on developmental networks.   The career- learning model holds that careers unfold over a series of relatively short learning cycles (Hall, 2002). This contrasts with earlier views of one career-long cycle consisting of exploration, trial, advancement, maintenance, and decline (Hall, 1976).  Learning cycles involve exploring new learning challenges, experimenting with new behaviors and skills, and exploring new task arenas while advancing one’s level of competence. Mentoring and other developmental relationships represent an important source of this autonomous learning.  This chapter will examine types and qualities of developmental relationships that might facilitate and, in some cases, hinder both task and personal (identity) learning.  In addition to considering how mentoring can facilitate career learning, the chapter will also examine the opposite causal connection, the impact of the new career learning cycle on developmental relationships.  New theoretical perspectives linking career learning and mentoring will be presented. 

Career cycles and mentoring
In this era of global business turbulence, we know that careers change at an astonishing rate, but we do not know a lot about what causes career change or what facilitates a successful change.  Further, a dearth of empirical research exists in relation to career changes during the middle or later stages of a career. Our main claim in this chapter will be that important life and career changes have one very powerful, yet simple triggering, facilitating, and sometimes debilitating influence: one’s developmental network. Throughout the chapter, we consider careers as learning cycles, in which an individual’s career unfolds through a sequence of exploration, trial, establishment, and mastery, followed by a period of new exploration (Hall, 1996, 2002). The purpose of this chapter will be to explicate the theory of relationally-driven career change. 

More specifically, we will assert the importance of an individual’s developmental network—“the set of people a protégé names as taking an active interest in and action to advance the protégé’s career by providing developmental assistance” (Higgins & Kram, 2001: 268)—as a trigger, facilitator, and even hindrance of career learning cycles. The recent reconceptualization of mentoring as a network of people highlights the reality that individuals in today’s turbulent environment draw upon a few to numerous relationships as vehicles of personal learning and career change (Higgins & Kram, 2001; Lankau & Scandura, 2002). 


We will introduce a model of developmental networks and career learning cycles, which will describe the role of the relationships that comprise the network as triggers for career exploration (the first step in a learning cycle), and as facilitators, moderators, and possible obstacles of learning. We begin with an overview of research on career change, followed by a discussion of careers as learning cycles and the relationship between learning cycles (Hall, 1996) and career transitions (e.g., Nicholson, 1987). Next, we explicate the value of using a mentoring lens to examine career learning cycles as well as highlight studies that suggest how mentoring influences successful career transitions.  The remainder of the chapter delineates the model and asserts the importance of understanding individual factors that influence whether an individual initiates developmental relationships as well as how effectively he or nurtures them over time. 
Research on career change
Although there has been little research on career change among older employees (Hall & Mirvis, 1995), some of the studies that have been done have been classics. Two longitudinal studies dating from the 1960s at the old A.T. & T. organization (Howard & Bray, 1988) followed managers over the years of their careers, from entry level jobs to late career and documented many different types of change in their work activities, attitudes, and performance.  While this research dealt less with “Change” (major change) than with “change” (smaller, more ongoing changes), it did provide rich detail about the ebbs and flows of a manager’s work and family life.  They found that the centrality of work tended to decrease later in a manager’s career and that personal flexibility was an important factor in a person’s success at navigating these changes.
Vaillant conducted an even earlier study (1977, 2002) on a panel of World War II-era Harvard students.  Vaillant has now tracked these men from their college days into retirement, and this is an extremely value source of data on the life course.  One of the major themes coming out of this research is the positive value of good work and good relationships for generating work fulfillment and a long, healthy life.  Vaillant also concluded that what we now know as emotional intelligence (i.e., self-awareness, social skills, self-regulation, and motivation) (Goleman, 1995) is also an important contribution to happiness and longevity.

Ibarra (2003) conducted a study of 39 people who made career changes.  They were primarily in professional roles before the change, and they moved into a variety of kinds of work later.  One of her most important findings was that her participants tended to change through taking action (taking small steps, experimenting with new behaviors), rather than engaging in a lot of self-analysis first.  A second significant factor in the change was new connections, relationships with new people who could help the person move into new roles.  A third finding related to the importance of the person’s identifying “possible selves”, potential new identities, that he or she could envision becoming.  Changing the person’s identity was a major factor in a successful career change, so that the person could internalize the new role.

Mintz (200x) studied a group of highly successful men at midlife who made major transformations of their careers and identity.  He found a variety of triggers that led to the changes, and he found a number of personality factors (most of the “Big Five”) that facilitated the change.  He also found that these men scored very high on a measure of the protean career orientation (Briscoe & Hall, 2005.)
Careers as learning cycles
As Vaillant and Howard & Bray found in their longitudinal research, much of the change in adult life is continuous as opposed to radical discontinuous change.  Elsewhere, Hall (2002) has proposed that the adult years of a person’s career, rather than consisting of one long cycle interrupted by one set of stages (such as exploration, trial, establishment, mastery) (Hall, 1976; Super, 1957), may in fact be made up of multiple, short learning cycles.  A learning cycle might last three to five years and would consist of mini-stages of exploration of new areas of work, trial activity, becoming established, mastery and high performance, followed by renewed exploration of some new area of work to move onto next.  Such a series of learning stages might look like that shown in Figure 1. 
--------------------

Figure 1 about here

---------------------
 Career learning cycles & career transitions

What is the relationship between career learning cycles and career transitions? Role transitions are defined as “the psychological (and where relevant, physical) movement between roles, including disengagement from one role (role exit) and engagement in another (role entry) (Burr, 1972). Career transitions, also known as work role transitions (Nicholson, 1984), differ from other role transitions in that they are specifically related to work roles that individuals hold over the course of the life span. 

The most common are (1) entry or re-entry into an organization, (2) intra-organizational transitions (promotions, demotions, transfers), (3) inter-organizational transitions, (4) inter-occupation transitions, and (5) exit from an organization (e.g., quit, dismissal, retirement, layoffs). Louis (1980) formulated career transitions as occurring when an individual either moves from one role to another (inter-role transition) or changes his or her orientation toward a role already held (intra-role transition).  We will focus here on transitions within and between roles.

In addition to highlighting learning cycles, Figure 1 shows the relationship between career learning cycles and career transitions. As shown by the circled area between mastery and exploration, our conceptualization of this relationship is characterized by career transitions that are shorter in duration and encompassed by the longer career cycle. Career learning cycles are typically three to five years in duration, and occur as one moves between exploration of new activities to mastery. In contrast, career transitions are considered to represent the shift between roles, occurring as one psychologically disengages from one role to another or significantly re-orients in a current role. A career transition can mark the beginning of the exploration phase of a learning cycle as an individual considers leaving one role to take on another role or re-orienting toward a current role, and continue through the exploration and trial phases. 

A career transition can be relatively short in duration—e.g., three to six months—or a longer timeframe—e.g., a year—given a greater magnitude of change. For example, an individual who takes a similar position within a different firm will likely experience a shorter transition than an individual who takes a position in an unrelated industry.  

Mentoring as a lens to view career learning cycles

One factor that trigger, facilitate, and even hinder career learning cycles is an individual’s developmental network, defined as “the set of people a protégé names as taking an active interest in and action to advance the protégé’s career by providing developmental assistance” (Higgins & Kram, 2001: 268).  Developmental networks were borne out of the mentoring research which has demonstrated the benefits that accrue to individuals (protégés) who receive career and psychosocial support from a “portfolio” of advisors (Higgins, 2000), to whom we will frequently refer as “developers” (e.g., Kram, 1985; Higgins & Kram, 2001). 


  The network concept has arisen largely due to the same environmental forces that have reshaped the structure of careers. Since individuals engage in numerous transitions throughout their lives, they cannot rely only upon the single dyadic relationship with a supervisor for developmental assistance—as was characterized by relationships in earlier decades. Rather, they likely gain support from a network of people from various social spheres. One’s developmental network might include a spouse, a family member, a peer at work, a friend, a supervisor, a group from an affiliating institution, or a subordinate at work (Higgins & Kram, 2001). These developmental relationships—developers—offer varying kinds of career and psychosocial support, including counseling, challenging assignments, role modeling, sponsorship, protection, confirmation and acceptance, and friendship (Kram, 1985). 

Since Kram (1985) introduced the notion of “relationship constellations” into contemporary literature, significant research has examined the antecedents, processes, and consequences of having developmental support throughout an individual’s career (e.g.,Kram & Bragar, 1992; Whitely, Dougherty, & Dreher, 1992; Chao, Walz, & Gardner, 1992; Ragins, 1997). To our knowledge, however, no comprehensive framework has specifically linked developmental networks with the career transition or career cycle literatures. In spite of the relative absence of a link between career learning, transitions and mentoring, several studies have suggested relationships between developmental networks and career transition outcomes.

In a detailed analysis of social networks, Cross and Parker (2005) describe a range of issues related to different types of networks, how to identify them, and what their functions are. And in her research, Ibarra (2004) discusses the role of “new connections” in helping a person make a career and identity change. She makes the point that a person in your current network will probably not help you move to a new place as much as a more recent acquaintance. 

Major et al. (1995) examined how relationships between newcomers and their supervisors or workgroups ameliorated the negative effects of unmet expectations during a career transition. Ragins (1997) work on diversified mentoring relationships suggests that individuals with powerful mentors will better adjust during socialization during a transition. Brett and Werbel (1980) found that pre-move discussions with past and present supervisors concerning job duties and coworkers can assist transferees in preparing for new positions. Although this particular study did not make reference to whether the supervisor/transferee relationship was characterized as a mentoring relationship, the findings suggest that developmental relationships can enhance the sensemaking capabilities of individuals undergoing career transitions. 

A few studies have suggested that the greater the diversity and strength of ties within an individual’s network of advisors (Higgins, 2000; Higgins & Kram, 2001), the greater the likelihood that an individual will change careers. These findings suggest that career decisions are based in part on the advice and counsel of his or her developmental network and that the greater the range of information and resources provided by the network, the greater the number of opportunities that exist. 

All of these studies suggest that developmental relationships can be beneficial to individuals as they engage in transitions and learning. Further, while some studies can be more easily considered applicable to learning cycles than most studies on mentoring, when one conceptualizes learning cycles as a foundation for one’s entire career (see Figure 1), it becomes clear that many, if not most, mentoring studies are relevant. Given that mentoring scholars have suggested a shift toward understanding how mentoring influences personal learning (Kram, 1996; Lankau & Scandura, 2002; Chandler & Kram, 2005), an emphasis on mentoring studies within the context of broader learning cycles will aid a better understanding of the impact of mentoring on an individual’s career over time. 

The relative scarcity of research directly linking developmental networks to transitions highlights the need for a more in-depth understanding of, or more comprehensive framework describing when and how developers can influence, and in some cases hinder, career learning cycle outcomes. A model of developmental networks and learning cycles is the necessary foundation to show the interconnectedness of mentoring studies. Throughout the remainder of the chapter, we will describe a model of relationally driven career learning and change. 
Developmental networks and career learning cycles 

Figure 2 overviews a model of developmental networks and career learning cycles. Learning cycles can be triggered by myriad factors which include organization or society level (macro) changes and events, work role factors such as developmental relationships and stretch jobs, and individual factors such as adaptability, identity awareness, and career self-efficacy. In this respect, developmental networks have a direct relationship on learning cycles. 


As will be further elaborated in the next section, triggers “bust” existing career routines, leading a focal individual to engage in either self-exploration or external exploration. In addition to acting as triggers, developmental networks also are facilitators of, and occasionally hindrances to, successful movement through career learning cycles. More specifically, an individual’s network has an indirect of moderating influence between a trigger and the learning cycle. For example, if an individual experiences a layoff (a macro change trigger), whether he or she successfully secures a position and moves toward mastery will be, in part, determined by the support offered by his or her network. 


Throughout a learning cycle, an individual will experience varying degrees of stress, career and job satisfaction, success (both objective and subjective), and adjustment, all of which will be impacted by the network’s influence. Further, the individual’s employability (adaptability, human and social capital, and career identity) (Fugate, Kinicki, & Ashforth, 2004) will be influenced by how he or she experiences the learning cycle. Finally, an individual’s network will shift in terms of both strength of tie (Granovetter, 1973, 1985) of the network’s relationships and degree of diversity (measured as the extent to which the relationships stem from varying social spheres, or as the degree of diversity of age, gender, nationality, race, etc.). 


Figure 2 shows a “bird’s eye” view of career triggers, career learning cycles, and individual outcomes. The primary purpose of this chapter is to closely examine how developmental relationships trigger and facilitate learning cycles. In the next section, we will elaborate on how the three levels of cycle triggers—societal/organizational, work role (including developmental relationships), and individual—“bust” career routines, thus triggering career exploration. We then delve into how developmental relationships facilitate the stages of a career cycle. 

What triggers career exploration?

Figure 1 shows career exploration as the beginning phase of a learning cycle. Career exploration may be defined as activities directed toward enhancing knowledge of the self (self-exploration) and the external environment (external exploration), which an individual engages in to foster progress in career development (Zikic & Hall, 2005).  This concept goes back to the pioneering work of Donald Super (1957), who viewed career development as a process of synthesizing the self-concept of the individual and the demands and rewards of the work role.  

Hall (1986) discussed the process of how person can become bogged down in a career routine once he or she has become established in a field or an organization.  The career routine represents a paradoxical consequence of success in the early career.  As the person achieves a high level of mastery and performance in her work, she becomes well known and receives positive feedback for her work.  Through the intrinsic satisfactions of excellent performance, she develops a positive self-identity built around her career competence, and her career self-efficacy grows.  She also becomes more ego-involved in her work as a result of her successes.  In short, she is in what Hall (1976) has described as a success spiral.  All of this is very satisfying.

This career process is related to what Levinson (1978, 1996) referred to a period of “settling down,” usually in the 30s decade, when the person forms a more mature life structure (more mature than the trial life structure of the 20s), usually with a mix of career and family or personal role activities.  Although the process of settling down can be satisfying and integrative from a whole-life perspective, as Hall (1986), it can have a downside in that the person can become comfortable and resistant to change.

But, as the same time, this success spiral has a dark side.  As the person becomes more and more involved in this area of career work, she gets deeper and deeper into it.  But another term for “deep involvement” could be “rut!”  With every new round of success the person becomes more committed to continuing in this area of work.  The more this success cycle gets reinforced, the harder it is for the person to think about doing something different.  This is how the career routine gets created. Gardner Murphy (1975) described this process of getting into a rut as canalization, meaning literally the person’s repeated behavior creates a canal in which the person gets stuck.

The question, then, is what can trigger a change in this career routine and get the person into a process of exploring internally (self-reflection) and externally (exploring new work options?)  Zikic & Hall (2005) have identified a cyclical model describing the process of career exploration. They suggest that triggers to exploration can include factors at three levels of analysis: societal or organizational, work role, and individual levels. The external environment or organization includes shifts in the form of technological change, changes in the economy and business cycle, and from major international events (war, global competition, terrorism, etc.). These macro changes are not things that the average individual can control, but one can be aware of them, and can attempt to anticipate and monitor them, and can learn to be adaptable to them.

Proposition 1: At the organizational/societal level, changes in technology, the economy, or international events can “bust” a career routine, triggering career exploration.

At a more immediate level, in the work role, triggers could come from the supervisor, from a new job assignment (e.g., a “stretch” assignment), and from developmental networks. A highly challenging assignment, by virtue of “stretching” the capabilities of a focal individual, creates a situation in which learning is a necessary byproduct of interacting within that particular work role. If the assignment is externally imposed (i.e., not sought by the person), some degree of exploration is by-passed, as the person did not have to search internally or externally to figure out what kind of job he was seeking or to explore the organization to find potential assignments. 

Developmental networks influence both external exploration and self-exploration (Zikic & Hall, 2005). With respect to the former, developers, depending on their networks of strong and weak ties (Granovetter, 1973), are able to offer sponsorship and capture the attention of a wider range of potential employers who can offer different career possibilities (Higgins, 2001). Well-entrenched developers can open doors to new opportunities, making connections that support the protégé’s role change.  For example, friends, current supervisors, mentors, and work peers can all leverage their own networks to extend the reach of career opportunities for the protégé.  Because developers care about the protégé’s career development, they are more inclined—as strong ties (Granovetter, 1973)—to spend time aiding the protégé.
Zikic & Hall (2005) have asserted that strong-tie relationships lead to more self-exploration—an examination “of one's identity, values, strengths, weaknesses, and developmental needs” (14)—that can trigger career exploration. Moreover, they suggest, developers can influence a protégé’s self-efficacy (Bandura, 1997, 1986) by acting as a role model who the protégé can emulate, or through persuading the protégé of his or her capabilities (Zikic & Hall, 2005); both types of support can enhance the possibility of career exploration as the individual becomes increasingly confident in taking on greater challenges, responsibilities, and opportunities for personal learning.  In the following section we will go into more detail on specific links between relational influences and new career learning cycles.

Proposition 2: At the work role level, the developmental relationships that comprise one’s developmental network can “bust” a career routine, triggering career exploration.

At the individual level, there are several key factors that can help trigger a learning cycle.  One factor is a predisposition of the person that Briscoe & Hall (2005) call the “protean career orientation.”  This is a proactive stance toward the career characterized by self-direction and a strong concern for acting on one’s values.  Such a self-directed person would be more likely than an externally-oriented person to recognize when her career path is not true to her deeply held values and would thus be likely to initiate a new round of career exploration.

In a similar manner, people with a clear awareness of their own identity and a high level of adaptability, as well as a strong sense of values, would be more likely to initiate career changes if their current work is not a good personal fit for them.  Such people may have high standards for what they are seeking in their careers and may not always experience high levels of career satisfaction if the current job does not measure up to their ideal.

And, finally, two other personal qualities that we would expect to trigger a new learning cycle would be a learning goal orientation and high career self-efficacy.  Betz (1992) has found that people with high career self-efficacy tend to have a better person-job fit than individuals with lower career self-efficacy.   And Briscoe & Hall (2005) have found that a high learning goal orientation is related to a high protean career orientation. Other research has found that such a learning goal orientation in linked to high levels of exploratory activity and mastery. (Briscoe, Hall, & DeMuth, 2005). More detail on individual factors that trigger career exploration can be found in Zikic & Hall (2005).

Proposition 3: At the individual level, a Protean Career Orientation (PCO), one’s level of identity awareness and adaptability, a high learning goal orientation, and one’s values can “bust” a career routine, triggering career exploration.
How do developmental networks facilitate learning cycles?

In the prior section, we discussed how developmental networks trigger career exploration, marking the beginning of a new learning cycle. In this section, we explain how networks can facilitate learning cycles, regardless of what factor triggers the initial exploration (see Figure 2- facilitation begins after a routine has “busted”). Another way to explain the relationship between networks and a learning cycle is that networks moderate (indirect) how triggers influences learning cycle outcomes. For example, if a person experiences a layoff and hence begins exploring career options, the role that his or her network may play in finding an appropriate position moderates how the layoff ultimately influences outcomes such as career satisfaction and success.  

Throughout the discussion, we suggest that in order for an individual to move successfully from one stage to the next, he or she must meet developmental tasks associated with that stage; developmental support helps to meet the tasks. Given our prior assertion of one’s career as a string of learning cycles, it is noteworthy to consider that all types of psychosocial and career support will aid during one’s career; however, certain types of important will be particularly helpful given the developmental tasks of each stage. 

Exploration. The exploration stage is characterized by contemplation of new areas of career work (Hall & Kahn, 2001). We will first discuss an exploration stage that occurs as an inter-role (between work roles) transition, followed by one that is intra-role in nature. In either an inter-role or intra-role change, exploration can be either planned or emergent; the former occurs as an individual has the foresight to consciously design a transition, whereas with the latter, an individual gathers information prior to “crafting experiments” (Ibarra, 1999, 2003, 2004) without necessary intent to make an inter-role transition. 

Inter-role planned exploration. The exploration stage begins either when an individual starts thinking about changing roles and begins weighing alternative roles, or when he or she involuntarily forced into a situation of looking for a new role (e.g., layoffs). During the exploration stage of learning cycle stage, protégés must achieve a state of readiness for the change (Nicholson, 1987). 

Nicholson (1987), in his transition cycle model, posited “goals” at various phases—preparation, anticipation, integration, and assimilation—of a transition. We consider these goals to be “indicators of progress,” as shown in Table 1. The degree to which the exploration stage is successful depends on whether several important developmental tasks are met; indicators of progress show whether those tasks are being met. Table 1 provides an overview of the developmental tasks that are salient at each stage, indicators of progress, and the types of critical support that developers can offer their protégés. 

To successfully transition through the exploration stage, an individual must “get started and let go” (see Table 1). During this stage, the individual must collaborate with developers to locate and learn about viable growth opportunities and, once a role is chosen, begin to psychologically shift—let go—from the old role to the new one. During the exploration stage, the individual is making progress if he or she chooses a role that reinforces, complements, or extend his or her sense of self in personally and socially desirable ways (Ashforth, 2001), develops realistic expectations toward the transition and has a positive motivation toward the change.  

Five types of developer support are critical to successful transition through the exploration stage: career support includes counseling, information sharing, sponsorship, and psychosocial support involves personal counseling and acceptance/confirmation. 

Career functional support. An individual’s global identity, his or her core sense of self, will influence his or her selection of roles (Ashforth, 2001). Developers—e.g., an individual’s mentor or supervisor, a friend, a spouse—can offer career counseling that may enhance an individual’s ability to choose the role that best “fits” with his global identity. Career counseling specifically involves advising the protégé (the individual) on whether certain roles are consistent with his global identity.  

A primary tenet of social psychology theory is that people socially construct the information upon which they rely in order to make decisions (Asch, 1951; Griffin, Dunning, and Ross, 1990).  In essence, we tend to go beyond the information provided to us and look to others for help in deciding how to act (Sherif, 1935).  Hence, individuals will often refer to the advice and opinion of close others when making important decisions.  Higgins (2001) demonstrated that the decision to change jobs was influenced by the composition, quality, and content of help the individual received from his or her developers.   Because of the intimacy, mutuality, and reciprocity that characterized developmental relationships (Baker-Miller, 1978), developers are in a unique position to advice the protégé on career matters.  

Family members, spouses, and special friends, for example, are particularly helpful to protégés with respect to career advice. Also, current supervisors or peers who have knowledge of the protégé’s knowledge, skills, and aspirations can guide the protégé to a new role that is consistent with his or her sense of self.  In general, developers can offer protégés counseling that enables effective preparation for a new role.   When an individual successfully chooses a new role consistent with his or her identity, he or more likely to feel like part of the organization in which he works and will better enact the chosen role (Ashforth, 2001; Hall, 1976).

Another type of developer support that is closely related to, but distinct from, career counseling, is informational support (Kram & Isabella, 1985). Often individuals do not have enough or accurate information to make a clear decision about whether a potential role fits with his or her aspirations and identity. Developers can relieve the individual from “bounded rationality” (Thompson, 1967) by enhancing his or her knowledge base about a role.   

Further, in absence of perfect information, an individual may develop unrealistic—especially unrealistically high—expectations about a role (Wanous, 1992).  On one hand, these expectations may fuel an initial honeymoon effect (Fichman & Levinthal, 1991) where the desire to think well of the role and organization buffers one from less positive discoveries.   On the other hand, the more unrealistic the expectations, the more difficult it is to minimize the discrepancy, provoking reality shock (Hughes, 1958).  Therefore, the more information an individual receives during the exploration phase, the more likely he will have the realistic expectations necessary to transition effectively.

Developers can also help the individual to be positively motivated toward the change and have positive feelings towards it by offering both informational and career counseling support. The more information the individual has, the more likely he or she is to feel comfortable with the role and his decision, hence motivated to make the change and more inclined to have positive affect towards it. If an individual is positive motivated toward a change, he or she is likely to be able to begin to “let go” of the existing role. 

A final type of critical career support is sponsorship by developers for desired roles. Developers can leverage their own network to help protégés gain access to what would otherwise be unknown or unattainable roles. Likewise, a developer’s sponsorship may be the “stamp of approval” for a protégé who is chosen for a role.

Pyschosocial functional support. What may be most important at the exploration stage is psychosocial support from developers. Psychosocial support can enhance the protégé’s motivation towards a change. By providing ongoing support, listening, acceptance and affirmation of the protégé, he or she is more likely to feel confident with his decisions (Kram 1985).  For example, a recent college graduate who is considering entering an investment banking or a consulting career can gain insight from a family member or former schoolmate who has experience in either or both professions.


Commitment to a career change by developers may quell feelings of uncertainty and fear to leap into the unknown. Parry (2002), in the Essene Book of Days, metaphorically explains fear of a transition and life as a series of trapeze swings. The “transition zone” is the “dark void” between the comfort of swinging on an existing bar and a new bar swinging toward the individual. Parry (2002: 34?) writes that although “…It can be terrifying...it can also be a chance to learn how to fly.” Given fear of the unknown, psychosocial support is critical in the exploration stage.  


Throughout the exploration stage of an inter-role planned transition, developers can provide support that allows protégés to meet the goals necessary to successfully transition to the trial stage. Career counseling, sponsorship, and informational support help the protégé choose a new role consistent with his or her global identity, develop realistic expectations, and have a positive motivation toward a change. Psychosocial support helps the protégé develop realistic expectations and effectively exit the current role.


Intra-role emergent exploration. Ibarra (2003, 2004) asserts that individuals often experience change not through consciously pre-planned and executed career transitions, but rather through an emerging process whereby the focal individual “crafts experiments”—small probes and projects that allow us to try out new professional roles on a minor scale. Ultimately, the individual may build a new working identity slowly as experiments lead to new choices and routines (Zikic & Hall, 2005). In this case, the exploration stage includes a process of ascertaining relevant information related to new activities and behaviors. An individual engaging in an emergent inter-role transition will also need to meet the goals of a planned inter-role transition, but it is also important for the individual to gain information relevant to the change and to receive psychosocial support from significant others. 

With respect to the former, consider a stockbroker who wants to pursue a career in theater. Rather than quit his “day job”, he contemplates taking theater classes at night and volunteering to perform in local performances. Developers can provide informational or role modeling support in the event that they have experienced a transition from one career to a dissimilar other. 

Intra-role exploration stage. Intra-role change may be experienced as either emergent or planned as an individual re-orients him or herself toward an existing role. Two examples of intra-role exploration includes an individual seeking to shift his or her work hours to reflect work-life balance (Zikic & Hall, 2005) or an individual deciding to pursue to a challenging assignment within an existing role. Intra-role exploration is similar to that of inter-role in terms of developmental tasks, indications of progress, and types of developmental support.


The following proposition summarizes the relationship between the types of support offered by developmental networks and the exploration stage goals:

Proposition 4: Successful passage through the exploration stage of a learning cycle will be associated with developer career counseling, sponsorship, new role information, personal counseling, and acceptance/confirmation.

Trial. The trial stage of a career learning cycle begins once an individual has ascertained what 

he or she perceives as relevant information related to new career avenues or activities, and then starts trial activities to “find the fit” (see Table 1). The trial stage can be characterized by a great deal of uncertainty for the protégé. Even when an individual has met all of the developmental tasks in the exploration stage, individuals entering the trial stage may feel fearful, unready, and reluctant to change (Nicholson, 1987).

Four primary developmental tasks define the trial stage: (1) to successfully exit the prior role; (2) to either select the role or determine it is not a fit with the individual’s global identity; (2) to reduce uncertainty through sensemaking (Louis, 1980); (3) to determine whether person-organization fit exists. The third task relates to culture fit, whereas the first relates more closely to person-job fit  (Nicholson, 1987 for a discussion of the engagement phase of a transition cycle). During this stage, five types of developmental support are critical to successful progression: career support includes sponsorship, informational support, feedback, and psychosocial support includes role modeling, personal counseling and friendship (see Table 1).


Planned and emergent transitions are similar during the trial stage of a learning cycle in that they both involve new activities or behaviors aimed at career growth. The difference between the two is that trials in the planned transition occur within a new role, whereas trials in an emergent transition may occur as the individual holds roles simultaneously. Using the example of the stockbroker who seeks a career in theater, he will engage in new activities (e.g., taking acting classes, volunteering for a local theater) while continuing to work as a stockbroker until such time that he can financially support himself (or family) within the new career.     

Career support. The newness of the entry experience—including the objective difference between difference between the latter and the former situation and the salience of contrasting features of the new setting—can trigger confusion for the individual (Louis, 1980). Further, the individual can experience surprise when his or her anticipations are unfulfilled (Louis, 1980). Often, the individual has unmet expectations when he or she experiences less of something desirable than was expected (Dunnette, Arvey, and Banas, 1973). The environment can overwhelm the newcomer with unfamiliar cues that cannot be accommodated by his or her cognitive schema (Van Maanen & Schein?, 1979).  

If the individual is unable to meet the developmental tasks of the trial stage, the stress of early experience can bring about regret and a variety of defensive-coping strategies, such as withdrawal behaviors and hostility (Hopson & Adams, 1976).  Indeed, when transitions are painful in the early stages, individuals are likely to consider quitting as a response (Raelin, 1984).  Developers can help to minimize the impact of negative emotions, to avoid defensive coping mechanisms, and to enhance enjoyment in sensemaking through certain types of support.   


Three types of career support—sponsorship/exposure, informational support, feedback—are critical in helping protégés meet the developmental tasks of the stage. Usually, intraorganizational developers or developers who worked with the organization at one point in time are most likely to offer these types of support. By introducing protégés to their internal networks and signaling the protégé’s legitimacy as an employee, protégés are more likely to feel psychological safety and comfort in the new environment. Further, by exposing protégés in the first few days or weeks to insider networks, protégés can more effectively gain a solid reputation when he or she demonstrates competence. Most importantly, sponsorship allows the protégé to begin developing relationships and building trust with fellow employees.


As the protégé experiments with new activities and behaviors, developers’ feedback can be critical to the protégé’s self-confidence and enjoyment. Informational support facilitates sensemaking, which is a particular thinking process through which an individual produce retrospective explanations (Louis, 1980). When individuals experience surprise, contrast, and unmet expectations, developers can help protéges make sense by providing explanations. 

Developers who work, or worked for the organization during a prior period, have context specific dictionaries of meaning (Berger & Luckmann, 1966) which “…structure routine interpretations and conduct within an institutional area” (138). These developers are capable of imparting knowledge that helps protégés cope with current situations (Louis, 1980). For example, a protégé may have an early negative experience with his or her manager, thus leaving him with a sense of anxiety. The intraorganizational developer can explain that the manager frequently mistreats employees due largely to a drinking problem.  In the absence of an explanation, the protégé may engage in sensemaking alone and conclude that the situation is due to his or her incompetence.


Developers can offer three types of psychosocial support during the trial stage: role modeling and personal counseling. Intraorganizational insiders can model valued behaviors, attitudes, and or skills that aid the protégé in achieving competence in the role, confidence, and a clear identity in that role (Kram, 1985).  Role modeling is important through both the trial and establishment stages. During the trial stage, role modeling helps the protégé in indicating progress—confidence in coping, enjoyment in sensemaking—because by watching and potentially imitating (Ibarra, 1999) developers, protégés can be more confident that their behavior and attitudes mirrors those that are acceptable at the organization. 

Personal counseling helps mitigate potentially destructive coping mechanisms brought on by stress and uncertainty. Developers who are attuned to the protégé’s emotional needs—both individuals inside and outside the organization—and can demonstrate excellent listening, warmth, encouragement, trust, and rapport, are capable of helping the protégé to confidently cope with situations. For example, developers may choose to share the “human side” of their own career history and transitions as well as challenges and difficulties they faced.  

An individual embarking upon a career transition, and thus entering a new learning cycle, will need to exit his or her current role effectively. Successful role exit, whether the result of a planned or emergent transition, is most salient during the trial phase. The process of role exit is intimately connected to the process of role entry (Ashforth, 2001). The individual’s psychological exit from a role often begins long before the physical exit of the role. The more attractive an alternative new role, the more likely the individual will be able to disengage from the current role (Ashforth, 2001). However, the more attractive the prior role (e.g., after a layoff situation), the more likely it is that an individual will identify with that role and will therefore have difficulty exiting the current role. For example, an individual who was downsized from a role with which he highly identified may experience feelings of loss and grief (Ashforth, 2001).  

Developers can offer personal counseling to a protégé who is having difficulty exiting a role.   For example, friends and family members who are most intimate with a protégé and with whom the protégé feels psychologically safe are good candidates for personal counseling (Fisher, Nadler, & Whitcher-Alagna, 1982). The stockbroker, rather than experiencing grief over the loss of his prior role, may feel joy from the new career. His role exit may occur slowly or quickly, depending upon the duration of simultaneously held roles as well as the degree to which his identity shifts from perceiving himself as a stockbroker to having a career in theatrical arts. Throughout the trial stage, friendship is critical in helping the protégé feel at ease and valued within the new role.  

The trial stage marks the end of a career transition, as the individual will have physically and psychologically between roles (see Figure 1 again for relationship between career learning cycles and career transitions). In terms of length of the transition, the exploration and trial stages can be experienced in a relatively short period of time (one month) or of a much longer duration (up to a few years). A shorter transition could be characterized by a planned transition in which an individual quickly identifies, secures and immerses him or herself in a new role. In contrast, a longer transition could occur in the event of an emergent transition in which the individual holds simultaneously roles in order to support oneself financially. 

The trial stage can be likened to the “encounter” phase of Nicholson’s (1987) transition cycle, which typically lasts for the first few days to weeks of an individual’s immersion in a new role. The trial period ends when the individual considers the new activities or position to be a reasonable fit, at which time he or she works to become established in that area.  


The following proposition summarizes the relationship between the types of support offered by developmental networks and the trial goals:

Proposition 5: Successful passage through the trial stage of a learning cycle will be associated with developer sponsorship, informational support, feedback, role modeling, friendship, and personal counseling.

Establishment. During this stage, an individual is focused on role learning, which is necessary for establishment in the chosen career role. The establishment and mastery stages can be considered representative of where most mentoring studies would be “placed” within a larger learning cycle. The mentoring literature has a strong body of studies that describe the functional support—career and psychosocial—that developmental relationships provide to protégés as they seek to become established in and seek to master a role.   

Role learning is essential to effective transitioning (Ashforth, 2001) and “settling in” to a new role (see Table 1).  E.W. Morrisson (1995) described the seven areas that constitute role learning: (1) technical information about how to perform tasks (2) referent information about role expectations (3) social information about other people and one’s relationships with them (4) appraisal information about how one is evaluated (5) normative information about the organization’s culture (6) organizational information about structure, products/services, and procedures, and (7) political information about the distribution of power. In short, any role newcomer must learn about the nature of the role and the context within which it is embedded. 

As the individual learns the new role, he or she will be better able to achieve high performance, master tasks, and develop the required role competencies; the foregoing are the developmental tasks associated with the establishment stage. Developmental network assistance during this stage will allow the individual to achieve an appropriate balance between oneself and one’s environment (Nicholson, 1987), representing progress toward meeting the developmental tasks of the stage. Of utmost importance is that the person’s relationship with the job seems to be heading toward an appropriate “fit” rather than toward a dysfunctional adaptation (Nicholson, 1987). Individuals who are unable to fully use their skills or who grieve for lost past or foregone opportunities are not able to adjust satisfactorily (Bridges, 1980). 


Developers offer seven primary types of support during the establishment stage. Career- related support is given through informational support necessary for role learning, timely feedback, coaching, and protection. Psychosocial support includes role modeling, acceptance and confirmation, and friendship. 

Career functional support. Peers at work and intraorganizational mentors and supervisors are the primary sources of informational support and feedback. Intraorganizational developers can explain situations, people, and the organizational culture, validate the protégé’s emergent perceptions, describe various ways of performing tasks, and generally facilitate the acquisition of knowledge either through their own understanding or by referring the protégé to another source of information. 


Swift, reliable feedback from intraorganizational peers, subordinates, supervisors, and mentors is a necessary element in personal and organizational development (Nicholson, 1987; Kram, 1985). Supervisors and mentors are of special importance in guiding the protégé through the work environment toward adjustment. The supervisor’s or mentor’s style should become vigilant, but not oppressive, actively incorporating feedback and developmental strategies (Davies & Easterby-Smith, 1984). 

Feedback acts as a mechanism that aids the protégé’s understanding of what behaviors and attitudes are acceptable and unacceptable when enacting the role. A key premise underlying the feedback source of support is the idea that roles are socially constructed through interactions between the protégé and others (Goffman, 1961; Burke, 1991). The definition of the situation and roles are reinforced and socially validated by others. Feedback involves interaction between the protégé and others through which the role is ultimately constructed and negotiated.   

Coaching is necessary for the protégé to reach proficiency with tasks and to develop competencies necessary for excellent performance (Kram, 1985). Informational support, while valuable for role learning, is not sufficient for high performance. Coaching, in which a developer works closely with the protégé to develop strengths and competencies, will complement informational support. Finally, protection by developers is necessary to shield the protégé from any political dynamics that could damage his or her reputation (Kram, 1985).  


Psychosocial support. Role modeling through the adjustment phase guides protégé’s behavior and attitudes by providing accepted ways of interacting with other and enacting roles in the organizational context. Either the developers can simply model the way without explicit reference as to why he or she behaves in certain ways, or he or she can choose to openly discuss his actions.   For example, a developer may point out the actions and choices of those whom he or she admires as a way of explaining exemplary behavior, or, likewise, explain his or her own decisions.   


As the protégé interacts within the relatively new environment, he or she will have begun to cultivate relationships and demonstrate his competence and skillfulness within the role. Often, he or she will not be fully aware of how others perceive his abilities and knowledge. Developers, who may have received open or confidential feedback about the protégé’s performance, can signal social acceptance through acceptance and confirmation that boosts the protégé’s self-esteem and self-image within that role (Kram, 1985). For example, the developer may share with the protégé any positive feedback he or she hears about the protégé’s integrity, performance, and potential. Further, by personally confirming and accepting the protégé as an individual and by offering friendship, protégé’s will feel an emotional connection that enables work on salient developmental tasks and goals (Kram & Isabella, 1985).  


Although primary support during this stage comes from intraorganizational developers, extraorganizational developers can be important sources of support as well.   Friends who work in the same industry or position with another organization can provide informational insight to the individual’s role. Extraorganizational mentors, family members/spouses, and friends can provide a confidential forum for exploring professional dilemmas; acting as a sounding board; demonstrating positive listening, trust, and rapport which enable individuals to address their concerns and thoughts (Hall, 2002).   

During the establishment stage, individuals must learn how adapt to his new environment and adjust parts of the role to fit his or her identity as an individual. In order to meet this goal, he or she must “learn the ropes,” achieve high performance, and master the tasks and competencies associated with “settling in.” Developers enable the proper negotiation through seven types of support. The establishment stage can last between a few months to a few years as the individual gains a foothold on the role. The following proposition highlights the relationship between developmental networks and the establishment stage:

Proposition 6:  Successful passage through the establishment stage of a learning cycle will be associated with developer functional support in the form of informational support, feedback, coaching, protection, role modeling, acceptance/confirmation, and friendship. 

Mastery. During the mastery stage, a protégé is having successfully met the challenge of high performance, must sustain excellence by “sharpening the saw” (see Table 1). This stage is similar to Nicholson’s (1987) stabilization phase of the transition cycle. Several developmental tasks define this stage (see Table 1). It is important for protégés to maintain high task and social performance (see Table 1) and to develop competencies necessary for continual growth and advancement. Further, given the individual has achieved a degree of mastery within his or her role, he will likely begin contemplating his values, goals, interests, as well as strengths and weaknesses in order to reaffirm his career identity. At this stage, one should consider one’s existing developmental network so as to ensure that one has the support to move into the exploration stage. One should participate in collaborative relationships and group affiliations.  

At this point in the learning cycle, developers can offer six types of career and psychosocial support that aid the attainment of the foregoing tasks, including counseling, informational support, peer coaching, feedback, friendship, and acceptance/confirmation.
 Career functional support. First, developers can career counsel in order to help the protégé focus on his or her needs and goals. Intraorganizational and extraorganizational developers can engage the protégé in conversations about their career and life goals.  Over time, the protégé will most likely aspire to obtain other roles that either represent more challenging work or involvement in line with his or her life stage. The extensive literatures on goal setting and management by objectives provide clear evidence of the motivational and performance outcome benefits (Locke, Shaw, Saari, & Latham, 1981). 

Informational support is critical during this stage so that the protégé feels control over his or her environment and is properly able to make sense of organizational changes. For example, shifts in organizational strategy or resource allocations need to be explained so that the protégé attributes proper meaning to the events and feels sustained trust and commitment to the organization and people. 

Also, developers, through peer counseling and feedback, can encourage and help protégés maintain their skill set, become aware of “blind spots,” and develop the skills necessary to enact possible future roles. Ideally, the mastery stage represents the time at which developers can bring the protégé smoothly toward the next role transition. 

Psychosocial support. Friendship and acceptance/confirmation are also important during the mastery stage, as the protégé may become listless in the existing role and begin to assess options going forward. Further, psychosocial support enables the protégé to have self-efficacy toward developing new competencies and locating possible new roles. 

Given that it takes time for an individual to “master” tasks and become effective with people in his or her role set (Katz & Kahn, 1966), the mastery stage will typically last a few years. The following proposition highlights the relationship between developmental networks and the mastery stage:

Proposition 7:  Successful passage through the mastery stage of a learning cycle will be associated with peer coaching, counseling, feedback, friendship, and acceptance and confirmation from one’s developers.
Learning cycle outcomes

Throughout the exploration, trial, establishment, and mastery stage sections of this chapter, we have described developmental tasks that, if met, lead to successful transition through that particular stage. Successful completion of a career learning cycle can lead to an improved fit between the person and the work role (i.e., adjustment). Cable and Judge (1996) have found a positive relationship between successful learning and good positive person-job fit. And if the person’s fit were improved, we would conversely expect that job-related stress might decrease (Barnett, 1999).

In a similar vein, as a result of the success of mastering a new role, the person would be likely to experience greater satisfaction and psychological (or subjective) success (Hall & Foster, 1977).  And since the person has mastered the new role, one would logically expect that objective performance would increase along with subjective success (Nicholson, 2005 JVB special issue).  

In addition to being a trigger of the career learning cycle, we would expect that the person’s network of developmental relationships would also be a beneficiary of this cycle.  In the process of learning how to master the new work role, the person probably would have reached out to a new network of people associated with this role.  Thus, over time this network would have expanded.  And since this is a new work role and setting, the associated network might represent a diverse set of people compared to those in the pre-transition network.  And the more diverse the developmental network is, the more powerful it is in enhancing the person’s career development (Higgins, 2000; Granovetter, 1973; Ibarra, 200x.)

As a result of mastering and settling into the new role and acquiring a new developmental network, the person will likely have arrived at a revised awareness of his identity.  In addition, since the best way to increase one’s adaptability is through experience in adapting (Morrison & Hall, 2005), successfully transition through this learning cycle would have provided this experience.  Thus, the person’s adaptability will have increased.  And, since the person’s developmental network has increased, this would mean that his social capital had increased.  And the sum of this improved adaptability, social capital, and identity represents an increased level of employability (Fugate, Ashforth & Kinicki, 2004).  

Proposition 8: Successful passage through the learning cycle stages will be associated with positive outcomes such as adjustment, job satisfaction, objective and subjective success, and employability. 

Developmental networks as hindrances to career learning cycles

Our discussion thus far has considered how the mentoring and developmental relationships that comprise a network trigger and facilitate learning cycles. Given research on dysfunctional mentoring relationships (e.g., Scandura, 1998), it is important to consider how networks might, at times, hinder learning cycles.  One way a network can have negative effects on learning is if the person’s developmental network is very dense.  Dobrow & Higgins (2005) found that a dense network, which does not encourage the person to seek views outside that network, can hinder the exploration and growth of a clearer sense of identity.  When the developmental network is less dense, the person is less tightly bound to that network and may receive more diverse views from that network and also may be more motivated to look outside that network for developmental assistance.


 In a related way, if the developmental network is very homogeneous, this could have deleterious effects on learning.  In this situation, the person would not be exposed to new and different ideas and possibilities, and thus the network would not push or encourage the person to explore different possibilities.  

Ibarra (2003) found a similar phenomenon in her study of career changers.  The people who were initially central in the person’s network were usually not the key people in their change process.

   “…when it comes to reinventing ourselves, the people who know us best are also the ones most likely to hinder rather than help.  They may wish to be supportive but they tend to reinforce – or even desperately try to preserve – the old identities that we are seeking to shed….Shifting connections refers to the practice of finding people who can help us see and grow into our new selves, people we admire, would like to emulate, and with whom we want to spend time.”  (p. 113).


A third way that a developmental network could have negative effects on learning would be if members of the network, collectively, tended toward a performance goal orientation, as opposed to a learning goal orientation.  That is, if they valued high achievement and successful performance, as opposed to exploration and learning, the focal person might be disinclined to engage in new behaviors that might threaten her high performance. Some of the ways that such a performance goal orientation might manifest itself could be through a stress on high status positions, in elite organizations, and on outstanding levels of achievement.  If the person felt pressure to maintain these high levels of distinction as measured by objective indicators of success, she would not be inclined to explore and experiment with novel career behaviors.

Conclusion and future research

This chapter has emphasized the reciprocal impact of developmental networks on career cycles. We have described how networks both trigger career transitions, as well as are influenced by transitions that are catalyzed by a macro-level force such as an organizational downsizing or by an individual-level factor such as one’s protean orientation. Furthermore, we have asserted that while networks often bring about positive outcomes during career transitions (as suggested by much of the extant mentoring literature), they may also have detrimental effects. 


The shifting career context, coupled with the simultaneous shift in the conceptualization of mentoring, illuminates the importance of understanding how networks influence, and are altered by, career transitions. Individuals today are more likely to transverse organizational boundaries than they were in previous decades. Moreover, trends such as globalization and technological sophistication imply the need for continuous learning in order to possess the competencies necessary to succeed in a fast-paced career environment. 


A future research agenda should include empirical examination of this reciprocal relationship. Given the complex nature of developmental relationships and career cycles, and due to a lack of prior research, qualitative methods should initially be employed. A group of individuals at various points in career transitions could be interviewed (for example) with respect to their existing developmental networks, transition triggers, and the role played by the network through the transition. Alternatively, longitudinal analysis of a group of individuals as they move through a transition would capture the nuances of individual travails through stages, as well as be more suggestive of causality than cross-sectional designs. Future research should be attentive to evidence showing developers or the network as a whole as transition hindrances. An examination of the network as an outcome is also clearly relevant in that new connections (Ibarra, 2004) as well as altered relationships will result from a transition. 


From a practical standpoint, individuals should become keenly aware of their networks at various points in career cycles. Since developmental relationships can vary in terms of the functions they provide, it is important for one to assess both the support offered as well as that which is needed based on the individual’s goals, life stage, and career needs. Individuals should be aware of the possibility that their networks are not rich enough to provide the types of support to aid a particular point in the career cycle. For example, an individual who possesses a protean career orientation who is considering career opportunities in a few industries will possibly need an entrepreneurial network (Higgins & Kram, 2001)—a network with a high range of developers from various social spheres—in order to be aware of available positions. 


An understanding of networks and career cycles helps place developmental support within a broader frame than is currently considered within the mentoring literature. Most of the extant literature considers the functional support, outcomes, and antecedents of developmental relationships without reference of where the individual is in a career cycle. Given that each stage in the cycle presents particular challenges and goals that must be met for the individual to move to the next stage, an understanding of developmental support within the context of the cycle brings clarity to how developmental networks enhance an individual’s career.


Finally, the foregoing discussion suggests an important implication of the relationship between formal career planning (Hansen, 1997) and emergent careers (e.g., Ibarra, 1996, 2003, 2004). While some researchers advocate a self-reflective, strategically planned approach to career planning, others (e.g., Ibarra) assert that individuals “craft experiments” without any rational career design compelling action. It is our contention that career learning cycles illuminate alternating periods of self-awareness (identity) (Hall, 1996, 2002) and adaptability (action), the two “metacompetencies” required to navigate in a turbulent career context.

One can metaphorically capture these vacillations by thinking of a pendulum (see Figure 3). An individual begins contemplating a new role in the mastery stage of a career cycle. He or she has experienced a sustained period of high performance and competency mastery. At this point, the individual is inclined to self-reflect upon strengths and weaknesses, as well as career values and interests. The pendulum, during the mastery stage, swings toward understanding one’s career identity, in essence, “who I am” at work (Plunkett, 2001; Fugate & Ashforth, 2004). 

As the individual moves into the exploration stage, the critical developmental task is to leverage his or her developmental network to locate and learn about possible career opportunities. While the individual may self-reflect on whether newly discovered job opportunities fit with his or her career identity, the question of “Who am I?” is less salient than “How do I locate the position that fits with who I am?” This stage is consistent with action and adaptation to the demands of the career environment. 

In the trial stage, an individual again shifts to self-awareness as he or she is immersed in an unfamiliar environment. As information related to the environment is collected and processed, the individual adapts to some extent to the new situation. At this point in time, the individual asks, “Who am I in this situation?” and “Is my identity in this role consistent with my global career identity?” Recent research on professional identity development (Higgins & Dobrow, working paper) suggests that one’s identity becomes clearer over time as one experiments with trial identities, or “provisional selves” (Ibarra, 1999). Again, the pendulum has shifted toward self-awareness and identity. 

Once the individual “takes stock” and opts to remain with a particular role within an organization, he or she expends energy toward “settling in” to the new position; in essence, the person attempts to establish him- or herself in the new role. The individual exerts effort toward understanding the political and cultural facets of the organization and position, and gains information toward becoming effective. The pendulum in the establishment stage has swung toward action and adaptability. 

Finally, as one has mastered tasks and built the competencies necessary to succeed in a role, the individual in the mastery stage begins to contemplate his goals and values in light of excellence in a given role. He or she asks, “Who do I want to be next”? The pendulum metaphor is valuable in illuminating the role that self-awareness (identity) and adaptability (action) play throughout the learning cycle process. 
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Figure 2 – Developmental Networks and Career Learning Cycles
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Figure 1 – Career Learning Cycles & Career Transitions (from Hall, 1993).
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Table 1 – Career Cycle Learning Stages and Developmental Network Support




Figure 3 – Career Pendulum – Predominant Metacompetencies for each Learning Stage
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