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             Times Magazine 

I 
n this issue of the Studying and  
Self-Regulated Learning SIG Times 
Magazine, we share reflections on 
a special AERA annual meeting 

session co-sponsored by our sister SIG, 
Motivation in Education, and Division C, 
titled Keeping the Conversation Going: 
Next Steps in Theoretical Approaches to 
Understanding the Academic Motivation 
of Racially and Ethnically Diverse Students. 
At http://motsig.org/aera-2021/ there are 
videos by scholars who served on the 
panel at that session. Each video describes 
the potential for applying a theory of 
motivation when working with students 
from diverse backgrounds. 
  Participants in the session were 
Sandra Graham (attribution theory), 
Jessica DeCuir-Gunby (critical race theory), 
Allan Wigfield and Jacquelynne S. Eccles 
(situated expectancy value theory), 
Revathy Kumar (race and ethnicity), 
Timothy Urdan and Avi Kaplan 
(achievement goal theory), and Ellen 
Usher (social cognitive theory). 
  The contributors to this special 
issue have provided valuable insights and 
perspectives on how these established 
theories of motivation apply to the 
learning experiences of diverse students. 
For instance, Eleftheria Gonida reflects on 
the presentation by Wigfield and Eccles on 
situated expectancy value theory. With 
the inclusion of situated in the name of 
the theory, the role of cultural context is 
made salient as the theory is applied to 
understanding expectancies and values 
that motivate students.  

 Andy Katayama and Wes Venters 
discuss Kumar’s presentation on 
combining relevant theories to 
understand how they apply to students of 
different races and ethnicities. They 
highlight the roles of locus of control and 
attributions (both stable and unstable), 
which children acquire initially from their 
home life and culture. In order to work 
effectively with diverse students in the 
classroom, educators must understand 
these characteristics of their students.  
  As researchers and practitioners of 
self-regulated learning theories, we 
recognize the importance of motivation as 
a component of self-regulation. 
Individuals set goals for learning, use 
strategies to reach goals, metacognitively 
monitor progress, and reflect on what was 
learned and the learning process to 
improve future outcomes.  
  Yet, if we ignore cultural factors 
affecting those individuals or simply 
assume that everyone shares the beliefs, 
practices, and attitudes of a dominant 
culture, we do not find what works best 
for many of our students. It is essential to 
recognize and value ways of being and 
ways of knowing that are different from 
our own, and not to take the attitude that 
because they are different, they must be 
inferior. We can learn so much if we open 
our eyes and minds. 
  As an elementary school child, I was 
taught that America is a melting pot, 
which involves various cultures joining in 
and becoming assimilated to incorporate 
elements of each culture in a blending 
process that eventually results in the 
emergence of a new, relatively 
homogeneous culture. That analogy 
eventually fell out of favor, being replaced 
by the analogy of a salad bowl, 
recognizing the reality that diverse 
cultures co-exist in society and do not lose 
their unique identities even as they are 
integral parts of the society. 
  Concern for loss of cultural identity 
is not confined to America. For example, 
when I visited some family members 
overseas in the early 1990s, they shared 
their indignation about what they saw as a 
significant threat to their traditional 
culture. They were convinced that due to 
their country joining the European Union, 
they would be forced to give up some of 
their traditions to conform to the 
traditions held by other cultures. 
Fortunately, that did not happen. 
Preservation of cultural traditions is not 
something to be taken lightly. 
   
 

 I remember hearing a story about a 
teacher who insisted that a young girl in 
his class maintain eye contact with him 
when answering his questions. He 
reiterated this instruction over some time 
until the student complied without being 
reminded. The teacher was proud of how 
successful he had been in teaching this 
action to his student. That is, he was 
proud of himself until he had to face an 
irate parent. He learned that maintaining 
eye contact was a sign of rudeness and 
disrespect in that family’s culture. Several 
cultures have the same perception of eye 
contact. How many times might we have 
transgressed someone else’s cultural 
norms because of our ignorance? 
  As a person of mixed ethnic and 
racial background, I have an ambiguous 
cultural background. Some of my 
ancestors were Europeans who came to 
the western hemisphere by choice, some 
were kidnapped from Africa and 
transported here to endure the evils of 
slavery, and some were indigenous people 
already here who had their lands taken 
away and their way of life devalued. What 
is my cultural context?  
 Although I am not unique in my 
background, my cultural context may be 
unique to my extended family in terms of 
which practices and values of each culture 
we have retained in our particular 
combination. I am not entirely in tune 
with the cultures of any of the different 
ethnicities from which I am descended. As 
I seek to understand and appreciate the 
cultural contexts of my students and 
colleagues, I find both commonalities and 
differences compared to my worldview. 
  In a diverse group of people, there 
will be different social manners, family 
structures, traditions, expectations, rites 
of passage, and more. Whatever 
motivation and self-regulation theories we 
apply in our work with students or 
research participants, we must respect 
their personhood and acknowledge their 
social context. 
  Readers, I invite you to watch the 
videos at http://motsig.org/aera-
2021/ and read the reflections on these 
theories by the international scholars who 
contributed their insights to this issue of 
the Times Magazine. Ask yourself what 
you can do to recognize and honor the 
diversity of your students, research 
participants, and colleagues in your 
research and teaching of principles and 
strategies for self-regulated learning. 
Meet them where they are. 
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To view the videos, please visit http://motsig.org/aera-2021/ 

For questions about this special session, please contact Alison Koenka 
(koenkaac@vcu.edu) and Allan Wigfield (awigfiel@umd.edu). 
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Thoughts on “Expectancies and values in 
diverse students: What have we learned 
and where should we go next?” by Allan 
Wigfield and Jacque Eccles, AERA 2021 

invited session “Keeping the Conversation 
Going: Next Steps in Theoretical 

Approaches to Understanding the 
Academic Motivation of Racially and 

Ethnically Diverse Students” 
 

I 
 feel honored to share my thoughts 
on Allan Wigfield and Jacque Eccles’ 
presentation in the American 
Educational Research Association, 

Motivation in Education Special Interest 
Group, invited session on the academic 
motivation of racially and ethnically diverse 
students. Wigfield and Eccles presented 
their recently updated Situated Expectancy-
Value Theory (SEVT) concerning diverse 
students (Eccles & Wigfield, 2020). 

 
From EVT to SEVT 

Expectancy-Value Theory (EVT) has 
been highly influential for more than 40 
years and has tremendously advanced our 
understanding of the development of 
expectancies and values and their 
contribution to student achievement-
related choices and performance. 
Renaming EVT to SEVT was a response on 
behalf of the authors to critical voices 
about the less explicated role of culture in 
the model.  

The authors claim (and I agree with 
them) that the role of culture and cultural 
background was acknowledged at the 
outset of the EVT in all levels of the model, 
and they have further explicated how 

different aspects of culture are embedded 
into the EVT model (Tonks et al., 2018; 
Wigfield et al., 2004). Besides, research 
evidence from African American and 
Hispanic students as well as from students 
coming from different countries supported 
the EVT findings on predominantly White 
classes (Gutman et al., 2017; Nagengast et 
al., 2011; Sefevian, 2019; Wong et al., 
2003), contributed to our understanding of 
diverse students’ academic motivation, and 
provided significant recommendations for 
practice.  

 
SEVT Micro- and Macro-Levels 
SEVT emphasizes the impact of the 

context and cultural background on 
students’ expectancies and values at a 
macro-level. It is essential to know which 
and how culture-related factors influence 
the developing child’s motivational beliefs 
and subsequent choices, achievement and 
learning outcomes. This is particularly 
important for students from different 
ethnic, racial, and socio-cultural 
backgrounds, minorities, immigrant, and 
refugee groups, given that diversity has 
significantly increased nowadays, and more 
motivation research in racially and 
ethnically underrepresented students is 
needed.  

At the same time, the micro-level is 
also important, that is, the dynamics of a 
specific situation (e.g., a specific class with 
a particular composition of students, a 
specific instructor teaching a specific school 
subject at a certain time). This micro-level 
brings in the situative perspective since 
students and teachers are not only subject 

to general contextual influences, they are 
also part of the context, carry their 
personal histories, and their meaning 
systems are co-constructed within specific 
situations (Nolen et al., 2015).  

We need to understand students and 
teachers in a learning situation “as part of 
multiple, partially overlapping and socially 
constructed systems of meaning in which 
people do what they do” (Nolen, 2020, p. 
1). Both macro and micro levels are 
essential to better understand student 
motivation and achievement-related 
outcomes and support all students, 
especially those from diverse groups that 

have been historically marginalized. 
Combining the approaches and 
methodologies in research and 
interventions and being open to the other 
voice would be a promising, albeit 
challenging, next step. 

 
SEVT Historical Context 

Another step would be to consider 
the time and the specific historical context. 
We live in a changing and uncertain world 
that challenges our capacity to cope with 
change and adversity. Students and 
teachers (parents, as well) face several 
challenges in coping with uncertainty and 
adapting to new educational and societal 
settings either as individuals or as contexts 
for others (Gonida & Lemos, 2019).  

Factors such as migration and 
population mobility, socioeconomic 
downturns, and the recent COVID-19 
pandemic challenge student motivation to 
learn, grow and accomplish academic goals. 
Students coming from ethnic/racial groups 
and low socioeconomic backgrounds are 
more likely to face increased adversities 
during such times (e.g., migrant/refugee 
status, digital poverty) that undermine their 
expectancies for success and task values 
(Wigfield & Gladstone, 2019) and may 
further increase stigma and alienation from 
school. 

Teachers working in unprivileged 
schools also need to overcome multiple 
setbacks which undermine their own 
motivation. It is essential to support 
teachers to become aware of the role 
societal change plays in their profession as 
well as of the role they are expected to play 
in such a change. Such a support could 
broaden teachers’ professional identity, 
create awareness of their responsibilities 
related to student motivation in diverse 
classrooms, and build adaptive learning 
environments for all students, especially for 
the most vulnerable ones (Gonida & Lemos, 
2019).  

Strengthening student motivational 
beliefs in authentic learning environments 
should be acknowledged as a pathway to 
resilience to cope with adversity, which is 
inherent in our world nowadays. 

 

Upon request, references  
are available by contacting  

Eleftheria N. Gonida (gonida@psy.auth.gr) 
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E 
llen Usher initiates a 
conversation regarding 
Bandura’s social cognitive 
view of motivation on 

academic performance, focusing on 
whether his theory embraces the 
experiences of racially and ethnically 
diverse students.  
 Usher discusses the generalization 
of Bandura’s social cognitive theory (SCT) 
in a cultural context with references to 
his 2002 article (Bandura, 2002). 
 Bandura’s SCT explains behavior in 
terms of a triadic dynamic and reciprocal 
interaction of the environment, personal 
factors, and behavior. The interaction 
between the three factors will differ 
based on the individual, the particular 
behavior and the specific situation in 
which the behavior occurs (Bandura, 
1986).  
 Self-efficacy is a critical personal 
process that has been linked with 
motivation. Central to SCT is the human 
agent, the individual who impacts self-
development, adaptation, and change.  
There is much research on the role of 
culture in the formation of self-efficacy 
beliefs. Usher states that most studies of 
self-efficacy beliefs examine differences 
by racial or ethnic groups.  
 Klassen’s (2002) review of the 
research from 1991 through 2002 
demonstrated cross-cultural differences 
in self-efficacy beliefs between groups 
and demonstrated that self-efficacy 
beliefs played a strong role in the 
motivation of non-Western groups.  
 Ahn, Usher, Butz, and Bong (2016) 
examined sources of self-efficacy gleaned 
from modeling and feedback among 
students. Findings reveal that self-
efficacy information is interpreted and 
evaluated differently across cultures and 
is dependent on who delivers the  
efficacy-relevant information.    
 Having laid the foundation of 
Bandura’s social cognitive theory and a 
sample of studies examining the role of 
self-efficacy in motivation across 
cultures, we turn our reflection to the 
influence of motivation and self-efficacy 
beliefs inherent in SCT on achievement 
among diverse students. We reflect 
through the lens of our practices in 
college student affairs and instruction. 
 Bandura’s social cognition, self-
regulation, and motivation theories still 

reflect college student life, 
extracurricular activities, and social 
interactions.  
 In higher education’s complex and 
high-stakes environment, these 
theoretical underpinnings remain 
important and can drive both theory and 
practice in the service of college students 
in 2021. Bandura’s perspectives on goal 
setting, self-efficacy and self-regulation 
should guide how institutions work with 
students. As an example, discussing the 
importance of goal setting can be an 
opportunity to better guide students 
toward personal success (Bandura, 
1991).  
 Institutions should work toward 
helping students set appropriate goals 
that motivate quality work and 
experiences. In this same vein, colleges 
and universities must help students 
accurately attribute success or failure to 
their actions while remaining consistent 
with the standards expected as members 
of a learning community.   
 It would be fascinating to hear 
Bandura’s thoughts and commentaries 
on the world today, especially on the 
impacts of a global pandemic and a 
reckoning on racial justice. Indeed 
Bandura (1991, 1998) provided infinite 
wisdom ahead of these challenges and 
movements.  
 Bandura (1991) warned of 
significant depression for those who did 
not have the self-efficacy or ability to 
develop social relationships (social 
distancing/remote learning) and the 
debilitating effect of stressors resulting 
from concerns over personal health 
(1998).  
 Additionally, his writings on 
disengagement of internal control 

concerning poor moral decision-making 
could serve as a central focus for 
discussions on diversity and inclusion. 
Sadly, Bandura (1991) anticipated the 
dangers of sanitizing detrimental 
verbiage and how individuals lacking self-
regulation may lead to the moral 
justification of reprehensible actions.  
 Can we, as instructors, encourage 
and foster cognitive processes to inform 
self-efficacy beliefs of racially and 
ethnically diverse students to promote 
equity in education? Usher brings us 
back to the human agent at the center of 
the triadic model via an example of an 
African American woman. She considers 
various personal, environmental, and 
behavioral processes that impact her 
actions. This is today’s student, one who 
may live with an extended family or has 
cultural norms different from classmates. 
 This student lives in a global 
community connected by access to 
information and resources. “Although 
efficacy beliefs have generalized 
functional value, how they are developed 
and structured, how they are exercised, 
and the purposes to which they are put, 
vary cross-culturally” (Bandura, 2002, p. 
273).  
 The social cognitive tenets of 
personal agency and empowerment to 
chart one’s course are as meaningful 
today as they were in 1986. We 
encourage instructors and student affairs 
groups to open conversations with 
students about the power of their agency 
in achieving their goals. 
 

 
Upon request, references are available by 

contacting Linda J. Sturges 
(lsturges@sunymaritime.edu) 
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Revisiting Bandura’s Social 
Cognitive Model in 2021 
Linda J. Sturges & William J. Imbriale  
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A 
fter viewing the video 
of Revathy Kumar’s 
presentation on 
theoretical frameworks 

to study Race and Ethnicity for 
Division C and Motivation in 
Education SIG at AERA 2021, we 
certainly agree with her concluding 
statement “no single theory can 
answer all the questions relating to 
motivation of racially and 
ethnically diverse students.”  
 First, since these 
characteristics seem to affect 
academic achievement differently 
based on cultural, racial, ethnic, 
and gender differences, 
complementary research 
perspectives are needed to take a 
closer look at academic 
achievement.  
 Second, we appreciate the 
target population of middle school 
children from minority groups that 
Kumar interviewed in her earlier 
studies.  
 The stories of the culturally 
diverse students were powerful in 
detailing the experiences of 
cultural dissonance between home 
and achievement at school. We 
would assert that this is true for 
most middle school children, 
especially those from culturally 
diverse groups.  
 The need to “fit in” may be 
magnified well beyond their peers. 
Further, both students and 
teachers in the “majority” simply 
cannot understand this dissonance 
unless they are part of that culture 
(i.e., socially integrated). In our 
reflection on Kumar’s presentation 
on racially diverse students, we 
offer a complementary perspective 
that considers Julian Rotter’s Locus 
of Control Theory and Bernard 
Weiner’s Attribution theory 
associated with the academic 
motivation of diverse students.   
 

Locus of Control 
 Rotter’s theoretical 
framework (Rotter, Liverant & 
Crowne, 1961) is represented by 
the belief that one can control 
events by one's efforts (internal 
locus) or that the future is 
determined by outside forces 
beyond one's control (external 
locus).  
 People with an internal locus 
of control are inclined to take 
responsibility for their actions, are 
not easily influenced by the 
opinions of others (cultural norms), 
and tend to do better at tasks 
when they can work at their own 
pace.  People with an external  
 

locus of control tend to denounce 
outside circumstances for their mistakes 
and credit their successes to luck rather 
than to their efforts, even when that 
may not be true (Rotter, 1966). While 
children acquire the tendencies toward 
internal or external loci at school or 
other social settings, it is more often the 
case that they pick up these tendencies 
at home (Nowicki & Strickland, 1973). 
 

 Attribution Theory  
 Attribution theory is concerned 
with how individuals interpret events 
and how this relates to their thinking 
and behavior. Heider (1958) was the 
first to propose a psychological theory 
of attribution, but Weiner and 
colleagues (Weiner, Heckhausen, Meyer 
& Cook, 1972) developed a theoretical 
framework that can be applied to 
motivational factors among diverse 
students.   
 Attribution theory assumes that 
people try to determine why people do 
what they do (i.e., cultural and parental 
expectations). There is a strong 
relationship between self-concept and 
achievement. Weiner (1979) suggests 
that the most common attributes are 
learned at home in achievement-related 
settings and fall under four categories: 
ability, effort, task difficulty, and luck. 
 Ability and effort represent an 
internal locus of control, while task 
difficulty and luck represent an external 
locus of control. Similarly, ability and 
task difficulty are stable attributes, 
while effort and luck are unstable 
attributes. It is feasible that some 
cultures may value and even practice 
more stable or unstable attributes more 
than other cultures.   
 

Conclusion 
 In our reflection, both locus of 
control and attribution theories provide 
tenable approaches to the academic 
motivation of racially and ethnically 
diverse students as we expand the 
scope of the original theories.  
 Further research identifying how 
these and other characteristics work 
together to influence student 
performance among diverse learners 
would greatly help educators determine 
what characteristics are empirically 
relevant in the classroom environment. 
 By keeping the discussion moving 
forward, educational researchers will 
pave the way for the next generation of 
ethnically and racially diverse learners 
to be motivated and achieve higher 
levels.     
   
Upon request, references are available 

by contacting Andy Katayama 
(andrew.katayama@usafa.edu). 
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and Attribution 

Theories 
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Department at the U.S. 
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self-regulated learning, assistive technology in 
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Counseling (w/MFT) from Webster University, 
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Keeping the  
Conversation 

Going 

 

Helen M. G. Watt 

“Because attribution theory outlines stages along healthy versus maladaptive 
pathways from success or failure to behavioral outcomes, in that sense, it is 
an efficient theory. The apparent consequences and underlying reasons at 

each stage can help to frame and focus researchers’ empirical studies, guide 
educators’ and administrators’ thinking about how to make changes, and 

offer language and concepts to help us collectively work towards an 
education system that is safe and supportive for ALL students.”  

Helen M. G. Watt 
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Times Magazine 

 

M 
otivation in Education SIG/
Division C co-sponsored a 
special invited session at 
AERA 2021, Keeping the 

Conversation Going: Next steps in 
theoretical approaches to understanding 
the academic motivation of racially and 
ethnically diverse students.  
 Distinguished Professor Sandra 
Graham is Presidential Chair in Education 
and Diversity at UCLA, whose research is 
focused on studying academic motivation 
and social development in children of 
color, particularly in school contexts that 
vary in racial/ethnic diversity. Her 
presentation titled, “Can attribution 
theory center the study of racial/ethnic 
diversity?” is available at: https://
youtu.be/kcL51ZGNrKE.   
 Graham’s work is underpinned by 
attribution theory, with practical 
relevance for teachers, school 
administrators, parents and students 
themselves.  
 

Attribution Theory  
 Contemporary attribution theory 
delineates the pathways connecting 
individuals’ responses to unexpected, 
negative or critical outcomes for 
themselves or others. If intrapersonal, 
most commonly, they attribute the cause 
to ability or effort, or lack thereof. Causal 
attributions differ on underlying 
dimensions of the locus (internal vs. 
external to the individual), stability and 
control.  
 Ability is internal and commonly 
regarded as stable and uncontrollable, 
although it can instead be considered 
unstable and controllable by those who 
hold an ‘incremental’ theory about 
intelligence.  In turn, these causal 
dimensions have psychological 
consequences. Failure attributions to 
internal causes erode pride and self-
esteem; controllable causes lead to shame 
and guilt, and stable causes lead to 
reduced expectancy of future success. 
 In contrast, successes attributed to 
internal causes promote pride and self-
esteem; controllable causes produce 
future helping behavior; stable causes 
increased expectancy of future success. 
These psychological consequences affect 
individuals’ achievement strivings, 
choices, latency and task persistence. 
 For interpersonal outcomes, the 
underlying causal dimensions are 
controllability and thus responsibility, 
versus uncontrollability which connotes 
no responsibility. These elicit 

psychological consequences of anger 
versus sympathy, leading to behavioral 
consequences of neglect, punishment and 
retaliation, versus helping behaviors.  
 Although PsycINFO identified 6,300 
articles drawing on attribution theory over 
40 recent years (1978-2018), fewer than 
100 of them or 1.5%, had race or ethnicity 
as their focus. This does not mean that 
attribution theory has not a great deal to 
offer in conceptualizing, framing and 
guiding research into these issues, as 
Graham’s work demonstrated in four lines 
of her research. 
 

Graham’s Four Lines of Research 
1. Wise teacher feedback to vulnerable 
ethnic minoritized youth. Teachers are 
powerful influences on students’ 
attributions. They can inadvertently 
promote students’ maladaptive 
attributions of failure to the low ability by 
offering sympathy after failure, unsolicited 
help, and too much praise for easy tasks. 
 Well-meaning teachers may be 
more likely to do this with vulnerable 
ethnic minoritized youth to support their 
self-esteem, but this can backfire to 
communicate teacher beliefs of low 
ability. “Wise feedback” based on the 
principles of attribution theory instead 
communicates “you can do it,” gives 
meaningful praise, and provides critical 
feedback to help students succeed in the 
future. 
 
2. Social skills for Black males labeled as 
aggressive. African American males are 
more likely to be labeled as aggressive and 
overrepresented among academically 
disengaged youth or involved with the 
juvenile system. Stigmatized beliefs make 
teachers (and others) more prone to a 
hostile attribution bias, being quick to 
assign blame and retaliate rather than 
offer support.  
 Graham and her colleagues 
designed and evaluated an intervention to 
address unconscious attributional biases 
targeting teachers’ responsibility 
attributions, which led to reduced teacher 
labeling and increased success for Black 
male students. 
 
3. Racial disparities in the juvenile justice 
system. Unconscious stereotypes among 
police and other enforcers regarding links 
between race and violence instigate 
conscious processes, including anger, 
punishment, and lower expectation of 
adequate rehabilitation, reinforcing racial 
disparities in the juvenile system. 

Targeted programs addressing 
unconscious biases with Black victims and 
perpetrators can change these 
maladaptive attributions. 
 
4. Coping skills for victims of 
bullying. Victims of bullying tend to adopt 
a maladaptive self-blaming pattern that 
reinforces their victimization. These 
attributions can be retrained to improve 
their coping skills. 
 
 Motivation ‘forefather’ Kurt Lewin 
(1890-1947) was famously quoted as 
saying, “There is nothing so practical as a 
good theory,” and George Kelly (1905-
1967) referred to “Every good theory has 
a focus and range of convenience.” That 
is, the focus for which it was designed 
(e.g., to understand the psychological and 
behavioral consequences of causal 
attributions) and the range of contexts in 
which it can be fruitfully applied, such as 
the four important lines of research 
illustrated by Graham.  
 Because attribution theory outlines 
stages along healthy versus maladaptive 
pathways from success or failure to 
behavioral outcomes, in that sense, it is an 
efficient theory. The apparent 
consequences and underlying reasons at 
each stage can help to frame and focus 
researchers’ empirical studies, guide 
educators’ and administrators’ thinking 
about how to make changes, and offer 
language and concepts to help us 
collectively work towards an education 
system that is safe and supportive for ALL 
students.   
 
Helen M. G. 
Watt, PhD, is a 
Professor of 
Educational 
Psychology at 
The University 
of Sydney, and 
previously 
served at 
Monash, 
Michigan, 
Western 
Sydney, 
Sydney, and 
Macquarie Universities. Watt is a 
motivation researcher whose projects 
address declining participation in 
advanced sciences and mathematics, 
especially by girls (www.stepsstudy.org), 
and the engagement and wellbeing of 
beginning teachers (www.fitchoice.org). 
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E 
llen Usher’s talk, “A social 
cognitive theory of motivation,” 
examines how the triadic 
reciprocal causation model 

addresses the experiences of ethnically 
and racially diverse students. She 
emphasizes that fundamental concepts 
of social cognitive theory, such as self-
efficacy, cannot be discussed in general 
terms, as they are deeply contextualized, 
being shaped by the dynamic interaction 
of personal, behavioral and 
environmental factors.  
 Usher concludes by saying that 
although it is a universal theory of 
motivation, a social cognitive theory is 
not inconsistent with a cultural plurality 
or that the predictive models we 
investigate may look different under 
different circumstances and (cultural) 
contexts.  
 

Self-Efficacy and  
Self-Regulated Learning  

 As psychologists studying self-
regulated learning and motivation in 
Japan, we found this talk enlightening 
because it reminded us of the 
importance of context. Self-regulation 
theorists have long highlighted the need 
for a culturally sensitive approach when 
importing theories proposed and 
validated in Western contexts to other 
cultural contexts (Akiba, 2012; Olaussen 
& Braten, 1999).  
 When discussing self-regulation, 
self-efficacy or motivation, we should 
start by a growing awareness of the 
power of context. For example, the 
challenges and opportunities 
encountered by ethnically and racially 
diverse students in a diverse cultural 
context such as the United States may 
differ significantly from those in a 
cultural context such as Japan, where 
diversity is yet to be acknowledged and 
embraced.  

 
Diversity and COVID-19 

           While Japan is still considered a 
mostly ethnically homogenous culture, 
recent years have seen a spike in 
international students who come to 
Japan to study (Ministry of Education, 
Culture, Sports, Science and Technology, 
2021). Nonetheless, this recent trend 
toward increasing diversity, especially in 
higher education, has been halted by the 
COVID-19 related travel restrictions, 

bringing to our attention another 
contextual factor that continues to 
influence students’ experiences today: 
the pandemic.  
 In Japan and worldwide, concerns 
have been raised about the 
disproportionate effect of COVID-19 
among ethnic/racial minorities and other 
vulnerable populations (Kawaoka et al., 
2021; Slater, 2020; White et al., 2021). 
The pandemic has also increased racism, 
especially against Asian backgrounds in 
the United States (Chen et al., 2020) and 
against foreigners in general, in Japan 
(Yamagata et al., 2021).  
 Overall, the pandemic might have 
amplified the existing gaps among 
minority/vulnerable students and the 
majority, thus calling for targeted 
interventions.  
            

COVID-19 and Students Learning 
 The pandemic also changed how 
students learn. While online learning had 
been used even before the pandemic, 
lockdowns and restrictions forced most 
schools to switch rapidly from face-to-
face to online education without much 
time to prepare.  Many teachers and 
parents expressed concern that online 
education could enlarge the existing 
achievement gaps between minority and 
majority students (Bayrakdar & Guveli, 
2020) because of a lack of sufficient 
resources (e.g., good internet 
connection) among low SES minority 
students.  
 Research shows that even though 
students may experience a drop in self-
efficacy after implementing emergency 
remote learning, teacher interventions 
can help students regain self-efficacy 
beliefs (Camfield et al., 2021). 
Furthermore, remote education also has 
numerous benefits, especially among 
minority and vulnerable populations. For 
example, children with 
neurodevelopmental disorders 
experienced less bullying during remote 
education (McFayden et al., 2021).  
 Staying at home may provide a 
respite from several social pressures, 
thus decreasing social anxiety (Hawes et 
al., 2021). In addition, as the Aptitude 
Treatment Interaction model suggests 
(Snow et al., 1965), some students, such 
as those with anxiety, may feel more 
comfortable studying at home 
(Abramson, 2021).  

Conclusion 
           Social cognitive theory teaches us 
that human behavior is richly 
contextualized; our role as educators and 
researchers is to keep the context in 
mind and go beyond group differences 
when discussing the experiences of 
ethnically and racially diverse students. 
 Only by taking into account 
personal, behavioral and environmental 
factors shaping diverse students’ 
motivation can we accurately describe 
our students’ experiences and prepare 
culturally sensitive interventions to 
support their self-efficacy, self-regulated 
learning, achievement, and healthy 
development.  

 
Upon request, references are available 

by contacting Daisuke Akamatsu 
(daisuke38akamatsu@gmail.com) 
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A 
chievement goal 
theory (AGT) is a 
foundational perspective in 
motivation research that 

distinguishes between different types of 
goals students adopt, which are theorized 
to predict their academic behaviors 
(Maehr & Zusho, 2009).   
 According to AGT, students adopt 
two overarching goal orientations in the 
classroom: (1) mastery goal orientation, 
or a desire to learn deeply; and (2)
performance goal orientation, or a desire 
to demonstrate one’s competence to 
others (Urdan & Kaplan, 2020; 2021).  
 In Urdan and Kaplan’s (2021) AERA 
presentation and in the synchronous 
discussion with other scholars that 
followed (Koenka & Wigfield, 2021), 
Urdan and Kaplan made noteworthy 
recommendations on the extent to which 
AGT acknowledges and addresses the 
experiences of racially and ethnically 
diverse students and discussion with 
scholars representing multiple theoretical 
perspectives.   
 

Implications for Conducting Work that 
Centers Diversity, Equity, and Inclusion  

           Urdan and Kaplan’s (2020; 2021) 
recommendations for future AGT work 
have promising implications for 
conducting equity-focused research.  
 First, as Urdan and Kaplan note, two 

core constructs -- culture and ethnicity 
-- are central to the original approach 
to which they advocate returning.  

 Second, we are also especially excited 
about the authors’ advocacy for 
returning to a systems view of AGT, 
given its acknowledgment of the 
inextricable connection between an 
individual student’s motivational 
beliefs and the broader context -- 
including, the broader historical 
context. That is, along with Nolen 
(2020) and many other scholars’ views 
expressed in the AERA discussion 
(Koenka & Wigfield, 2021), we view 
this contextualized approach as crucial 
for centering and celebrating the 
experiences of youth who have been 
understudied and minoritized.  

 Third, we are encouraged by Urdan 
and Kaplan’s (2021) call for scholars to 
(a) reassess how achievement goals 
are defined and (b) consider what 
consequences emerge for students 
when the dominant definition of 
“academic success” is at odds with 
one’s culture. The latter appears to 

align closely with Kumar et al.’s (2018) 
call for scholars to incorporate cultural 
cost into their models.  

 Taken together, Urdan and 
Kaplan’s (2020; 2021) recommendations 
present a promising and useful 
springboard for scholars who wish to 
draw from AGT to conduct equity-focused 
work. 
 

Next Steps for AGT-Guided,  
Equity-Focused Research  

            How might AGT scholars practically 
apply Urdan and Kaplan’s (2020; 2021) 
recommendations? Drawing from Urdan 
and Kaplan (2021) and the other scholars 
who contributed to the panel (Koenka & 
Wigfield, 2021), we outline four 
recommendations for doing so.  
• First, we encourage scholars to 

consider their positionality at all 
stages of the research process: how, 
for example, might the first author of 
this article’s identity and experiences 
as a white, cisgender, woman inform 
the questions she asks, how she 
interacts and influences student 
participants during data collection, 
and how she interprets the findings?  

• Second, after recognizing one’s 
positionality and its accompanying 
blind spots, we recommend (a) 
educating oneself to address blind 
spots and (b) building a research team 
that represents multiple demographic 
identities and lived experiences (see 
Kumar et al., 2015 for an excellent 
example of thoughtfully building 
diverse research teams).  

• Third, Urdan and Kaplan (2020) 
acknowledged the centrality of culture 
and ethnicity in a systems view of 
AGT; however, inspired by recent 
equity-focused scholarship (e.g., 
DeCuir-Gunby & Schutz, 2014; Kumar 
et al., 2018), we suggest going one 
step further and explicitly defining 
race, culture, and ethnicity.  

• Fourth, consistent with enduring (e.g., 
Graham, 1992) and recent 
recommendations by Matthews and 
others taking part in the symposium 
(Koenka & Wigfield, 2021), we view 
recruiting racially homogeneous 
samples and representative of 
understudied and minoritized 
populations as extremely important 
for amplifying these students’ voices 
and gaining a deeper insight to their 
experiences.  

 

Conclusion 
 Especially in the service of re-
examining “classic” definitions of core 
AGT constructs, we echo Urdan and 
Kaplan’s (2021) recommendation to use a 
more diverse set of methodologies, and 
multiple panelists’ enthusiasm for 
implementing cognitive interviewing 
procedures in particular.  
 Earlier AGT work using cognitive 
interviewing to assess students’ 
definitions of achievement goal 
constructs hints at the promising insight 
that this approach will yield (Urdan & 
Mestas, 2006).  
 Although the next AERA Annual 
Meeting is still six months away, we are 
already excited to learn how scholars 
have continued the momentum for 
conducting AGT-guided research that 
centers and celebrates understudied 
youth’s motivational experiences. 
 

 
Upon request, references are available 

by contacting Alison C. Koenka 
(koenkaac@vcu.edu) 
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J 
essica T. DeCuir-Gunby sharing 
her personal experience to 
frame her analysis and 
message made me feel I 

should share my own in support of her 
conclusions. As a young person, I was 
placed in programs that cut me off 
from almost all potential Black 
classmates, despite growing up in the 
diversity of New York City. 
 I had to find my alternative 
education through classic Hip-Hop 
music by Public Enemy, Paris, and 
others, and literature subsequently 
read in an optional African-American 
Literature class I took in high school 
(including Invisible Man by Ralph 
Ellison, Their Eyes Were Watching God 
by Zora Neale Hurston, The 
Autobiography of Frederick Douglass, 
and Cane by Jean Toomer). 
 DeCuir-Gunby describes critical 
race theory (CRT) as placing race 
central in understandings of how our 
society operates. This will be 
distasteful to many white folks – they 
will think, surely, that race is just one 
of many factors and does not require 
extra attention. Nevertheless, that is 
precisely why it is necessary.  
 We live in a society where the 
history lessons, scientific findings, 
English literature, and all else have 
been made in the image of those it 
serves – the dominant in-power white 
population.  
 Black people and people of color 
do not have the luxury to pretend our 
society is color-blind. In turn, it is 
crucial to keep in focus how these 
realities constitute institutional racism 
affecting people’s personal lives, which 
occurs whether or not individuals 
consider themselves racist.  
 If equality is the greatest maxim 
of this society, freedom for all, then 
the chaining of Black people (past and 
present) is the most significant 
evidence of its hypocrisy. This is where 
DeCuir-Gunby’s pointing out of the 
positivity inherent in CRT is most 
powerful. The relieving of our society’s 
hypocrisy regarding equality would 
thus create the greatest argument for 
America as a truly great society. 
 This goal will only be seriously 
pursued through rooting through all of 
our history and findings (for us, within 
the purview of educational psychology) 
and centering race in all of it, as  
DeCuir-Gunby explains.  
 Researchers need to take all of 
our established findings and theories 
and examine them for cross-cultural 
validity. Not only that, but some of our 
very methods of performing research 
are deeply drawn from white-centric 
ways of thinking. For example, Wong 

(2021, p. 31) summarizes work on how 
citations of referenced research could 
be made more inclusive, considering 
that knowledge within many groups 
outside the Western hegemony relies 
on “[referencing] through an ethics of 
relationality,” which honors 
intergenerational collectivities of 
people who think about ideas rather 
than citing authors based on elitist 
judgments of their value and 
“legibility” (quotes Wong’s) or their 
prior recognition/amount of times 
cited in the white-centric gated 
libraries/archives. 
 DeCuir-Gunby’s presentation is 
seen to share the fundamental reasons 
why critical race theory is crucial to our 
research going forward. Racial issues 
will not disappear just because those 
in power say that all is well.  
 Past injustices have left echoes 
and themselves have been  
re-perpetuated over the generations. 
The sooner we use our research to 
recognize reality and do our part to 
disassemble false narratives and 
replace them with ones that solve the 
inequities, the sooner we can have a 
society that lives up to the maxims it 
claims to cherish. 
 

Reference 
Wong, C. P. (2021). The wretched of 
the research: Disenchanting Man2-as-
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research. Review of Research in 
Education, 45(1), 27-66. https://
doi.org/10.3102/0091732X21990609 
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Abstract 
“Using a Critical Race Theory lens, we 

explored how African American 
professionals in both HBCUs and PWIs  

(4-year and 2-year institutions) 
experienced and coped with racial 

microaggressions. The participants in this 
study included fifteen African American 

instructors/professors and administrators. 
Despite the type of institution, the 

emerged themes from interviews indicated 
that participants experienced an array of 

racial microaggressions. In addition, many 
participants addressed race-related stress 
experienced in the workplace by engaging 
in both adaptive and maladaptive coping 
strategies. Implications are provided to 

discuss the impact that racial 
microaggressions has on African Americans 

in the higher education workplace.”  
 

Conclusion 
“Racial microaggressions are prevalent and 
impact the daily lives of African Americans 
in higher education. The findings from this 

study send the message that the higher 
education system and institutions within it 
are not immune or devoid of racism simply 

because there is an African American 
presence within the faculty and staff 
makeup. As such, it is imperative that 
African Americans utilize appropriate 

coping strategies in order to avoid  
race-related stress.”  

 

DeCuir-Gunby, J. T., Johnson, O. T., Womble Edwards, 
C., McCoy, W. N., & White, A. M. (2020). African 

American professionals in higher education: 
experiencing and coping with racial 
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T 
he expectancy-value theory of 
motivation proposed by 
Wigfield and Eccles states that 
the expectancies and values of 

a student impact their academic 
motivation. The theory also discusses the 
influences on students’ motivation in the 
academic setting by stating that both the 
self-perceptions and self-interpretations 
of a student and their culture and 
environment (e.g., the role of gender and 
sex roles, teacher support) affect 
students’ academic motivation.  

Of the motivational theories, this is 
one that strictly focuses on students’ 
academic motivation in a school setting 
and points out that as a result of cultural 
diversity, students’ academic motivation 
will vary greatly. In the United States, 
where each classroom has become a 

blend of at least ten different cultures, 
recognizing its influence on motivation 
has become increasingly important for 
teachers.  

Teachers can benefit directly from 
learning about this theory as it allows 
them to understand the complexity of 
the influences of academic motivation 
and how each student's cultural 
background, self-perceptions, and self-
interpretations affect their academic 
motivation. 

The expectancy-value theory can 
be applied in many contexts. As an 
educator, my focus is on the classroom 
setting. When we teachers attempt to 
motivate our students successfully, our 
goal is to find the best method for each 
student, and the expectancy-value 
theory of motivation allows us to do so. 
As educators in current times, we 
constantly discuss the effects of culture 
on our students’ learning, and as they 
are learning, they are searching for ways 
to be motivated.  

Since many cultures influence our 
diverse student population, and it would 
take an extensive amount of teachers’ 
already limited time to learn about them 
all, it would be beneficial to understand 
the influence of culture on students' 
lives. The key to applying this theory in a 
school setting is to utilize the tools 
teachers have at their disposal: 
conversations with students and their 
families when possible.  

This theory allows for a deeper 
conversation of what truly motivates 
students in the school setting by using 
culture and students’ self-perceptions 
and self-interpretations as a tool, thus 
allowing for more meaningful 
motivational strategies to be formed.  

The application may seem 
daunting because of how much 
discussion is involved when working with 
a student to allow this theory to be 
successful. However, when executed, the 
expectancy-value theory of academic 
motivation can have positive outcomes 
for students. 

Using this motivational theory 
might seem counterintuitive in higher 
education, yet it still has its place in 
understanding how students can be 
motivated. During my career as an 

educator, there were times when I had to 
tap into the expectancy-value theory to 
find ways to motivate students who have 
strong cultural influences on their 
motivation. I appreciated the cultural 
diversity of my classes.  

I recognized that, for example, a 
student whose cultural background is 
from the continent of Asia might need to 
be motivated differently than a student 
whose cultural background is from any of 
the Latin American countries. This 
diversity in my college students also 
shows that self-perceptions and self-
interpretation are also dependent upon 
culture.  

As someone who identifies 
strongly with their Armenian roots, I 
have deeply felt the impacts of the 
Armenian mentality on academics, 
resulting in high academic motivation, 
self-perception, and self-interpretations. 
Since my cultural background is part of 
my academic motivation, as discussed 
through the expectancy-value theory, it 
allows me to be a more understanding 
educator who can better apply this 
theory of motivation to my classroom.  

In the ever-diversifying United 
States’ educational system, the influence 
of culture on motivation and learning 
needs to be recognized and understood. 
There might not be many theories that 
take culture into account, but the 
expectancy-value theory hits the mark. 
Not only do Wigfield, Eccles, and all the 
other theorists involved in this theory 
make such an impact in motivational 
theories, they connect culture to 
motivation and allow us, educators and 
professionals, to utilize such a string 
theory in our lives. 
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“During my career as an educator, 
there were times when I had to tap 
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find ways to motivate students who 
have strong cultural influences on 
their motivation.” Nevair Oranjian 
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S 
andra Graham’s 
presentation Can Attribution 
Theory Center the Study of 
Racial/Ethnic Diversity? 

addresses the titular question by 
connecting attribution theory to race, 
walking us through a few ways in which 
attribution theory can frame discussions 
focusing on issues surrounding racial/
ethnic minority youth. 
           Graham opens with a surprising 
statistic regarding the research on 
attribution: only about 1.5% of the 
literature found in PsycINFO on 
attribution theory squared the 
discussion in the context of racial/ethnic 
diversity. I bring up the significance of 
attribution with undergraduate teacher 
candidates (going into secondary 
education) in my courses each semester, 
precisely when we talk about what kinds 
of feedback may be most beneficial for 
their students.  
 I was surprised to hear how such a 
small percentage of the literature focuses 
on race because, anecdotally, racial 
diversity is something my students seem 
to connect to attribution right away. I feel 
these future practitioners would have no 
difficulty tracing the dots connected by 
Graham, and hopefully, we see research 
discourse direct more attention this way, 
too. 
           The presentation provides an 
excellent overview of attribution theory, 
visually straightforward and concise—
easy to share with busy educators. The 
attribution process starts with an 
outcome (success or failure) and 
branches off into effects. When the result 
leads an individual to search for the 
causal antecedent of the outcome, 
attribution takes place.  
 Possible attributions could be 
described as either intrapersonal (e.g., 
ability, effort, luck) or interpersonal (e.g., 
social status, perception of one’s physical 
appearance, personality). These 
attributions are often described by the 
three dimensions of (1) locus—is the 
outcome being attributed to something 
internal or external?—(2) stability— is 
the attribution consistent?—and 
(3) control—how much control did the 
individual have over the causal 
attribution?  
 Each of these has psychological 
consequences (e.g., pride, guilt) that will, 
in turn, lead to behavioral consequences 
(e.g., choice, persistence). Perhaps more 

interestingly, the explanation of 
attribution theory continues onto 
interpersonal attributions.  
 The dimension of control is 
explored in terms of whether or not 
others are perceived as responsible for 
something done within or out of their 
control. Similarly, there are psychological 
consequences when attribution lands on 
someone else (e.g., anger, sympathy) and 
results in other behavioral consequences 
(e.g., punishment, help, retaliation). 
           Teacher feedback comes into play 
when a student is looking for the causal 
antecedent that led to an outcome of 
success or failure—e.g., “try harder” may 
point the student towards attributing an 
outcome to the level of effort put into an 
assignment.  
 Graham highlights a significant 
point in how offering a student sympathy 
when they experience failure, unsolicited 
help when it is not needed, or too much 
praise for an easy task are common 
teacher responses that the student could 
interpret as an indication that their 
ability level is on the lower end. 
 Teachers must hold students to 
high (though reasonable) standards, 
giving them opportunities to succeed in 
challenging tasks and accurately attribute 
their outcomes. Many teachers may “go 
easy” on students to avoid adverse 
effects on self-esteem or self-efficacy, 
and in doing so, mistakenly send the 
wrong signals for attribution. 
           Graham digs deeper, relating 
hostile interpersonal attribution biases to 
resulting aggressive behavior—the kind 
of behavior disproportionately associated 
with African American male youth as 

reported by teachers. For teachers, 
careful attention not to reinforce existing 
stereotypes becomes necessary in 
breaking cycles of negative attribution, 
aggressive behavior in response, and 
further stereotype development.  
           Luckily, my classes have yet to get 
into our discussions on motivation and 
feedback this semester, so I am looking 
forward to mixing in Dr. Graham’s points 
on how attribution plays out within the 
context of diversity. It will spark a good 
conversation, and I am looking forward 
to what our teacher candidates will have 
to say in response.  
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Representative Research  
“Attribution theory is concerned with why 
outcomes occur such as Why did I fail the 

exam? like the thought experiment above or 
Why are they picking on me? (Weiner, 1986, 

2018; see Graham, 2020 for a review). 
Although we focus on achievement in this 

article, attributions are relevant to the social 
as well as the achievement domain. Both 

questions concern failure because 
individuals are more likely to ask why after 

failure than success and when they are faced 
with unexpected or unusual outcomes 

(Stupnisky et al., 2011)…”  
“Most teachers will probably not be actual 
AR (attribution retrainers)interventionists, 

but there are implications from AR programs 
and attribution theory more generally for the 

way teachers provide feedback to their 
students. Attribution theory highlights the 
detrimental consequences of attributing 
failure to low ability. Although teachers 
typically do not intentionally tell their 

students that they are low in ability, this 
attributional information may be subtly, 

indirectly, and even unknowingly conveyed. 
Because effort and ability are often 

perceived as compensatory causes of 
achievement (the student who has to try 

hard is perceived as low in ability), too much 
praise for success especially at easy tasks can 

signal to the student something like: “My 
teacher is praising me because I tried so hard 

on this easy test, she must not think I have 
much ability.” Similarly, unsolicited offers of 
help (“Why didn’t the teacher let me try to 

solve this problem by myself?”) or too much 
sympathetic affect following failure (“I think 

she feels sorry for me”) can signal to 
students that their teacher does not believe 

they have the ability to succeed  
on their own.” 
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