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SELF AND IDENTITY PROCESSES IN SCHOOL
MOTIVATION, LEARNING, AND ACHIEVEMENT

Al day long [ think about it, then at night 1 finally say it,
-Whoam I, and what 2 I supposed fo be doing?

o Thave no ddea

—Rumi, 13th century CE, Tutkey

The purpose of this chapter i to present ideas and re-
starch findings on seif and identity processes that are rel-
tvant 1o the study of studones’ motivation, learning, and
?i‘Chi{‘\-‘cn_wnl m school Towards the pragmatic end of ini-
tting intellectual dialogue concerning self and identity
¢ Processes in education, we pursue Gve basic aims. First,
LWe discuss differing approaches to the study of self and
widentity in social science. Secomd, we clarify the mean-
g of the werms seff and fdentity s used historically in
“the works Of Willinmy James anct Prik Evilson. Third, we
;PFJEHE: bur understanding of these bodies of work ta re-
"aﬁ:z):;:;fk_\:-(‘R)Pmm‘fs in e;oe";;ziq;m‘*fSOﬂfﬂitg-’ psggfjhoiogy
 ence FLﬂdmmg. (ia‘-x‘-‘{'m‘p-l'&;ﬁ:mf L and blﬁlii}—bﬁh;‘wrcm&i sci-

i k};@ f m_ltl-h' we g.‘;ras";;c.l?’ an fntegrative h";imcvmﬁ:.ic that

! uselul to educatioral rescurcliers who wish to

Robert W. Roeser
New York University

Stephen C. Peck
University of Michigan

Nailah Suad Nasir
Stanford University

study self and identity processes in educational settings.
Fifth, we discuss the implications of these frst four aims
for contemporary educational research and praciice.

APPROACHING SELF AND IDENTITY
N EDUCATION

For over a century, there have been debates in the social
sciences about how best 1o conceprualize the phenom-
ena varizbly calied self and #destity (of. Céte & Levine,
2002). Such debates continue, On the one hand, many
comtemporary psychologists continue in the tradition of
William Jemes (1890) by viewing seli/identity interms of
(a) psychological contents such us sclcategorizations,
beliefs, and goals; (D) psychological processes as
soctated with awareness such s selfappraisal. selt
definition, and selfreflection; and () the personal project
of seli-development in which individuals construct a
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392 @ ROESER, PECK, NASIR

representational self-systens out of thelr unigue history of
social experiencesin local and more distal social and phys-
tcad worlds. Aspects of this psvebological conceptualiza-
tiorn of selfTdentity are found in many subdisciplines of
prychology, including developmental, social-personality,
caucational, and cultural psychology. On the other hand,
social scientists across various disciplines continue in the
traditions of Baldwin (1893), Cocley (1902), and Mead
(1934) by viewing scit/fidentity in terms of (&) social and
crlterad structures that assign to individuals various con-
sequential group labels (social categorizations), statuses,
andd roics, () dnferpersonal processes associated with
the appraisals of, and social positioning by, other people;
ane (¢) the socioculiural project of self-envelopment by
which individuals, based on their array of group mem-
berships, develop multiple /dentities through patterns
of participution in shared acrivities. Aspects of these so-
ctal and cultired conceptualizations of self/identity are
found insocichogy and sociofogical secial psyohology, cul-
tural psychotegy, cducational anthropology. and sociocul
tural theory

These two general characterizations of self and idesn-
#ity research traditions are convenient introductory orga-
nizing devices because they give the appearance of rel-
atively clear concepnnd distinctions in approaches {e.g.,
the first is about the constroction of the psychologiced
seff, the second is shout the constriuction of sacial iden-
tityy. The actual state of seli/identity rescarch, however,
suggests otherwise with conceptions, definitions, and
terms spilling over these neat characierizations ingo an
oftentimes confusing body of scholarship. Given the die

versity of scholarship in this area, the approach we adopt

in this chaprer is an eclecnic one. We highlight selected
ideas and research from both of these broadly defined
traditdons of schobaship on sel and identitv. For i a
Basic sense. individaals are embedded soress their Tifes
pans in social structures, sociad groups, and shared sys-
tems of meuning, as sugeested in sogial and cultioral
cancefiualizations of self/identity. As such, individualy’
selves/identitios are continuously being shaped by sociad
ed within sociocultural spaces and ac-

others and negoti
tivities. At the saone time, individuals experience the so-
clocuitural condizions of their fives frowugh their aware-
ness and their psychological representations of those
conditions a5 Suggested i varlous psyobologloal con
ceplalizations of self/identity. Thus, individuals are
constuntly, and sometimes creatively, constructing iheir
views of self and world, These psychological dimensions
of seif/identity muke possible nof freedon from external
randd (1962 put e, buft freedom i

ceoitelitions, s Vicror §

aititude towards conditions; not just adaplition 1o ¢,
tuval environments, as Abrabam Maslow (1968) py; i,
but transcendence of these environments. Any Ehmry of
self/identity needs to address itself 1o both enculturagioy
and its prospects for social participation as well as indivig.
vals’ awareness and representations, and their potensiyg
for self-deterniination.

Education, in its optimal form, also addsesses eneyy
turation and self-determination. The education of Voung
members of democratic societies is not only about social
izing them in cultural ways of thinking and feeling aboy
themselves as learners and citizens (what we call nie-self
educeation), nor is it only about scaffolding their devel.
opment of knowledge and disciplined ways of knowing
(.c., subject-mmtter education). Education is also abour
assisting young people in becoming aware of and exiri
cating themscives from habitual Gutomatic) ways of ar
tending, perceiving, feeling, thinking, and Joing by culg.
vating more mrindjul approaches to these basic self pro
cesses and ways of being in the world (what we call Fseif
education). Whereas the frst two educational aims are
essential for sociocultural participation, [-self education
is a precondition for creativity, freedom of thought, and
myriact forms of personal and socis] renewal.

SELF ANDIDENTITY IN THE HISTORY
OF PSYCHGLOGY

In this section, we trace the history of the self and iden-
tity conceprs through the work of William James (1890)
and ¥rik and joan Erikson (1950).2 We use rhese works to
establish the historical grounds for the idea that self con
sists of muiltiple sspects—inchuding the “Eroreer” (1-self),
the “krown” (me-seif), and individuals’ phenomenolog-
ical sesise of idendidy at any given moment. Before elab-
orating on these views, we describe two fallacies that
typify research on self and identity and that perpetuate
terminological confusion and theoretical fragmentation.

Two Fallacies in Self and Identity Research

The fingle fallacy is defined as a situation where “Iwo
things that are guite different mav be lnbeled cquivalently,
and thus the unwary onry consider them interchangeabie”
(Block, 1995, p. 209, on Thorndike, 1904, Using the

same word o describe two different things invites con

fusion. For example, some scholars use the term identity
o refer to symbolic beliefs about oneself as represented

fSee Frivdman { L0995 for o deseripidon of the muiual collaboration between Brik and Joan Frikson on the 1950 classic Childbood aid Saciety. Fot
Scase of Presenlion, we continue to attribute this work (o Erik Erikson, although the historical record shows it was a collaboration.




£ ghereas

in mcmf}zv (i.c., scli-categorizations or self-concept),
cthers use it to denote the experience of
“gneself that fluctuates from momentio-moment (Le.,
. phet nomenofogical awareness). Given conceptual and
Oper;itmna% definitions corresponding separately to self-
: mm:acm‘{tions ¢i.e., the me-self) and the phenomenolog-
K ical experience of those representations {1.e., 1 experienc-
_-'2% mey, a jingle fallacy is perpetuated by using the bare
“sorm identify wWhere referring to both of these distinet
} phcmmum
in contrast, the jangle fallacy is defined as a situation
. where two things that are the sune, or aimost the same,
e labeled differently (Block, 1995, on Kelley, 1927).
Tsing two different words to describe the same thing
“also invites confusion. Por example, researchers commit
: ajangle faltacy where using the two Lerms self and éden-
titytoreferton single phenomenon, such as self concept
"(c o heliefs shout being good at muth). This pacticular
% Jang,lc fatlacy abides to the extent that we fail 1 spec-
Lify the ways in which the terms seff and édentify denote
d_:s_mmt phenomena.
e do not intend to resolve in this chapter the many
: ;mg,}c and jangle fllscies that plague self and identity re-
seaich, Xlihm[;;h we ntroduce concepis and fanguage
that can be used for this purpose, we nevertheless con-
;ﬁnuu to use the terms self and fdenisly interchangeably
‘throaghout the chapter. Doing otherwise would be sim-
p_%c enough, but might also give an impression of false
L WAL

S0

'ﬁ'cnsus concerning the distingt meaning of thes
.'md would be unlikely 1o contribute to any Jongt
]Lm{m to the problem. For exumple, we could use ihe
term fdentity where referring to socially assigne ¢ rouy
memberships or to the conscious experience of scii
sameness, and use the term seff where referring 10 b
?i}x_dy enduring beliets, values, and idengfications stored
n longterm memory. Such decisions are arbitrary, how-
Ever given the different ways that different theorists now
USC these lerms, Consed juenthe we woukd Hrely excer
buie the g growing confusion wrmuz;zi ing these terme, I
Stead, we focas on somie of the key biological, psycholog-

LTE s

el and socia phetomena that these erms have beon

':L%Sm. Wodescribe, and aticmpt to place these phenom

CEM Nt ap mtegradve framework that may be aselul o

i;;t\‘*;ilu‘s who study issues of school moilvadon. leam
axd achievement,

a
-_ :mes On Self and identity

Jamies LIRS0 develn
. Thated

2 WY (h
1990y,

ped a comprehensive view of selfamd
i

LG the notion of 2 sense of pevsonal Identity in
Heontinue o nform psvchology Lo(E'u' Chdieckois,

James deserined twe § entally different as
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pects of sglf: the empirical “me-sefves” described as that
which is known about me, and the “I-self” (or “Thought”},
described as the “knower of me” Summarizing his discus-
sion of self, James (1890) made the following proposal;
“Hereafter let us use the words ‘'me’ and T for the empir-
ical person and the judging Thought” (p. 371D,

Fames and the Me-Self For James (1890), the “empiri-
cat me” consists of what is known about oneself, He de-
scribed the content of me-selves in terms of material,
soctal, and spiritual (l.e., psychelogical)y characteristics.

James’ “material self” referred to the body and one’s pos-

sessions; the “social self” to the recognition or condemna
tion that we receive from others; and the “spiritaal sclf”
as our “inner or subjective being, psychic faculties or dis-
positions, taken concretely” (p. 290). James’ concept of
me-selves corresponds to what contemporary psycholo-
gists refer to collectively as the self-concept, seif-theors
or self-schemas. For instance, researchers continue to fo-
cus on the content of individuals’ psycbological selves in
terms of their values, goals, and belicfs (Harter, 199971, on

Vr

the content of their social selves in terms of central and

salicnt group memberships. roles and reputations, and
internalized images of self as seen through the cyes of sig-
nificant social others (Ashmore, Deaux, & McLaughlin-
Volpe, 2004; Stets & Burke, 20000 and on their body
sefres in terms of thelr pevccived body image. physical
appearance, romantic appeal, and athdetic competence
(Harter, 1995,

Fermies and e Iselfl After o lengihy review of various

'pi;iimui hical positions on the substantive nature of the I-

selfas foower, James (18590 concluded thas 'T7 is svnony-
mous with “Fhought” and thar i is enough to know that
it ¢ v el in cveryone, at an earty age, the disting
tien between thooeghnt as sechoend what it [Thought} s of
or about. has hecome famibiar o the pind” (pp. 296-297).
He muin ~thwe reality of such puises of thought,
with their function of knowing, Jare] the ulthmare kind
of fact that the nsvchologist must admit (o exist” (p. 338)
and that hit be the direcdy verifialde
existent which no school has hitherro doubted # {0 be,
then thur thought e itself the thinker, and psvchology
need oot ok bevond”™ (po 4010, James relegared any fur-
ther concinsions about the substantive nature of the Bself
o H'iﬁ r etaphysical speculation o future scientific dis-

KERTE]

aived that

“H b passing thoug

coveries, though Te did go on o desoribe how the Tself or
mericnced within the stream of conscious-

Thought is ox
ness, Specifouily, he described the Fself as “the present
o Frhaar] Binds the indivicaal past facts with
wuclt other and with frself™ {p. 358, He maintained that
i1} 15;1}4 rishing and ot an amortal or incorrpt
a” (345 yand that despite its moment-to-monwnt,

el st
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pulsating quality, the Eself fulfills several essential psy- .

chological functions for the individual. These inctuded
the “subjective synthesis” and the “appropriating and dis-
owning” of experience. For James, the expericnce of par-
ticular me-selves was dependent on distinguishing what
was me from what was not me; therefore, there must be
an agent of the “appropriating and disowning. ... Itis the
Thought to whom the various Constituents are known.
That Thought is a vehicle of choice as well as of cogni-
tion” (p. 340). In short, James viewed the bsell as syn-
onymous with phenomenal awareness and assigned to
this awareness the capacity for selfregulatory and agentic
functions.

James and Personal Identity. James went on 1o describe

how it was possible to have a phenomenological experi-

ence of being the same person over time despite the fact
that expericnce was constantly changing. He considered
the conscious experience, or sense of, personal continu-
ity and selfsameness over time within the context of his
theory of the seffand referred to itas the sense of, ‘prersodl
identity. He argued that this sense arose from the relation
between the Lsell and me-seif. Although the Iself func-
tions of subjective synthesis, appropriation, and disown-
ing were enough to signify the faers of onc’s existence
(1 am), they could not provide what James understood as
the sense of personal identity without having as their ob-

jects” the past and present me-selves that denoted what

1 am (and am not). In sum, james sugg ~sted that it is the
subjective relatfon between Las-subject and me-as-object
that provides the basis for the phenomenological expert
ence that we call the sense of personal identity.

Erikson on Psychosocial Identity

I contrast to James' focus on selfsameness, Erikson was
more interested in the objective relarionships hetween
the person (ego) and their sociat and cultural environ-
ments (ethos), or what he termed psychosocial identity
(Erikson, 1968). Erikson wanted to develop a conceptaal
tanguage that would move bevond what he seferred to as
the “pseude biology” typical of the eraditional psychoan-
atytic perspective of his day and towards a view of human
development s cultural context. He drew upon the con-
cept of the “average expectable ervironment” to capture
what he meant by the term psyehosocial. 1o this view,
humans are born “preadapted” 1o an average expectable
ervironment and are dependent upon 4 continual serics
of these environments for healthy development.

Erikson (£070) depicted this persistent endeavor of

social others to meorporate individuals into an “on-geing

cultural concern” in terms of an epigenetic series of stages

of psychosocial identity developinent, stages defineg b
particular life tasks, ideologies, and social contexyg eri
countered across the life span. According to this vy,
promising or problematic forms of psychosocial idﬁl}ti[y
development are a product of:

an intricate relation between inner {cognitive and emotionaf
development and a stimulating and encouraging Environmen,
[that] exists from the beginuning of life, so that no stage ang nd

crisis could be formulated without a characterization of the py, 5
tueal fit of the individual’s capacity to refate {0 an ever ﬁxpgndmg ‘
life-space of people and institurjons, on the one hand. and o
the other, the readiness of people and institutions to make him
Isic] part of an ongoing cultural concern. (Eriksog, 1970, p. 75;5

Erikson’s epigenctic stage theory portrays devely
ment during childhood in terms of transactions between
children and their environments, and the resultant fav
able or unfavorahle resolution of tasks associated wit
basic self needs. These needs inclode (a) refatedness iy
attachment relationships during infancy (trust vs. mi
trust), (b)Y autonomy in the exploration of the cnvirgp
ment and in the mastery of the body, moral rules, ang
social roles during early childhood (autonomy and init
tive vs. shame, doubt, and guilt), and (¢y competence
academic and social endeavors dusing middle and late
childhood (industry vs, inferiority).

In childhood, the average expectable environmen
consists of predictable, warm, and consistent careg
ing, moral socialization that is neither overly harsh o
overly lenient, peers who expand the child’s social worlc
through mutual and cooperative interpersonal refatdon
ships with equals, and teachers who afford all children the
opportunity to develop their competence in a setting fre
of social prejudice. Concerning this last point, Eriks
(1959) discussed the critical role played by children’s ex
perience of school and developing sense of competenc
for their emerging sense of belonging and participatiol
in an oagoing cultural concern:

Since industry involves doing things beside and witly other:
a first sense of division of lebor and equality of opporiumnit
develops at this time. When 4 child begins to feel that it is
color of his [sf¢] skin, the background of his parents, Or the o8
of his clothes rather than his swish and his will to Jearn which .
wili decide his social worth, lasting harm may ensue for thﬁ
sense of identity. (p. 933 :

After the triggering event of puberty, Erikson (1968)
posited that relatedness, autonomy. and compétéﬂc"{j
needs are renegotiated in rerms of the increasingly divchﬁ!
range of experiences and people that typily ;1dolcsceﬂ_f5 _
social worlds. Specifically, earlier orientations toward I
terpersonal trust are repegotiated in terms of new friendss



(ners. role models, cultural ideals, and social
patie par which vouth can have faith; earlier ori-
.“Qm mﬂ <l per sonal autonomy are repegotiated in
‘m{;g_s aciivities, and ideologies to which
¢ chose Fo comm’zt and earlier orienta-

A mrm., Qf sociad ;snd ocr_upanond roles in which
might €xpect 1o excel. Renegotiating these needs
mralIV dppr{)pfl ALe WIyS Wils viewed as the basis for
ng a matare psvchosocial identity.

andthe I-Self, Trilson’s focus on the objective re-
kips between the person and the cavironment, as
2 10 the subjective relationship between T and me,
ght-ﬁeccicd attention to the cultural and intergenera-
it ﬁﬁiﬁfﬁ of psvchosocial identity development. Nev-
S‘i Erikson also discussed the concept of the Iself,
in contrast to fames, he never provided an ex-
finition. Erikson tended to think abowr the [self
' "i:crms, having referred to it as “un observing
afawareness and of volition” {1963, p. 135)and as
fter o numinous that it Amounts to 4 sense of being
1/1996, p. 284).

MES AND ERIKSON IN MODERN TIMES

Me-Selves in Modem Perspective

0g1ca2 research on self/identity, mwuml?’y and
ion ook a profound turn in the 1970s when it

t_xplore the concept of mental representations
't_jvns considered

nhai RECESSATy 16 posit 0 sepurare fevel of agial
an be called the sentation.” When
A this level, a scientist praffics § in sueh represeriational
mbu}% rules, images—rhe siaft of representation
Veen inpur and ourpui--and m addition,
_"_3 Hd\% in which these re proseggaondd entitdes are
sformed op COmr

% sted with one another, (Gardner

Hevel of reps

.cj.h]igiffzc €. Markus (1977 ‘m‘mnmcd that scif
: ~PTCSCnationg] Erms: as
Z_Ib_(ml the seif dery

1BAnize ang

it o wm

COLHUVE gener-
ved from pust experience,
guide the processing of selfs =al=tad
dned in the individual's social experi-
s Researchepg mierested in self and maot-

1) Jngj}iplﬁrmo Bow cognitive processes (..
EPresentation (cg. !
armml and self. regnlat
_emmn o :

yehiels) serve Eu—
ory functions such as di-

i speeding the processing of,
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particular features and domains of selfrelevant experi-
ence, people, and situations. Eventually, the notion of self-
representations provided away of understanding how, de-
spite limits on information-processing capacity, humans
efliciently and often automatically motivate and re gulate
their experience and behavior (Bargh, 1999). It also pro-
vided a view of self (with its motivational and reguiatory
functions) that was consiste atwith fames’ (1890) descrip-
ton of the conientrich “empiricsl me-selves” and is the
basis for what zre today referred to as selfe schemns, self-
-theories, self-concepts of ability, scif- cfficacy beliefs, pos-
sible selves, heliefs about intelligence, educational aspi-
rations, school valiues, achicvement goals, and so on.

Hultifle Forms of Mental Refrreseniations . Conceptual-
izing the me-self (and “morivation™ in terms of menral
representations lead scholars interested in selt/identity
to encounter an issue that was dehuated at the ontset of
cognitive science: namely, what are

the best wuys of conceprualizing mentai representations, Some
Investigators favor the view that there is but a single form
of representation (usually, one that features propositions or
statements); some believe in ar least two forms of mental
representations—one move Hhe a picture (of image); the other
closer to propositions; stili others believe thar it is possible 1o
posit rdtiple forms of menial representations and it is mpos-
sible to determine which is the correct one, {(Gardner, 1985,
p. 4

The wes that bumans have more than one way of corn-
stracting mental representations of their phvsical and so-
cial worlds i the subject of an increasing amount of re-
search in the social scicnces under the subric of “dual
processes.”

Thenotionof dual processes in psychological function-
Ing attracted much attention during (e tirst 160 YEeArs or
s of pavchology, For example, Freud (1911/ F953) pos
tulated thas we have both a TRErimary process” maode
of funcdoning characterized by emotion. unconscious
drives. and iconic imagery, and a “secondary process”
mode characterized by reason, conscious thoughts, and
syinholic fangmiage. The former system has been Tivpoth-
esized 10 undertie reladvely rapid and “hor” modes of in-
formation processing and bebavioral regulation, whereas
the datter system has been hvpothesized to mediate Slower
arrdd “cool” modes of processing and re gulation {Goleman,
1995, 2003, Metcalfe & Mischel, {999

The idea of qualitatively different psychological Sys-
ems attuned to different forms of me aning making
and social intetaction has received inc reasing research
attention andd support across muoty subdisciplines of
peychology (Goleman, 1995, Greenwalkd & Banaji, 1995:
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TABLE 18.1. Dual Psychological Systems Across the History and Disciplines of Psychology
Dual Systems : Source Discipline
Impulsive~Voluntary Wundt {1897} Experimental
Primary—>Secondary process Freud 11953/191 1} Clinical
Holistic {eros}—Analytic {logos) jung {1923) ) Clinical
Meed-—Cuasi-need Lewin [1935) Personality
Inferred seifSelf-in-awareness Hilgard {1946} Motivation
Spatial—Linear Sperry {1961} Neuroscience
iconic—Symbolic Bruner {1964) Cognition
Implicit—Explicit Reber {1967} Learning
Appositional—Propositional Bogen {1969} MNeurcscience
Intuitive—Reasoned Kahneman & Tverskey {1973) Cognition
Autematic—Ceontrolled Shiffrin & Schnejder {1977} . Cognition
Heuiistic—&ystematic Chaiken {1980} Social
Concrefe—abstract Martindale {1981} Cognition
Procedural—Declarative Anderson {1982) Learning
Slow to change—Quick to change  Conley (1984) Personality
Syncretic—Analytic Buck 119853 Cognition
Operant—~Ekeaspondent McClelland (1985) Motivalion
implicie--Explici Schacter (1987} ‘ Memory
Birect perception—Re-cognition MNeisser (1988) Perception
implicit—Self-atiributed McClelland et al. (1989} Kotivation
Algoriihmi - Anderson {1990} Cognition
Expavientinl-—Rational Epstein {1900} Persenality
Uncanscious—Proconscious Lazaras [[991) Clinival
Slow fearming-—Fast learning 1. McClelland, McMNaughton, & O'Reilly (19951 Meuroscience
Associative-—Rule-based Sloman {1996) Cogniton
Contexl-—Texst * Ornstein (1997) Education
Fast processing-—Slow processing  O'Reilly & Munakata (2000) MNewroscience
Experiential--Verbal-symbolic Schultheiss (2004} Persanal

Pve-—-Reflective Licherman et 2l (2002) Meuroscl

Metcalfe & Mischel, 1099 Crasiein, 1997 Shiffrin & acguire the capacity o relate 10 soll and workd through
wle

Schueider, 1977y I Tabie 11, we present o sclection Ianguage as well (Swern, 20000, Cevelopmentadly, these
of concepts fron fnvestigarors who have posited the ex-  primary and seco sadary modes of knowing and soci in
Isteace of st least two difforent psychologiont systems thae teraction are hyporhesived (o corre ‘zg“*(‘;m:i B (ol Jeasty two

fevant to rescarch on self/ideniivy: those relared ro dificrent kinds of me-solf represcntations: the iconic and
p tea (g, Brunern 1961, emotion (o, Laznrus, the syrbolic {(Case, 19910,

S.L;n'sh), sosctal o &mmnm (e.g.. Chaiken,

Pileg, MoCieltand, 1985, Murray, Two Examples: Dual Sys
Alport, 1961, Ppstem, 1990 Me-Seif and on Motive
2y (g, Lieherman, Gaunt, Gilbert

v BOG S The diversioy of such “dual Epstein (1090 has provy
pracess” arch vaditions ivhoate “not so g these two levels
much claims se5 there gre, but fewpericntiad” Joe., oo

cltims ahout how many processes there gren 't And the bolicy scifsvetems (uu 3:@;"&7»5@}?5-3-:). Fo
(GHbert, 1999, o 4). these systems fimnction i ‘>f~1i_’¥.’ﬁ§j;i1€ €5
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and newse

& Trope, 20

nxal” (e, syor
s vicw, hoth of

srience and main
[festeenl,

clatmy 6 this: There
The postuiaie f)f Fri

cations for the goalitatively difforent kinds of (me selfb and pleasuge~pain 'E‘.?l‘ei:lﬁ(‘@ The exporiontiol self-sysiem
reprosentutions individuals constinct from thedr social s a mupidresponse, helisto, emotion-mediated informd
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: sexperiencing is believing " Structurally, this systgm is hy-
wothesized to be derived from emotionally significant ex-
* periences that are orgamzefi as gmgtmnai comgiex@
(.., iconic schemas). Functionally, this svstem mamtgms
the pcrsnﬂ’s health, well-being, and social relations by
guiding behavior through ua( o_f these emaotion gom-
plexes. Forinstance, the experiential seff-system pro%_fides
‘evatuative infornmtion in the form of “good and bad vibes”
in instances of decision-making (<f. Kahneman, 2003) and
Cshot” emotional arousal in certain situations—an experi-
ence often described as suddeniy being “seized by our
emotions” Epstein (1990) suggested that, phenormenio-
fogically, we experience seif-reguiation via the “experien-
tial self-system” passively or preconsciously—iis activa-
ﬁc&n.éoes noL require our conscious attention (cf., Bargh,
1999
+ Epstein (1990) described the rational self-system as
g faselearning, analytic, reason-mediated information-
rbécssing system that encodes experience in terms of
erbal, mathematical, and other kinds of symbaolic repre-
c_nﬁitions. Epistemically, this system is predicated on the
tion that logic and evidence undergitd belicf. Seruc-
uiully, this system is hypothesized to be differentiated
into specific domains (e.z.. schoal, sports, socil) and
imensions (c.g., scif-concepts of ability, vidues) as well
a‘_sii_ltégmtcd into hierarchically organized belief sysiemns
e.g’; selfasstudent-atschool). Functionally, this svstem
uides behavior through such belicf systems and direct,
dnScious (and relatvely slow) appraisals of cvents prior
action (cf. Metcalfe & Mischel, 1999, Phenomenso-
ogically, the rational selfsystem is readily available to
urawareness and thus is ingmately known by people
! the form of explicit beliefs about themscelves and the
tld.
?PSiﬁin {1990 posited that integration between the
YO Systems is necessary for overall effective function-
B:Whel‘eas the experientinl selfsvsiem provides strong
ergy and a rapid, hofistic approach to problem solving,
~fational system provides strong measured appraisals
ind an analytic approach o problem solving. The experi
fntial and ragonal systems interact ip a number of ways.
for Sample, the expericntial system provides the rations
System wish evithntive “vibes” and feelings that can sum-
m_a_t_ff_wi{h beliefs i molivaiing courses of action. These
BYEmS can also provide confliciual inpuis to behavior as
ltuit Common Cxpericnce of feeling dissonance between
SO "hearts” feel and what our “heads” think about
B hined:dﬁiol_}: p.crsuni or Si{UZ'i{i()E'E ( I-i;:e‘rstcin. FOG0).
fmtﬁ.iargelxpﬂncmm and the rational self systems op-
: 'y
ping hep
A

below the level of conscious awareness in
natuey n;l\-’i;)i‘ bf:a:;m:;-c,.zaa:a‘z;f‘d.in;; el Epszuf_in.. "ihﬂ'i .is
f-e.éfﬁcien{txfe of 0;)(:1‘;{1‘;{'}9 of ihc? human mind, ts it is

or behavior to be directed automatically
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than to require conscious reflection” (p. 190; of. Bargh,
1999

Similarty, McClelland and his colleagues have de-
scribed two different motivational systems in terms of
“implicit motives” (i.e., iconic me-self) and “selattri-
buted motives” (i.e., svibolic me-self; McClelland, 1985,
McClelland, Koestner, & Weinberger, 1989). Implicit mo-
tives {derived from natural incentives and erpotions) and
selfattributed motives (derived from social incentives and
fanguage) differ both substantively (in terms of psycho-
logical representation) and junctionally (in terms of the
ways they affect behavior). MceClellind (1985) defined im-
plicitmotives as learned, affectively charged, anticipatory
goal states (aroused by specific cues) whose unctions
are to attain pleasure or avoid pain. Implicit meotives such
as the need for achievement (mAch) are defined as sit-
wationally evaluative, affectively energizing, anticipatory
schenas that fuaction to motivate individuals to approach
an end state that is rewarding o to avoid an end state that
is punishing. In the case of mAch, that desired end state
is the desire 1o do semething berrer compared t0 % Stan-
dard of excellence (MoCleliand, 1943). These moHves are
hypothesized to be relatively nonconscious, preverbal,
and predicive of long-term behavioral trends, habits, and
decisions.

In contrast, seffatuibuted motives are preconscious,
cvaluative, and related most stronghy to choices made
within immediste cortexts. In contemgporary terms famil
iar w educarional psychologists, selfaticibuted motives
refer o constructs such as goals, values, and Competence-
related beliefs (Boces, Wigfield, & Schickele, 1998).
MoCleland (1985) posited that goals and values (svin-
bols) often direct the affective energy of imphicit maotives
(icons) toward responses n pardcular situations. Despite
the evidence that shows distinet correlates of iconic and
svmbolic forms of motivation with, rcspcctiﬁ‘i;-‘, leng-
ternt behaviord bhabits cver the life span and shortterm
behavioral choives i specific situmiions, MoClefland et al,
(1989 poted that both forms of motvation serve similar
functions: the energization and direction of hehavior,

MeCicHand (198%) reviewed a mange of studies show-
ing that symbaolic motives (e.g., the goal of performing
well on an achisvement task) play their most obvious
role iy directing behavior where the affectively charged
eomie motive (g need for achievementy has been ace
tvated in the scltsysiem. For example, students high
in nAch performed better than those low in mach only
when these high levels of nAch were accompanied by
high levels of a symbotic desire (e a goal) to perform
well, MoClelland or af (1959 extervled these ideas by
describing how the two motive systems interact differ-
entially with distinet aspects ol the eavitonment. For ex-
ample, explicii content-specitic social expectations (e.g.,
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to complete your homework) are more closely related to
the activation of content-specific symbolic motives than
to the activation of content-related iconic motives (eg.,
the need for achievement). Alternatively, implicit task
demands (e.g., difficulty level) are more lkely to acti-
vate iconjc rather than symbolic motives. For example,
McClelland et al. described research showing that people
who score high on nAch measures perform better at mod-
crately challenging cognitive tasks (and often worse on
easy tasks) than people who score low on #Ach because,
implicitly, *such tasks provide the maximum incentive of
feeling goodd fron: doing something better” (p. 693},

In cases where both iconic and symbolic motives are
activate«! by situational cues, McCleliand et al. (1989) ar-
gued thar these different kinds of motivation can sum-
make to facilitate performance or conffict to undermine
performance. Tor example, they described a study in
which social interaction (i.e., talking to other people) was
predicted best Iy including information about individu-
ais” implicit (iconic) and self-attributed (symbolic) affilia-
tive motividion. Specifically. those who were high on both
forms of affilintive motivation were found to talk to other
people the most. They also described conflict in these
systems by showing how different motivational configura-
tons can predict different foems of behavior expression.
For example, people with strong iconic and symbolic af-
fililtion Mmotives were more often observed falking with
other people, whereas those with strong iconic affiliation
mutives but weak symbolic affiliation motives were more
often observed writing Ietters to other people.

I sum. the existence of “dual processes™ in psycholog-
ical functioning is related to the contemporary postulate
of ot fedst two kinds of representadons in the consmrue-
ton of “empiricat me-selves” across development: the
iconic and the symbolic (Case, 1991). Thus, we define
James® (1890) moesell in modern perspective, in part, in
terms of these two levels of representation: the iconic
(affective-experiential) and the symbolic (evaluative-
rationaly me-self systems. These two levels develop over
time, are stored in fongderm memaory, and serve motiva-
toral and regolatory funciions when activated by acts of

volition or (automaticailv) by eaviroranenial stmuli (see
luter discussion).

fames' Selfin Moedern Perspective
&

Based on developments in contemporary neuroscience
and ancient insights inta the pature of consciousness. we
And it pragmatically useful and theoretically viable 1o de-
e fames” (1890) Leclf as arareness and relate it (o the
concepts of passive observarion and serilfeel cittention.
W view this as consistont with Erikson’s {1965) concep-

tualization of the “I” as “an observing center of &y,
and of volition” (p. 135) and James’ view of the
the “vehicle of cognition” and as “pulses of thoy, g
their function of kaowing” (p. 338). -

N euroes_ciegtists have described 2 mode of AWareneg
that is present at or very near birth (e.g., Datnasio, 1999y.
Damasio calis this “core consciousness” He deser
as a simpie biclogical phenomena that is stuble Crng
the lifespuan; independent of memory, TEASOning, ang .
guage; and lasting only during the present MOTRENt (hepg
and now). This mode of swareness can be descrihed gy
terms of alert but passive observation and forms the.
ground of conscious, subjective experience. Thege is 7
growinlg body of research that distinguishes a secong
mode of awareness that can be describedin terms of dage
ticregulation of conscious experience through altention
(Liecberman et al., 20¢1%; Shiffrin & Schneider, Y977 This
second mode is characterized by the Iself functiong de
scribed by Jumes (18900 as appropriation, synthesis and
choice. Specificaily; it is characterized by the capacity for
the willful divection of attention. The willful and con.
scious shifting of attentional focus allows for the moni
toring wnd discrimination, and therefore the “appropria
tion and disowning” of conscious experience. Anothet
capacity of this second mode of awareness is the willful
sustaindzigy of atterniion, The willful and conscious main:
tenance of atientional focus on specific contents of ex:
perience allows for both discrimination and “subjectiv
synthesis” of these contents. The dirccting and sust;lin-:
ing of attention also afford choice insofar as individuals
can use their awarcness (o volifionally activate psychos
logical resowrces, focus on particular aspects of the inner:
andd exteroal environments rather than others, and hold
pariicelur contents i working memory to accomplish
specific ends (e.g., remaining aware of an intention il
it comes 1o fruition in action).

Studies bave documented that voung children who ca
shift their attention away from negative sensory stimuli,
concepis, and response rendencies (and sustain focus on
fmore positive stlouli, concepts, and responses) also do
Better i school and enjoy better mental health across
development compared to young children who do not =2
muanitest these potentials (Derrvberry, 2002; Posner &
Rothibart, 2000; Shoda, Mischel, & Peake, 1990). More
generally, these modes of awareness are the foundation
of all educarional efforis. and in particular, selfreguiated
lesrning (Brown, 1997 Fanger, 1989 Winne, 1996).

In sum. the Tself can be defined as a center of a}er‘l'
bur passive observarion and a vehicle for the willfal &
recting and sustaining of artention. As such, it can be &%
tinguished from the me-self and its auromaric directing
of attention through various processes (¢, arienting 1€

. . eney The
flex, sensory-affective-moror schemas; Bargh, 1999, T

r&l‘i(‘_‘SS'
Lself 4
ht, Wi!?;__

bes i :




raeif canbe comn sidered a master regulatory mechanism by
which artentional, cognitive, and affective resources can
he consciously cord willfdly deployed (Derryberey, 2002,
" posner & Rothbart, 2000). Given developments i our sci-
._ entific understanding of the {-self and its functions, we
helieve that ignoring the T-self in research on self/identity
can Jead fo 1 COMMISSion of a jingle fallacy (.e.,
ere I-self funcrons are mistakenly attributed to me-self

wh
functionsy.

.Movmﬂ the Legacy of James and Erikson Forward

In this section, we move the legacy of James and Erikson
HHorward by using
use of the terms implicit and explicit in contemporary
<selffidentity rescarch, The complex nature of the psycho-
ogical arul social phenomena to which these terms are
assigned reguires more precise terminology than is com-
monly used today. Consequently, we distinguish among
and interreiate three ways of mm} ing abott the concepts
'Ofimp}ici( and explicit: the phenomenological (Iselfy, the
representational (me-sell). and the developmental.

Phenomenological Meaning. The e fnplclr and ex-
plicit are most often used to indicate whether or got
‘psychological contents or processes are owlside of or
awithin conscious mwareness, respectively. This usage re-
ots Murray's (1938 doudic-asfiect bypotbesis: namely,
that every conscious expericnee reflects some underty-
f_;g psvchologiond process Dut thar “not every regnant
has a conscious correlare” (p. 49). For example,
arch on implicii perception, implicit memory, @nd
mDhuL learning examines environimeriak seimuli that a

processed by the brain and affect subseqguent behavior in
Svays that do not involve conscious awareness (Rihlstron,

wh . . . . -
9873 Percepiuat and semantic priming studics, in which
adividuals are X

echion ;7&*;‘&'{‘;)&1;; for language stime
lll_S below the threshold of their p
Wedemonstraced that such
Squent recall of che priming stimulus even though partic
PN do not consciously remember fearning it This pro-
ides one wiy of understanding bow stademns can lewrn
IO facii (e,

CXtg N e .
S8 In contrasy, perecption, memory, and learning are

Jh(:ﬂ(}lﬂ{_’ﬂ Hmmarencss

“re e expostre” affects sub-

L impliciy dimensions of CRssSroom Coe

s thtlfful explicit when rhere are relevant correlates
ol C processes
i behavipr For ¢
umbnr, ¥
'.hurmg,

within phenomenologival swarencss

cxample, somenne wlls vou & phone
04 conscionsty artend o e mformation by
eCati szln(i reheassing
€ terms us.{_‘ _[h.t’.{)h(sm: s r. We i
psvchcm-;}-”_" Whlicit and explicit on
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scious or comscious, respectively. This understanding of
the implicit-explicit distinction is consistent with our def-
inition of the I-sclf as awareness.

Representational Meaning. ‘The fact that psychological
contents and processes exist whether or oot we are
aware of them tells us little about their substantive na-

ture. For example, where researchers refer to atiitudes

stereotypes, and cognitive abilities as being fmpficit, it is
often unclear whether they mean something about the
substantive nature of these contents or processes, ow
they were measured, or the extent to which they exist
outside of phenomenal awareness (Fazic & Glsen, 2003
For example, some theorists refer to seif-theorics as o
plicit and mean only that these theorles exist outside of

awareness (Dweck, 1999). However, other theorises uve
used the term ampiicit where referring to the substan-
tive nafure of the constructs i question (e.g.. “implicit
muotives;” McCleland et al., 1989},

As noted earkier, one of the dominani themes in the
literature swnnmcized in Table 18.1 is that self/ideniiry
can be characierized by at least two qualitatively dis-
tinct kinds of psychological representations {e.g |, Bruner,
1964: Peirce. 195%). The fwst, which we refer to as
fconre, can be described in terms of sensory-affective
mowor schemas, A contemporary developmental posto-
late is that infants (perhaps ¢ven before birthy construct
iconic representations from their rich web of sensory,
affective, and motwr expericnces (Case, 1991 Meltzotf,
1099, The second, which we refer 1o as symdolic, can
be described in terns of valenced (e.g.. good-bad) beliefs
and belief systems (c.g.. expectations, attitudes. goals,
and plans), Language is the prototypic example of such a
gymbolic systeny, and it obyvicusty plays an enormous role
it selfdevelopment (Huarter, 1999; Stern, 20000 From this
valence) and direction
properties of

perspociive, oiergy (€8, affec,
{e.g., content, structuse) are fundamental
both iconic and symbolic (me-self) representations. We
wrge researchers (0 use werms other than fmplicit and ex
piictt (e.g, fcoric and syrbolicy where referring 1o the
uf?mmmzw nature of representational contents and pro-
cesses. Such distinetions allow for the possibility of dis-
cussing foonic conderii that operates expiiclily (although
this is relatively uncommon) and symbolfc cosrfent that
operaies fmplicitly (which is common).

RV

Scholars who sty
tion, seif sometimes fase. these phe-
nomenoclogical and représentational meanings together
inro o third meaning-—that of developrient, For evan
ple, MoCleland oral, (1989) posited that implcic (feonic
motives begin to develop during infancy, before lan
and operate largely outside of awareness, whereas

evelognenial Meaning

ard personality

quage,
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seli-attributed (symbolic motives develop after the acoui-
sivion of language and are Mrgely available to conscicus
awrarencss, This suggeests 2 normative developmental pro-
gresston of experience and belmvior dominated by im-
plicit iconic content and processes early in life (Case,
1991 Lewis & Brooks-Gunn, 1979 explicit, bastc sym-
polic conrents and processes during childhood (Case,
1990 Iarter, 1999); selfreflective symbolic contents and
processes during sdoiescence Keating, 19900 and com-
plex “reflective judgniens” dovelving abstract symbolic
systens in adulthood Fiscber & Bidell, 19965, This de-
velopmental progression dopends m larse mcasure on
whether o not social environmens scaffold the unfold-
ing of these baell poteniiuds and the construction of these
we-sell comtents (heuting, 1990y Thus, the developmen-
tal srevsriing of the bnplici-cxplicir distinction refers o
the ntertwiniog of the comtexiudized § oand me over
rire, i the pext section, we diuw these ideas together
into & heurdstic frmmowork for sindving sel/identity pro-
cesses i roebation (o sohoo learning and achievement.

@

BASIC ADPECTS LF M CONTEXT

ACHDL

A holimticintenarionistic perspeciive on human develop-
ment (Magnusson, 20030, applicd 10 over a century of
empirical research relared ta selidentity, draws aitemion

o several key fearures of the porsons
(Peck, 2604, 2005). First are the contents and PIOvEsses
that have been deseribed as identity, self, and personak
ity and ithat imphicare muhiple levels of representarion

-COTHCET SYstem

(contenisy and dynurios (processes) within the person.
s that huve been
and geography and that

Second are the contents amd processe
dex

implicate mutiple fevels of organivation and dynaimics

csoribed as coniext, culture,

within the environmentad context, Third sve the dvnamic
interrelntions amony the contents and processes that ex-
e within and bet

senibese varions porsonal (ntraindi-

vidualy and contexroal Grierindividua levels, These fea-

tres can e sumunarized by a persom-nconiest moded
Csee Fig, 18 1) that inchudes :

bioily ihe person and the conres

stiors

sedf/idendity in rela

peruds on research and O muliiple Jevels

Gf represe

the person) and organiza-
vicw (1.0, hen i

iovas social

sl and v

COnIRNER ).

Rescarch in pavchotogy, Biolosy, sid nevrosclence

revented how the ntrndividaal aspects of self/identivy

“and things in the environimont. In the neyt sections, we

Tor not addressing the &

can be described in torins of the conteats, SEUCIUpeg :
and funcions of the brudn, mind, and experience. me’ -
this perspective, scif/identity is encoded in Memory, .
tivated (e.g., i awarenss) when personally or mmégm"
ally invoked, and enecied as verbal or nonverbal by
ior. Research in psychology, sociology, éli'ii‘hi‘op(}f()gy: and
education has revealed how the interindividua] aSpects -
of self/ilentity can be described in terms of soeiy) ae- i
tors” group labods (e.g., American), roles (v.g | stwdenyy,

andh stwtuses (¢ g, poon. as well as by participation g, -

cultursl practices (3n seuwtings such as the farnily, ¢dgge.
rocn. or mally, From these porspectives, identities are a0
forded, assigned, and recognized by other people, places,

describe each of the BASIC levels and the implicationg
they have for understanding self and identity processes
in school learning and achdovemaont.

Basic Levels of Sell {(BLOS) Model

Fducaton) rescarcl on school motivation at the intrain-
dividduat levels has focused hervily on how symbolic (me
scify cepresentations such as competency beliefs, task
values, achievement goals, amd learndng strategies re
Lite £0 varintions in school engagement and achicvement:
(Fecles e al, 1998, Other work has taken a more “self-:
regulatory” perspective in ferms of meta-cognitive and
mera-motivational proc These processes directly im
plicate rhe role of the scif in relation to meselfl contents,
emotions, and s0 opn (Pintrich, 200%; Winne, 1996). In
general, motivation rescarchers reat basic forms of sym

ol me-self reproserntutions as core directive constructs”
what shape stwdenes’ actions in the clssroom by address
ing sech questions as “Why do § want (or not wanty o
do this task?” (values), "What goal am T irying to acconm
phish by doing (or eo doimgs this tsk?” (goals), “Can 1
do this task?” (selfperccived competence and efficacy)
and “How do T go about trying o accomplish this task?
(seraregies; Focles e al, 1998 This exchisfve focus on’

o Meeds have often beon postulaied as serving 5“5?1. i
cof & Fvapr, 985 Thrash & Elliot,-

energizing fanctions (I

202y More recently, roes @ began 1o strdy the-:

relutively neglected wopic of how different cmotions €
ergize (and cve episodes in school

{vee Sohuie &
is consistent with brosder ;
opmenial and sockbpoersonality pevchology on self. F
ca that the energy of moods and aroused
3 S@}f-i‘(‘g‘;l‘é;’ﬁt*n[zll'i()fﬁ :
pericnce is at €7

This work on cTn0H0Ns
i in fescarch in devel

of

istanee, the i

emotions “color” oo ar
that are constrocoed

Ty
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LEVEL of SOCIAL INSTITUTIONS Assigned identities

5 Process of secial control ] Process of social renowal

SOCIAL INTERACTION Afforded and enscted identities

Process of seoiatization Prozess of sociat participation
Process of appropriation / internalization Frocess of agency / automaticity
LEVEL of INHVIDUAL Activated and encoded identities

.(1} Phenouc Ufﬁwa;‘enﬁss { Eseli)

Wilhful stiention Setfreflection
sive observation

Alde

(2} Menead Bepresentations ( Ae-seff )

Freaomenolugivad represenlations
Thoughts
fube

Feelings

Siream of consciousness
Symbolic representutions
Beliets amd belief systems
Plans and strategics
Vatue and goal hiers

rchies

Complex emotional states
Iconic representations
Sengorv-atfoctive-moroer scripls
Seisory-nlfective schemas
Aftective -motor schenms

wnieiions Basic arousal and emotionn| states
cte emobons

teristie moeds

Temparamentsd fraily

Tompnrameniil repres
i

FIGURE 18,1, Basic aspecss of self in context (BASIO) model

ot} bearming and achievement be-
nee to the Basio Levels of Self

CAL of confemporary rescarch in oeo-Plagorian the- gizey and reguluie (dbe
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¥ processes in schond motivaion, fearning, and simplificadon allows for clear eapt vof several qual

Ahievemen,
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itatively ¢
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and the wider social and physical contexis in which indi-
viduals (as I/Me) function as unified wholes.

Temperamental Represeniation. Seli/identity, as either
phenomenological experience or representational con
tent, depends heavily on evolutionary history (Buss,
2004), without which we would have no body or brain
to provide the basis for the experiences or contents we
call self/identity. The feature that most distinguishes tem-
peramental from iconic, symbolic, and phenomenologi-
cal represeatations is their speciestypical content; that
is, all members of the human species share the same
basic anatomy (e.g., the central and peripheral nervous
systems). These conmnon elements include the inherited
hiopsychological mechanisms that provide our most ba-
sic arcusal and response dispésitions, including a set of
core emotions and responsc tendencies first described
by Darwin (Lazarus, 1991). Although these dispositions
are well rooted in the biochemistry and physiology of
the evolved brain and body, their manifesaations {e.g.,
stutes of emotional arousal) vary across developmental
tine and place (e.g., due o variwions in diet, exercise,
cudrwral socialization factors, life events. and other seli-
representations; Kitayama & Markus, 1994; Lewis, 1998,
Thayer, 1989). :
Four key dimensions of tarmperament relevant o learn-
ing angl achievement are activity level, reactvity, emo-
tenality, amnd sociability (sce snow, Corno, & Jackson,
1996). Actvity level refers (o the intensity and speed of
mOvement reacuvity refers to approach and avoidance
response thresholds: cmotionusdity refers to the gualiry,
intensity, end frequency of emotional responses: and so-
ciability refers o the preference for social interaction,
These fzetors wiluence stpdonts’ sensitivity (o environ:
mental stmuelation and hence, their preference for partic-

hing stvles and fearning tasks. For exanr

3

g

ular kinds of teaching
ple, individuals with high actvity and emotionaity levels
can become overstimulated during learning and need fre-
quent bicaks to allow “particular menta] fanctions rest”
Canew et zl, 1996, p. 25360 Purther, such individuals tead
asks that require algoriths
contrast, students who

o prefer well-defined earning ©
e probil
are less reactive and emotionad seek out more novelty and
sract asks requiring heuristic

strsobving strafegies, |

complexity and prefer 4

preblemsobving siratogios,

Whersas
of physiotogical arousal Gwhich can be charmacterized
by two independent dimensions: eners
1sient states of arousal

maods reflect enduring  baseline  states

ctic-tired and

rense-cabm), ereotions refiect e

(35 N &
(Lazarus, 1991 Thaver, 1989, Theorists have proposcd

that all huroans are born with a core set of basic e
tions (&g, anger fear fove) that are responsive to partic-
utar classes of envirommental opportunities and threats

(Ekman, 1992; see Table 18.2}, Given this temperyp, ﬁmaj:

foundaticn, ongoing experience is always chzu‘acitriz@d .
by some blend of mood and emotion, and thege amusai_-
states provide the immediate intrapersonal coney for
most forms of learning (Damasio, 1999). In thege terms
awry internal representation of the external t"m-‘ir(mmm;
is at least partially colored by the quality of EMotinng

arcusal that was present during its formation.

Iconic Representation. JCONIC representations have heen
described as sensoryaffective and affectivemgg,
schemas that become increasingly differentiared apg ).
tegrated into higher order sensorv-affective-moror SCrip
as a function of direct experience with the immediate o
vironnment (Case, 1991; Fischer & Bidell, 1998, Highe
order sensory-affective-motor scripts have been concep.
tyalized s motives (McClelland, 1983) and suachment
styles (Bowliby, 1988; Case, 1995). Iconic representations,
as schemus that have been “emctionally charged” wity
varicus blends of the core emotions, provide the basis for:
the gradual emergence of more complex states of cmo.
tonal arvusal (see Table 18.2).
Wheress the capaclty for loonic representation is
speciesiypical characteristic, the content and structur
of iconic representations vary considerably across ind

vidms and developmental time based on experien
Although the fconic representational svstem as a whol
is highiy impressionable (i.c., with old and new conten
continuing to be elaborted), the domuinspedfic con
tenes and structires encoded in this system (Le., sensory
affective-motor sehemas and scripts) are nevertheless rel
atively stable over time (Case, 1991 1995; Rothbard &
Shaver, 1994 Waters, Hamilton, & Weinficld, 2000). This:
has implications for schoolaged learning and achieve
ment as the iconic svstem, through repeated experience
carly i development, setiles into what appear to he rela
tively stable attachment stvles und motive complexestha
can promeie or inlibit subsequent readiness and mot
tion Lo learn in school MoClelland, F985). For r:}czunplf?:, _
two key featares of icontc mescll development involve
() physical and emotiomal bonding with carcgivers and
(b the use of these bonds 0 support the cxph}rﬁtjm}
of novel features of the physical and social wortd (Casé _:
1993, The qualitics of the schemas and scripts ihat resui[_' :
srornote more o 1685

fromn these bonding exnerionces

10RO
fmplications for competenoe ¢

sin enploration dar

ing stage (Erikson, 1
Symebnlic Representaition In conirast (o feonic repr st
ations, symbolic fepresemations have been descrive”
a3 reluively enduoring, valenced psychofogical souctd

pibed
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TABLE 18.2. A Descrintive Taxonomy of Positive and Negative Emotions

Positive Ematiorns Megative Emotions

Types {Approach] Theme {Avoidance] Theme
Complex emotions
Epistemnic Cognitive interest Task relevance Boredom Lack of task
or challenge relevance or challenge
Social Belonging Participstion in Jealousy Resenting third
social activity party for loss
Empathy Attunement to Envy Wanting what
othery’ distress someune else has
with goal of
asgisiance
Self-conscious Pride Ego enhancement Shame Ego depletion
by taking due to failure
credit for valued to five up
abject or to an ideal
achizvement i
Hope Yearning for better Guilt Transgression of
moral imperative
Basic emotions
Epistemic Interest-surprise Moderate povelty Fear Imminent hann,
and deviations farge deviations
from expectancy from expectancy
Excitement Having impact Disgust Too cloze to or
the taking in of
unpleasant sensations,
ideas, etc.
Sacial Love Participation in affection Sadness [rrevocable loss
foy-delight Progress toward goals Anger Harm to me
and mine
Comlot-reliaf Distress gone away Distress Lack of consistency
with expectatio

nsisting of declarative (c.g., belefs abow things) and
procedural (e.g., beliets about ow 1o do things) knowl
ge (primarily verbal in nature) that hecomes noereas-
‘?‘lgly differcntiated inwo dipensions and domains and o
ILgi‘dtLd into higher order belief systems as a funcrion
fbou direct and vicarious expericnoe over time (e.g
DQIHOH & Hure, 1988: Harter, 1999). For cxample, bL'
§in the exisience of a thing become connected (o
b‘fiiﬁf‘a ahout the atributes of thar thing (Fishbein &
R&ven 1962), which, together, form IE'EL‘I“““HB]L’,;Y COM-
glex belief svstems (Rokeach, 1068 such as values (e,
;éi{sji(;ut l?ic goodiness of things), goals (e.g., beliels
the Se(musuf end statesy, and phns (e.g., §?ﬁfh(’.i:~s A.ﬁmzt
cod Sm[cs}"it;hni subgoals =1<>o‘ss;.zs‘}> 1o ii\f.?hi'f."#f: d!‘fﬁf&'i.i‘(‘d
iscusseq it €8¢ ba‘h{ s, wlong with all of the previously
nergize au gft‘fi‘lti(}‘ (‘!)i:]ié".i'!i’&) and processes, serve 1o
Simifar airect behuviorn ‘ N
form o mb;l xumfg ey ':s;f;jm:;-mwgs. the E_“ci.;?éié.‘lif}-‘. to
: IC representations s 4 speciestypical

SACterig e
bot: CTistic; however, the content and structure of SEHE
Qiic b@ jef

7

Sand «;llu SYstems is even more variable across individ-
“Velopmentad tine than iconic representations.

This refative plasticity allows for high degrees of {lexibik
ity in adapting to environmenral condidons (e.g., allow-
ing humans to quickly learn complex inforoation and
do so without having io refy on wial and error), yet be-
liefs also tend (o be relatively siable over development
time. Beliefs also differ from omperamental and wonic
representations in that thelr content is more accessible
As a resalt of

(O FWATENESS, this accessibility, individu-

abs can more easidy desoribe this content verbally: hence,
there is a massive hody of empirical research document-
ing the coutent, structure, andd functions of ndividuals’
symbolic representations. For example, expectmoy-value
andd goal theories have been used extensively by edu
catdonal researche
huave about their current suie (6.8,
iry), future stare (e.g.. cducational goals), and learning
structional sivle preferences) as

5 o understand the beliefs students
selbconcept of abil

environinents (e.g.,
well as how these beliefs relate o achicvement behae
ior (Hecles e ab, 1998). Finally, the svmbolic meself sys-
tem also appears o provide a necessary but not suff-
cient condition (without the D for experiencing the seif
as an object of awareness (Lewis & Brooks-Guon, 1979).
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For exampile, activating some of our relatively demiled

symbolic knowledge about the self and the world can
produce a complex phenomenological siream of con-
sciousness reflecting, for example, mcii;}rciaﬁon-te-my
pastand-futore. This phenomenclogical siream of con-
sCious contents, i ium, can be used for a wide variety
of self-regulatory purposes {e.g., making choices about
gonls or hehavior.

The ability to represent the seff as an object of aware- -

ness has implications for the continuing enrichment of
emotiona! arousal states in the form of complex emo-
tions (Hagter, 1999 These higher order states of arousal
represent 4 blending of core emotions with increasingly
sophisticated fconic and symbolic representations of self
and others. For instance, compler self-conscious emo-
tions such as pride or shame are predicued on a line
guistic ol (Lo symbolic selfwwareness) thut allows
the causes of actions to be explicitly atrributed 0 one’s
self (e.g., Lewis, 1998). As shown in '[able 18.2, complex
emotions that develop over time inchide those assock
ated with anticipaiory hopes for success and foars of fail-

ure: fectines of pride ina job well done when behaviors
tikards or feelings of shame and

et personal or 5o
guilt when they do not; feelings of empathy and belong:
mg; and 50 on These complex emotons “color (e,
affectively valenoey indivicdhmls emerging belefs abos
thelr goodness or badness and their behavioral compe-
fence of incomperence in various life domains. Thus,
from about 18 months onwand, affcctively valenced syme
bolic representations are (1 coupled 1o prior icomic rep-
resentations associated with relational security, masiery,
ardd explorion, (b)Y form an important basis for subse
quent symbohc esentations associted with moral,
school, and peer competence, and thus (o) play a fun-
darmeniat role o energizing and directing mord, sociad,
s behavior ouside and within

and achivvement-rek

schooks.
Wheres

seffrepreseniations of students

ducationad pevehologias stady the

who are moetiviated 1o

S ANy

fearn, it s students who display negative moods and emo-
tions in the classroon who oecnpy the greatest amouns of

teachers” tUme and conribute w tonchers feelings of bur

ders and Jack of waching officacy Bandurn, 1993 Roeser
& Midgley, 19975 The

tant. or sgeressive hehaviors in classrooms are not sime

asons” for withdrawn, resis-

ply bedicfs and schemas refated w academic apd peer

incompetence (though these are important) but basic

nplex negative cootons (e.g,, anger, shame, g
. depression; Roeser,

. 1998

Bee yoSimilarty, the complex emotions

wl interest, not ondy students” beliefs re-

reom learning activities (Bccles, 1983). A Complete uﬁ
derstanding of self/identity processes in education co
essarily incindes how various emotions-and MGOds (gg
much as cotnpetence- and task-related beliefy and gegy o
energize and direct behavior in learning setlings (gﬁcke;_ :
& Luthar, 2002; Snow ctal., 19964). y

Phenomenological Refrreseniation, Pben0211.9;1.(>{le.€@1 :
representation refers to all of the currently Actvareq”
contents and processes. characteristic of the othey lev.
cls just described coming together in the stream of ot
sciousness. Phenomencltogical representation s beey
the object of empirical investipation since the advent
of Wondt's 1879 experimental psychology Baboratory
James” (1890) Principles apd subsequent “radica] Cmpir"
cism” built nicely on this work by describing in degaj]
the kinds of psychelogical contents that All the “stream
of consciousness” and the functions of the Fself within
this stream. For example, regardicoss of the complexity of
the information represented, this content is experienced
holistically, at each moment. us 2 single object of g
12£38,

Although  phenomenciogical representations  arise
from the contemns of the other levels, they are not iécj-_
mophic with this ioformation. Rather, they oddst onlyas:
long as they rematn activared in what has been cribeg:
as “working memory” For example, conscious thoughs
about our seli/identity are constrncted Gmplicidy and ex
plicitly) from temperamental, icenic, and symbolic con
ter (and their assoctaed moods and emotionsy and can’
b desoribed i terms of the siebjective relationship be!
tween the observing Lself and these activated contents
B is from the vansage point of the phenomenal center:
of awareness that the mechapistic atomaticity of these:
other subsystems can, potentiadiv, be volirionally rege
fated, individuals can worl from the phesomenal cen
ter with the contents of their conscious experience and:
&, reorgatiize contents

therehy regulate behaviora! choie
of the symbolic meself. and regulate cmotions. moods,

and cogrtve resources.,

Basic Levels of School Contaxt (BLOSC) Model

Just as the accumulited body of research and (heory |
associated with the pyychological concetudalization of P
selj/identity implicates the basic levels of self presented
in the BLOY framoework. a body of research and theory
sovial and culiral dimensions of
implicutes some basic levets of coe

Is are conceived of 48

associated with the
Bunran develofmnent
text (Pook, 2004, 20053 These loy
oximal and progressively more distal 1

stien that inform and regul

a37-
Cv

Kisay




individmals’ development from birth to old age. These
evels include families, peor groups, schools, neighbor
hoods, COMEMUNLEES and brouder cultural institutions, ide-
ologics. and socicial strucnures (Bronfenbrenner, 1993,
' Eriksot, 1050 Sunoroff, 1983, The sociocnliural struc-
tures and processes that characterize these levels of con-
{iidentity development by
s comseguendal group
intedd opportunides; (b) pro-
-l shat position individuals

ext influenos inchividuads’ se
() assigning (o irdividunds

abels, statuses, rodes, and e

- yiding appraisals and feedb:
into pzlrtictﬂaf kinds of selves/identites; and (o) affording
or constraining pathways 10 COmpolence, antenemons
functioning, and socinl belopging and thereby pu
of participation aud associuted selves/identities. We fo-

s here on hovw Basic Levels of School Contexts (BLOBC)
can influence voung people’s sotffidontity development

" relation to schoot kearning and achlevement.

- The BLOSC model is a description of u ser of concen-

ric contexts that radiate imward from the macrelevels of

i

society and culrure, i which schools as nsttutions are
embedded, to the microdevel of dlassrooms. in which
teachers and students interace {Cole, 1996). These (w0
evels correspond ta those described i the BASIC model
in Fig., 18.1: the level of social instwutons (e.g., thie
“macrodevel) and the fovel of social interaction (e.g., the
“micro-level).

_fMacr'o Levels: Schools as Social Instifutions and Organi-
“zations. Schools are social institutions that exist within
rouder conrextual, cultural, and societal struciures. At
‘the local tevel, these include neighborhoods, cormmun
ties, and school districts-—with their particudar chanicter
and admin-

stics (e.g., social clase), values, resources |
Astrative procedures. At more distal levels, schools and
_h(:ir local contexts exist within stare governuacs SIrm-
dures, cultural ideologics, and the problents and pronuises
of the wider society (ep, poveriy, coitural diversity).

hese broad sociocuttural
uence students indires
38 the classroom. Schools also exist as social ofganiz
3t5°f15 that provide an adnsinistriive context and argani
2ational eubture (Sarascn, 19490) within which the social-
CHISSTOOIIE Y 48e

structures and processes -

Py through microscitings such

Heractional spaces of the school {e.g.,
sSmbedded. At the fevel of

the school, administrative and

Ororamisars
SRanizational stroctures and processes selevant (0 se-

Lk

Cial ifnrepaers o . :
: meractions i classrooms include the charactens

HCS OF gy »
S Of school ieaders and weaching stalfs; the grade span,

hood codiure; and the schoof’s

i ,.;1 OF resources amd inlr
Zationa) SErge
on teachers ¢

rocture, I general, organi-

cw e dired

tures and proces

¢influeng
) and their teaching practices) wnd i ke
HenCes on studens” se
teaghcrs anud

their nedao
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sion). A significant body of research exists onhow sclrook
level factors dirccrly and indirectly influ teachorsund
stidents, respectively (Lee, Bryk & Smith, 1993, Talbort &
McLaughlin, 1999). :

Micre Levels: Classvooms as Spaces of Social [uaier-
action. Classrooms and vacious noaninstructional plices
such as the playeround represent basic micro-seitings
in schools within which individuals act and interact
(Bronfenbrenner, 199%). Studies at these mdcrodevels [0
cus on tenoher and peer characteristics (o5, socil class,
race/ethniciy), and rekyionships and discourse patiorns
arong arl hetween teachers and students: teaching prac
tiees (e, mode of Mstruclion, grouping arrangeimerts
discipline style); acadenie tasks, resourves, and artifacts
(e.p., curricalum, availability of books, displays of stu-
dent work ). cinate (v.g., norms, rules, roles, agd goals),
and the nature of the physical room (e.g., noise leved).
Moninsiructional spaces such as buthrooms, hallways,
hunch roons, st
eas around the
that can influcnce dimensions of students’
school (Astor, Mever, & Behre, 1999 Masiy, 20000

The processes by which school micro-gettings infhe

s, sports fictds, and grographical ar-
hoot are also fmportand micro-seings
wH/identity in

ence students” selfidentity development wre described in
similar ways by theosists with Jitfering perspectives (2.8,
Lronfenbrenner, 1995 Erikson, 1950 Rogoff 2003 Ryan
& Dect, 2000; Vygotsky, 1978 Wenger, 19983, Secial envi-
ronments such as classrooms are cadalysts for self/identiny
e setrings nvite, permit, or

development insofar as the
inhibit movement feom more peripberal (o more cene
trad forms of participation in activities and responsibilitics
aver tirpe. The different formys of participation that o
texts afford g0 ifferent individuals provide the stygf G

the expericoces) from which rhey encode und claborate
their situation-specific selfrepresenaions and emogonal

wlent, ol belonging

experiences (g, compaetenceas
in school educational aspimiionss,
Bronfenbreanes (1993) differentintes

feonstructive”

wling to their devel

from “destructive” environmenis aco
t')l.‘fﬂiﬂ;‘ﬂffﬂ CONBCEUCNCCs

churicterized hy people, pracuices, tasks, and resources

CConstructive enviromments are

that foster mdividuals’ sense of salety and belongig, on-
eourage thelr autonomons (but safe) cxplomton of the

environment, scallohl thele comperenee development,

and invite them inro inoressingly more central forms
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Such environments foster the construction, clabosation,
and fternalization of apathetic, resistant, or opposttional
contextrelated selfrepresentations aud vakues.

Examples of Macro and Micro-Level Iufluences on Stu-
dents’ Selfs Fdeniity.

The Student Role.  One example of how macro- and
micro-fevel processes can combine to nffuence young
people’s schookrelared selves/fidentities concermns the fa
iuire of the student role as defined and communicated in
American schools. American cultural ideclopies in which
campetition, individualism, and success and failure ace fo.
cal concerns (Spindler & Spindier, 19851 schoal policies
ard practices that promote competition and rebudve abii-
ity s the purpose of learning (Maehr & Midgiey, 1906);
atd school-organivational struciires thar assign studenis
o age-graded classrooms all combine to shape teachers’
affordances of particulir kinds of competence-related role
Hearities in the classrocm, Role idensities can he defined
as the meanings and cxpectations imparted 1o individo-
als by others who “positon” them within 2 set of shared
social roles and “counterroles” (Sirvicen, 1980). Role iden-
tities promeote forms of “inferconnected uniquencss” in
which one's statuses visasvis others are salient {sreis &
Burke, 2000). Higgins and Parsons Focles (1983 have de-
seribed the student role in American schools as

a task-oriented role in which perfotmance is systemutically
evaluated with regard 10 pre-ser performance stmndards of ex-
and accepmabie sivle. As such,
ug within that role depending

cellence, normative progress
students will vary in their s
on their performance. Fuarther, segregating the children into
d primarily on age. 25 5 done in most Nosth A

graces
can schools, focuses attention of both the teacher and the sig-
derrts on these stros variations, miaking competition and social
comparison probable events (o, 21)

Based on this (aci) definition of the student role ar
the macrodevels, reachers often cregte affordances and
CORHPIMCRIE CXPectations 10 students in the claseroom
(muerodevely that posiion them into these particular role
wentities—that of the successfl stident or that of a
school fatlure (Coldman & MeDermorr F287). That stu-
wes about their relative suc-

dents internaiize these mess
cess or fuilure in school and encode such eXperiences

e thelr me-selves is the inescapable conolusion of over

30 vears of work in educational pavchology (Covington.
20003, Creating classreom and schoo cultures rhat re-
frame student role ideniities m rerms of COOPeratian,
multiple intefligences, effort, and improvement toward
attaining standards rather than in rerms of Competition
ve ability has been an importng approach of

and

-challenges not only for stidents who are 0T “the

school reform movements whose aim i5 10 agy
uity and cxcellence in learning outcomes (c.g.
1997; Muchr & Midgley. 1996),

- Tacit definitions of the smdent role and Academyc “'i’-:
Cess i American schools and classr WHTIS ©a )

li(‘VQ g :
s B}‘()Wn b

1 engengg;

but alsa for students who belong to uﬂnmaigstrc-zzmt;: :
nic and cultusal groups whose values. Boguisge sty _
and maodes of behavior iy not conform g g—hosé i
herent in the institutionastly-defined srudens role (Oghy
199%). The student rofe can be said to eflect what :’\iar‘kus{
anl her colieagues have calicd an independent Cultury
frame / constraal of self in which assertiveness, ANONOMmY
Lompetitiveness and persenal distinction are <'E(-.'ﬂ.ning fp
tures (adams & Markus, 2004 Markus & Kitsyama g 991y
Thus, individuals from citures charncierized by more -
terdependent cufural frames / construals Of self in whigfy
maodesty, confermity o ingroup behavior COODEeratiog
and social harmony are delining fearures may have morg.
difficuley navigating the pathways 1o sucoess as instant.
ated in the student rode in American schools (Davidson &
Pheian, 1999y, i

leg

Resources and Queddificd Teachers, A second ey
ample of how macro- and micro-devel suractures and pro-
Cesses fn school can affect voung peoples’ schoolrelated
selvesfidentities can be seen in the complex chains of
refnionships berween community/school resources, th
characieristios of teaching stafts and student populations,
and classyoom teaching practices. Low-ncome schools
have disproportionately low numbers of wel-quatified |
teachers compared w0 affluent schoois ofien because;
school leaders do not have the PESOWITeS o attract and
fire quatified ieachers ( Evans, 2004, B addition o lower
qualifications in their content arcas, teachers in low-
ncome schools are more tikely to exercise strong con-
trol over students and lmit their use of constructivist.:

teaching practices in part because they believe poor chil E
dren lack the jnner conrol freCesEary (o play a respon
sible role in their own warning (Solomon. Batiistich, &
Hom, 1 90 Forthermore, becuuse a substantial minority
of low-income studenss often arrive o school with sociak
emaetional and behavioral problems thar compromise
their readiness 0 learn (Adelman & Taytor 1998), their
perience feelings of bur

fexchers are more likelv 1o ¢
den in relution to theis studdents” emotional needs (Roeser
& Midgley, 1997y 1o feel 4 need to distance themsefves
from their students emotionaily (Soiomon er at., 19900
and 1o see themselves as less efficacious as a teacher

{Banefura, i 993). These environments are ot conducive
to the suceess of teachers or their students, Given the
facik of oppoariunities for studens initistive, for compe
tence development in terms of good teaching, and fof




pelonging in terms of supportive classroom relationships,
an alarmi ngly high percentage of students in such schools

* develop and internalize an image of themselves us failures
. and drop-out of schioul (Fine, 1991).

" Beyond the Classroomn.  Other studics have doc
ymented BOW YOUg people who are ot very suceess
gt in school can nonctheless acquire complex knowl
3._édgt‘ and skills that engender compoience, belemging,
“apd partcipation in prosocial activites outside of the
- olassroom (Nasin, 20007 and ouiside of school altogether
.'(Md‘_;mghlin, Trby, & Langman, 1U04: Rose, 20043, This
S work not only reveals how schools can operate as de-

S

grructive setrings (oo certain students, bat also gives indt
“earions of what more motivating activity structures might
laok like. For examyple, in scrings such as sports, work,
_-énd community-hased organizations, structured appren-
ticeships and rewarding collaborative relutionships af-

ford voung people expericnces of competende, helong-
ing, and productive forms of partcipation. Such experk
ences provide young people the opportunity to elaborite
existing and CoOnSIrucT ACW me-self represeniations that
are positive (Lave & Wenger, P09 Masir & Saxe, 2003

Summary of the BASIC Model

The BASIC model desoribes muliipic levels within
the person (BLOS) and the social and phvsical envi-
fonments surrounding schools (BLOSCY that are the
_b:ises for understunding scl/identivy-in-context. The BA-
SIC model highlights how selfidentity is defined dif
f.e_féml}" by researchers working from different disci-
linary perspectives. FThere are fundamenial and ofr-
eglected distinctions between definitions of sel/identity
& (@) individuals' iconic, symbolic, and phepomenolog
ical representations of phenomena such as sockal group
emberships and roles (e.g.. Case, 19910 (h) the negotia-
on of social and physic

ol affordances through behavioral
Shactiments {e.g. Muoje, 2000
_ti-_oﬂ (e.g., Lave & Wenger, 1991 or (o) social catcgories,
S-‘F“_HSCS, or roles assigned fo individuals by macrodeved
Soctal structures and ipstitutions (e.g.. Stryker, 1980, o
tne t‘?’?’i of sell/idendioy defin
.pr_gpfmic than the othors: cuch rofers 1o a distinet part of
e mulijieve] Basic
from dive
both the
'fﬁliacy) a
(aj

and patterns of participi

FIOHT IS OIS BCCLTLES Or ap-

steyn. Pafortunately. rescarcivers

rse disciplinary perspectives have been using
same words ro describe differsn parts {a jingle
I‘lfi different words o describe the same parts
.maiggiijizaf};) nf this BASEC systern, t\ii thiou gh W 2'1‘:2\-'(:-
logicay L‘:J;n{]f-}%m attempt here Fu resolve this ferming

ISi0n, we have outlined several concepiual

i'ame“,
_ ks that can be put to work towards this end. s
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the fnal two sections, we describe the implications of the
BASIC, BLOS, and BLOSC heuristic models foreducational
research and practice.

IMPLICATIONS FOR EDUCATIONAL RESEARCH

Early Attachment Relations and Readiness to Learn
in School

The BASIC perspective provides 5 means of understand-
ing how early parent-child refationships, their represenia-
tion as relational scherras within the iconic system, and
refated dimensions of bself functioning can influeace o
child’s “readiness to lexen” For instance, Sroufe, Fox, and
Pancake {1983 reported that children who were clas-
sified as having aveidant amd resistant avachment rela
tionships with parents were subseguently found to be
highly dependent on preschool teachers for physical core
tact, guidance, discipline, and security. In contrast, chib

dren classified as securely attached were less dependent
on reachers and sought interpersonal attention i age-
appropriate and positive ways. The authors concluded
that the roots of everdependence in preschoot He in the
quality of the early infant-caregiver refationship.

Teo, Carson, Mathicu, Egeland, and Sroufe (1990)
found that the quality of children's attachanents with pri-
mary caregivers and movement toward suionomons seit-
rezulation during the first 3 vears of life correlated posi-
tively with the quality of their social competence (25 rated
by teachers) and their standardized test achievement in
reading and math during the 1st, 3rd, 6th, and 11th grades.
Usinig this same sample, Jimersos, Hgeland. Sroufe and
Cartson (20000 showed that these same factors were re-
bated w0 reduced rates of school dropout over a decade
tater. They concluded that the quality of children's psy-
chiosocial development prior o school entry was 4 major

factor in predicting acadomic success.

Similar to these studies, research on multreared clal
dren (Le., those who have been physically or semually
abused and/or neglectedy has revealed the importancc
of parenting styles and cardy attachment relationships for
setf-development and subsequent school whapration and
achievement (see Ciccherii, Foth, & Hennessey, 1993
Harter, 1999y Maltreated childven tend 1o have parents
who are authoritarizn Baumrind, 1968 Such parents
hold high expectuions [or thelr children without provid-
ing them with the requisite level of autonomy supportand
unconditionad love that scaffolds the child's abdity o meet
parenl expeoions. The probable consequences of this
purenting style are that infunts and todedlers Jearn that they

oy

cannot rely on thelr caregivers (0 provide the necessar
social support and emotional helghtening and dampening
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necessary to build self-confidence and cope with anxety
during early exploratosy behaviors {(Case, 199%). These
“style” factors alone can promote insecure attachment
styles and a lack of initiative that can subsequently de-
velop into a child’s “insecure readiness to learn” during
pre- and primary school (Cicchetti et al., 1993). The ad-
dition of physical abuse and neglect eventaates in mak
treated children Deing (a) overly concerned with rels-
Hons! security and threats 1o their physical well-being and
(b) fearful of exploration and mastery at home and then in
school. Physically abused children, for instance, tend to
show aggressive classroom behavior and are retained and
reforred to special education at rates higher thun other
chiidren. Sexunelly abused children tend to show socialiso-
fation or “clinginess.” marked by passivity or anxiety, and
an fruhility to internalize rules of conduct at school. Ne-
glected children tend to show the poorest performance
on cognitive tests and the hichest rutes of retention and
spoecial education referrals. Charncieristic emotions and
beluviors of these children inclnde bigh Jevels of anxi-
ciy and inattenting, cinginess, a generel lack of emputhy
i social relationships at school, and 2 lack of indtiative
rickson, Foclind, & Pilanin,

in approsching schoolwork (3
1989,

The imphcation of these studics is that the early and
ationships are car

ongoing quality of parent-child red
ried ineo elementury school learning situations via chil
Jdren's relarional schomas, explomitorrelated schomas
Ceg. felt compelence, mastery arientations), and collabo-
rative problem-solving skills developed within these rela-
tionships (Brikson, 19500 Sroufe, 1996). Under average-
expoectable conditions, parents provide opportunities

secure artachments

conducive o inganes development of s
and the constroction of relutional selfschemas imbued
with a sense of love, Secure attachment schemas and the
ongoing presence of o supportive caregiver during early
explorutory bolnevior provides the young child with both
psychoiogiond secure attmchment schemuy and social (ac-
wal parentad supporD buffers against the inovieable foars

that ocour during exploration. The vesuli s the consiruie-

vion of feomic sobomas meociated with interest in the

ek, the felr cxperience thae exploration and s
e

i

£
H

woerth, and comp
! e 199

g situations of ahuse

and neglect, the relational supporss for security and ex-

mably and paveho-

ploratory bohaviorare shsent in

by,

E

is more likely to de-

v By soeh situanions, the ohil

fogicn

v oemotions of anger

welon rebiional schemas imbaed
sacdiness, and st
chiffiouitd
tention

behavior and th

- spite the odds. Factors that forec

et al.,, 1989; Sroufe et al.,, 1983; Harter, 1999, Ongg; :
abuse and neglect can lead to emerging symboje. ql ;

of “moral badness” in the next stage (Harer, 1999, ;ef_g :
all of these factors together provide the basig g, szibnd
quent forms of academic helplesshess, social d;‘fﬁcmtiz? :
and emotional-behavioral problems during the C’Ecm;

tary school period (Roeser & Eocles, 2000). Of ooy Se’ ﬂf

possibility of resilicnce among maltreated childrey (L g_f‘. .
in terms of academic readiness and success) iy impOrt:'m‘
to acknowledge given the imporiance of dz’se‘r_}vzz.tmuitieé '
as well as continuities, in development (Kagan, 1996) i

The Study of Educational Resilience

Thus, another research topic worthy of more atention
that of edecaiional resilience and the self and sociy] con
sextugl factors that promote it. We define educationg).
resifience s better than cxpected classroom participa:
tion and learning, school achievement, and cducationg)
atisinrnents across developrent amoeng children and ade
Ieseents who, based on their pattern of psychological an
social risk conditions, are more likely 1o disengage from
fail af, and/or drop out of school before graduation, Th
focus of resilience resenrch 5 on documenting the psy
chological, fimily, schood, peer, and netghborhood factory
that (@) compensate or buffer volnenble (risk-exposed
children and adolescents from academic failure and ()
ademic success of these individuals de
st difficultics and failure
inschoolinciude () a psychological profile marked by fre
gueni and severe feelings of anxiery, depression, fear, or:
anger (Kessler, Foster, Saunders & Stang, 1993); (b) alife
situation marked by the presence of multiple physical
psyvehosocial, and sociocconomic risk factors including:
parental abuse and neglect (Bvans, 2004 and (0 a life Sit-
uation marked by the absence of average expectable op
Y IOLIVATION, social and

promote the ac

proriwties for cultivating ma
probtenvsolving skifls, apd welkbeing (Roeser & Peck
2003 Sameroff, seifer, & Hartko, 1997, _

Althoush it i often e thay as risk loads increast,
voung peopke’s ability to extend themselves in Jearning ac
tvities in school is diminished with predictable declines -
in their achicvement and incremses in (heir absences and

acts of misconduct (Gutman, Sameroff, & Eccles, 20033, :
it is not abways truc. As just one example, using paten s
5. Boeser and Peok ¢ 200%) exam
wes of acadentic resilience (df':
olicae after completion of high

y among young people who inearly and middle

centered prodigal analyse

ined vnexpectod proe

aced significant psychological and envirow

!

intheir fumnities and schools, They forand dhat o

ipebion in positive exacarricnlar activities W s




ey factor associated with vuinerable youths’ manifesta-
ti();1 of academic resilience despite an otherwise perva-
sive poria it of psveholog 1 and contextuai risks. These
fndings and others highlight how acadenyic resilience
can enerEe from nonschool epvironments (Wlclaughtin
etal, 1994

The seudy of ed cational resilience is of particular rel-
evance in relation to s ific grovips of acagienically suc-
2 pessful ethnic minoriey stedents (.2, African-, Mexican,

and Native Americans, Ggbu, 1995) and immigrant stu-
vico and Centrai America;
ho face an accwmelation of

&
&

dents (g5, those from
Portes & pumbaut, 20015 w
- pisk conuditions thar members of the majority culture andi
L members of other ethinic minoriy andd inunigrant grougs
"do pot. These include impove cished fiving conditions, fail-
ing schools, €XposUIs 18 vicience and racial prejudice,
7 scarcity of highachiesing gttt role moddels in thedr
s community and group, anel the task of managing ethe

nic identities in spainstrean institaiions such as school
(Graham, Tavior & [Tudley, 1998 Ogbu, 1995, Spenger
& prkseromeAdans, 19900 Perhaps the most permcions
“risk factor facing membors of these cthnic groups (and
cothers) in refation (o their educational prospects s their
Sexperience of racial discrimination and the impugning
of their intellectul capacity to be suyccessful in school
-(Srecle, 1097 For example, Wong, Focles, and Samerot!
(2003 found that porceived disesimination perpetrated
by teachers, sohoot siaff, and classites &b middie schoot
was associated with declines in African-American adolos
cents’ academic seifconeept and grades and INCreases i
their psychological distress aomss middie school, Othey
studies have corroborated the nugathe correlation of poer
:Ceivﬁd discripminarion and the mental bealth of hpmi-
grant high school sty s (Portes and Bummbaut, 2001

and Puerto Rican middie school students (Srafacha et al,
2003). It is the strossiul aned ofien emotionally distress

eh discriminntory experi

“ing consequences of dealing w
ences wirhin and beves .
‘the study of ncademic
Froups the suudy of ediceativmel resiffence.

From a BASIC perspective, we hypothesize that post

Tl

chond context that makes

arceess among members of thess

3

-tve social refarionships and apportunites o learn i qust
one consequential iife o

- Peasate for other o

¢ are able o bulfer or Qo

TEVOTHEE

~Deg, 2000). Thess ons
Stiction of positive relationst
~Schemas that coupterbal
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fschemay
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*when exposed to racism than youth who lack these £ mily

supports (Focles, 2004; Wong et al,, 2003). Such studtics
of arademic resiience (and the self and social procossss
that underlie and promote i) FEPresent an important di-
rection for future research, ospecially writh regard 1o thosa
ethuic minoriy youth who experience multiple Hife s
wetheless succend in school.
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patterns of School Motivation
and Educational Lifepaths

Flsewhere we have discussed the wility of a holistic,
pETSOR-HN-CONtExt View of learning, achicvernent, and
educational aitainments across development Rouser &
Galloway, 2002; ltoeser & Peclk, 200%). Such g perspud
tive is predicatcd on the capacity for selforganization,
defmed here in refation o DWO oruanizing pringiples of
the self (Case, 1991 Deci & Byan, 1985, Fischer & Bidell,
1968 These inchide differentiation. in which novel ox-
Serences result in the consiuction of teonds sl syme
o wsedd 1o guide behaviorn
s are hicr

holic represeniations that
arionn, i owhich such representai
o complex, unified forms.

i€

and it
archicnily organized ialo v
These self-organizing tendencies orata theoreticad justif-

cation for holistic, paltorircentered approaches 1o study-

ing schf/identily processes in education. Speciicaliy, they
highbight a need ewapine how varigiions i learning
aped achieverment are assoviated with differing ovganized
thutt get

- arterns of psvehotogical costents angd prOCUss
3 # i

activated in particular kinds of sohievement sioEiions for
different individuads (Snow L al., 1906).
Tracing the educutional consoguenaes of such situated

iEe

Jretiterns of seli/identity processesin school sohievement

Freegidonal Hjepaths. A

aeross time resulis in the study ol o

hasic gssumprion boeitind this approact is that, for any pa
cieniar sducational cutcome, thaio exists a diverse yet L

e

pite set of patierns of selffidentity conrents and processes

dhat fead o thar ouloome-—i Concept culled pguifinalily
second asRHnD-

S
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and achievement ameng students in clementary, middle,
and high school classrooms have been identified. The
first is the ego-oriented pattern of motivation. This pat-
tern characterizes children who orient towards perfor-
mance goals in achievement situations, have high self-
confidence in their academic ability, and. believe that
their intciligence is fixed.” The second is the mastery-
oriented patfern, which characterizes children who ot
ent towards mastery goals and view their intelligence as
malieable, _

Two patterns have also been identified in relation to
poor academic persistence and achievement—each asso-
ciaved with the belpless patterrn (Dweck, 1986). The help-
less pattern characterizes children who orient towards
performunce goals in achievement situations, have low
perceived self-confidence in their academtc ability, and
believe that therr intelligence is fixed. Two variations of
the “helpless” pattern have been documenied among ¢l
ementary and middle school studenis (Roeser, Strobel
et al., 2002, Some students manifest 4 form of academic
helplessness coupled with internalizing distress in the
form of sadness. anxiety, and withdravwn classroom behav-
iosr; others manifest a form of academic helplessness cow
pled with cxternalizing disiress in the form of anger, ag-
gresston, and disruptive clwssroom hehavior ,nﬂe(.m-ciy,
these studies diustrate the concept of equifinadity by doc-
umnenting two patterns associnted with positive school
achicvement, and two patterns associarcd with poor
achicvement. These two sets of patterns can be viewed
-ariations on what Erikson (1950) called indusiry and
v forecast groups of

HES
faferioyity, and they probabilisticalt
students moving along educational Elicgmahh towards high
school graduation and school withdrawal prior o gradu-
ation, respectively (Ollendick, Oreene, Weist, & Oswald,
L99¢r).

The concept of wredtifinaglity vwas exemplified in a re-
cent debate among goal theorists concerning the adap-
tve versus maladaptive educationat consequences of ste
dents’ pursiit of performance approach goals (n which
the focus is on demonstrating superior ability relative
to others; Harackiowicz et al, 2007; Midglev, Kaplan,
& Middleron 2001y From o p:.a!‘t‘c‘1‘;1{;‘1}1&1’&d Perspec-
ve, standing the adaptive versus maladaptive na-
ture of performance-approsch goals necessit Tren-
tion o the condiionalites between individuals™ pursait
of such gouwls and (1) their developmemal stage and so-
i@ woads with other

ande

cial statuses, (h) the patterning of the
icanie and symbolic representations within the person

and (¢) the demands and affordances of the person g
ing environment.

For example, evidence suggests that for early idoie;
cents who are in a stage of heightened se]i‘&on«,uougn( :
(Midgley, 1993, and for those who are membery of e,
nic or racial groups that are targeted by SEreorypes sz:
inteliectual infediority (Aronson & Steele, 2000, the Pue. _:_:
suit of performance goals may not be adaptive iy termg -
of performance. By making relative ability salicnt the
individual, such goal pursuits can activate MNXiety, de '
bilitating selfbeliefs, and/or concerns about SEETCOtype
confirmation that impair performance (Arenson & Steele
2004; Roeser & Rodriquez, 2004). Age and 1'1(&'/(’{1313&,“, :
condition the relation of performance-approach goals 1
academic performance. Second, as research on acad Clnjg -
helplessness shows, performance-approach goals are pot
adaptive if the individuals pursuing them also have joyw
confidence in their ability and 2 belief that their ingefy
gence is fixed (Erweck, 1986) or if their pursuit of suey
goals is based upon the iconic motive called fear of fatlure
(Elliot, 1997 Finally, it appears ilat for () primary and
secondary students with high confidence in their abiities
(Drweck. 1999, Havdel & Roeser, 2002 Roeser. Stroebel,

tak, 2002y (b) secondary school stadents who pursue,
hoth performance approach and mastery gouls simultane- :
ously (Pinerich, 20003 () college students with a strong
iconic need for achievement (Elliot & Thrash, 2001); and
(<)) college students who are attending selective universi-
ties in which the leaening environment presses for relative
ability and social compartson (Harmckiewicz et al., 2002),
the pursait of such geals is in fact associated with better
achievement. These examples illusirate the phenomenon’;
of multifinality: From a single starting variable {e.g., per-
formance goals), diverse educarional outeomes can result
depending upon the patterning of shat vartable with other
self representarions and dimensions of the social context

Advancing research on the diversity of motivational
patterns associated with promising and problematic ed-
ucational lifepaths among differcnr students in differs
ent kinds of jearning environments seems pardoulady
this jupciure in history. The schoolkaged
$ S5-18 yearsy in the United States Cof
million individuats and is as large and k
ethnically diverse as it has ever been, As of 2002, ap- B
the entire schookaged pop E
an ethnic group other has
Fehucation.”

Carp

important at
population (age
sists of about 54

proximuaely #0 pereent of
ubation were members of
European-American (15 Department
20002y, about 20 percent were “New Americans”

of

andd

Salihoueh many ool eoriss aoe differeniate th

Csee Hocser, 2003 Furthermore,

cithey a0

perforaunce approach and avoidapes goals as 1

e pursuit of pedorma
the snscdies by Rooser and colleagues referenced ere show that auidadia
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growing up in immigrznt families (Suarcz-Orozco &
ézmrcz-('}mzco, Z001).

Trus, another application of the concept of equitinal-
v relates fo the diverse kinds of seifprocesses that do
and do not motivate achievement among members of dif-
ferent cuitural and ethnic groups (Wiachr & Braskamp,
16863, Rescarch bhas begun to documernt, for exaraple,
how stidents fTom immigrant buckgrounds are some-
dmes motivated by obligations to parents 1o do well in
schoot given their parents’ sacrifices in emigrating to the
Pinited States (Futignd & Tseng, 1999: Rocser & Rodriguez,
2004). instrumental goals such as getting into a good
Ccollege. getting a good jobs, and aveiding poverty fnay
“also be differenrially important for motivating achicve-
. ment among students from immigrant/nonimmigeant and

_ poor/wealthy backgrounds (Roeser & Rodriquez, 2004).

Asecond application of the patrerns and pathways con-
cepts relates to how members of impiigrant and ethnic
'mi-nority groups mamge thelr ethrdc identdtes in reladon
o schooling and achievement, Beginning in adolescence,
ethnic minority youth often have to find ways to navi
: gate berween different social worlds because their cthnic-
‘based identitics at home and with friends are in some

-tions such #s school (Davidson & Phelan, 199%9; Tatum,
1997y, Several authors have described the different ways
that youth do this as well as the kinds of identity conflicrs

5 that can complicate such efforts, perhaps especiaily for

“males (Cross, 1991: Fordham, 1988; Fordham & Ogbu,
C1986; Graham et al., 199%; Lafromboise, Colemun, & Gor-
“ton, 1993; Nasir & Saxe, 2003 Phinney & Devich-Navarro,
11997). Specifically, individuals can (2) reject or deempha-
size their ethnicity/cuiture and assimilate to the main-
s Stream culture (assimilation or reeelessness); () reject or
- deemphasize mainsiream culture and Identify swith their
own ethniciry/culture (separation or oppositiony, () re-
ject both (marginalization or alienation); or (&) develop a
bicutturat ouelook in which both ethnic-cultural and main-
: §tr€a;y} identities are part of their overadl self (biculiural-
Bm or code switching). Some rescarch has documented
~ = positive educational and mentat health outeomes among
ﬁ}O% adopting a bicultural approach and the significant
c -ﬁ:Sks associated wirh marginatization (Phinney & Deviche
- i\lfavzwm, 1997y, whereas evidence regarding the opposi
_' l;gg;uuh f'{:m:liz}s cez;t::'(m:rsi;zé {sew Portes & Rombaut,
PN Wigfield, Becles, Scidefele, Roeser & DavisKean,
o M pregg)y,
: éi;z;?hzi I;.SASI('Z perspective, E?olh the increasing (.iix:ci‘-
Of-.[he N i-‘vc}f@c}!—aged ;.:3ﬂ>;}"§a1;.a1:<ﬁn and an i.zmlcrsz;zmhng
"'Olm"ic*m.)h(: of .ﬂl'g‘;il'iizziti{ﬁ'} zz‘f human !L‘:i.;“n.mg and c,.icve:!-‘
: 'tﬁﬂiered ‘Jghhght the need i’(){. compffmcm.mg \-'.;n'mbm
Cesses i. f}ﬁpr‘(_):{c:hes te -.»;ti.sdymg SCF; andd identity pro-
nlearning apd achievement with pattern-centered

ways different from thelr mainsiveam klentides in instte-
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approaches. Such methods are useful for addressing is-
sues of equifinality and multifinality in relation to ¢d-
ucational lifepaths, Pattern-centered methodologies ure
also wuseful if scholars wish to move beyond group comm-
parisons based on social categories that are dssumed o
be static features of individuals over time (e.g., race) to-
ward group comparisons based on theoretically devived
seif/identity contents and processes that are relevant to
achievement in particular kinds of contexts. Ascribed de-
mographic characieristics of individuals can then he ¢x-
amined in relation to the composition of process-mensure
derived subgroups (e.g., Roeser & Peck, 2003).

Hierarch_ical Models of Achievement Motivation

Filiot and his colleagues have integrated “classic” mod-
els of achievement motivation—in which the need for
achicvement and fear of faifure were of focal concern
(Atkinson, 1957 McCleltand, 1985; Murray, 1938)—with
“conptemporary” goal theory approaches to motivation,
in which symbolic achievementrelated goals {e.g.. mas-
tery, demonstration of superior competence, and avoid-
ance of demonsteating inferior competencey are of central
concern (Elliot, 1997 Ellint & Church, 1997). Accord-
ing to Kot & Thrash (2001, “achivvement goals are
viewed as the concrete aims through which individu
als pursue their more abstract desires, concerns, needs,
and motives (i.e., reasons)y” (p. 147). They propuosed a
variety of needs as providing the energy for the pursuit
of such goals, including the need for achievement and
the fear of frilure, selfesteem and seffvalidation needs,
and the peed for affiliation and the fear of rejection.
Consistent with McCletland's (1985) theory, they argued
that intrgpsychic or environmental stimuoli sctivate “une
deriying reasons” (1.e. iconic motives) that then activate
goals that direct this energy toward particular behuviors,
Although viewed as independent constructs, Bllioy and
Thrash (2001) nonetheless see needs and goals as inte-
arated into what they call “goal complexes”™ that regulaie
achievement behavior.

From a BASIC perspective, the dual motivational (me-
selfy systems these authors implicate suggest that a "goal
complex” s a copfiguration of domurn-relevant {e.g.. 50
cinl, achievementrelated) iconic and symbolic content
that serves motivationat and regulsrory functions {Thrash
& Elliot, 2061). There is no absolute separation of the
energizing and dircctive functions between needs and
goals, across levels, however feonic content, as Blliot
and Church (31997) note, energize goal puisuits dizd pro-
vide broad direction to hehuvior. These energizing and di-
rective tendencies are rooted in the basic emotions that
give iconic motives their “charge” (McClelland, 1985).
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Similarly, gouls not only direct iconic content toward
specific ends, but they are represented psychologically
in cognitive-afifcctive pattemns related 1o certain contexts
and experiences (e, Ford, 1992; Mischel & Shoda,
1993%). One view of such patterns s that they have eaergy
derived from complex cmotons (o.g., valences) that also
energize behavior independent of, snd sometimes in di
rect conflict withy, that of qot {see Mucod, 20010, For
exaraple. consider a profoivpic moral sitaation where an

aroused basic motive io approach adesired end (e g, ake

the tas epridden by an aroused social value
to approach 2 different desired end (e g.. be an honest
SO,

Filot andd colleagues have demonstrated that the dif-
ferentiation of these wo motivational systems alows
researchers o address complex motivational dvnamics,
For example, Thrash & Hiliot (2002) examined the multi
method correlations of (a) seifanributed (survey-based)
measures of sach and fear of falure; () TAT (projective)
measures of rach and fear of failure; and () selfreported
achievement goals, The vwo methods of assessing these
constructs vielded moderate, positive correlations for
both nach (r = 0.22) and fear of fuilure ¢ = (.29, com-
porting with the results of two merr-analyses (Spangler,
1992y, Furthermore, replicating an earlier study (Blliot
& MoGregor, 1999y, they found that students’ pursuit of
performance-approach goals was posidvely associated
with the survey and TAT messures of mAach and fear of
fallure thelr pursudt of mastery goals was positively asso-
ciated with survey and TAT messures of nAch, and their
pursuit of porformance-avoidance goals was positively
associated with the survey and TAT measures of fear of
failure. These findings, genorated with variable-centered
analyses, indicate summative iconic and symbolic forms

of motivation and reflect "average” motvational dynamics
ceross all individuals fn their sample.

Futire studies could complement these analyses with
ined ot distinguwishing individ-
s {e.g., Thrash &

pattern-centered analyvses a
uals who show different goal complex
Eiliot, 2002} For instance, in the Gndings discassed ear-
lier, pattern-centered analyses could be used to differ-
entiate two different subgroups of performance-oriented

individuals—those wiho oy o cutperform others in the

catgme of fears of fathure and those

college classroom b
whe pursue such goals out of 4 need for achievement.
Both paiterns may be associaied with the same level of
achievement, hut rthe first ong seems more fragile and

reompetitive stvle that has hid-

perhaps reflects a hy
clen mental health costs, whereas the Fiter segms more
striving (see Hoeser

salyses could

Hke a healthy form of <o
2088, Move §
also reveal ©

complexes are simply

tical trends. What might be learned, for exampie, from
individuals who are characterized by 2 goul compiey in
which strong iconic fears of failure are coupleg with
the pursuit of mastery goals in the classroon? The study W
of such offdiagonal cases is at the hestt of studies of
resiience in education aind human developtnent More ©
generally :
_’1‘;hf:- hierarchical model of motivation iSone of the fow
contemporary research iraditions that is actively addyeg, G
ing education-refevant constructs across the levels de.
scribed in the BASIC framewark. This model not only pro.
vides a way of modeting motivational dyoamics of the pey.
son but of the persorvin-context. For instance, consider
that we know that (a) activated Goonic) fear of failyre pre-
dicts the pursuit of (svmbolic) performance-avoidance .
goals (Elliot, 1997); (b)) performance-avoidance goals in -
tuen are associated with the avoidance of belp seeking,
especially in clissrooms where students perceive the
teacher as nonsupporiive (e.g., Ryan, Pinwich, & Midg
ley, 2001); and () such goals are also associated with
self-handicapping strategies as a rmoeans of protecting self.
worth against failare, especially in classrooms that sp.
dents peroeive as emphasizing social compurison and
competition (e.g., Urdan, Midgley, & anderman, 1998).
These hndings, in the aggregate, provide insight into
Fevers for change at the classroom level of anadysis. Speci-

ically, they suggest vhat by increasing social support and 2

deemphasizing competition in classrooms, educators may
he able (o reduce motivational probdems associated with
fears of failure (Mideley, 1993).

Stereotype Threal

Whereas hierarchical models of motivaiion have gener
ally focused on sumumative metivational dynamics, con-
flicrual motivaronal dvnamics, as in the case of sterco-
type threat, are also important to understand (Aronson &
Steele, 2005 Steele, 1997, Stereotvpe threat effects refer
1o performance decrements in particular achievernent St~
uations among academicaly conmnitted students who are
cted with stereotypes of

members of groups that are ian
itellectual inferiority. These effects involve taclt [eatures

of achicvement situations (o.g., those where rpee is mz{cic_ :
salient and/or those that emphasize reiative ability/social
compartson) that fmplicitly (helow the lev ol of phenont -
enal awarencss) activate certain psychological contents

and processes that lead 1 performanec decrements. Such
contents inciude physiological arousal (e.g, nonverbal
. of stereotypes
"Q--‘:ﬁnrﬁf" conbroing
el joonic represtl

rations {8

axiety), symbolic repre
group membership identities, and of
a negative selfrelevant stereotvpel), a

wations (e.g., fears of fadlure).




The fact that certaio achicvement situations activate
qot oaly relevant aptibude resources for individuals who
are the argets of compeience-related stersotypes but ad-
diional self contents may produce 2 “cognitive load”
that leads w0 performance decromaents (“cognitive load
explanation”). From 2 BaASIC perspective, however, it
is the fact that the activared selifcontents across levels
represctt conflicting motivational encrgies for the indi-
vidual under a threat concdition that i most significant.
On the one ol there s activared approach motive
tion associared with the individuals' conscious (explicit)

symbolic goal o do welt and ihe velated affective vir
ience of this goal. On the other hand, there is the act-

-yated avoitdance motivation ussociaied with their noneon-
" scious (imphci) remperamental (physiological stress),
jcopic (fear of failure), and symbolic representations
Gi.e., about confirming & negative stereotype, with the
O affective valence of these beliefsy, Unlike the summ-
| tive motivatioas] dynamics described earlier, these acti-
vated contents motivate in opposite (conflictedy ways and
thereby reduce the ol resources availuble for learming
3 {Cmotivational conflict explanation”). Finally, activated

“me-self contents with conflicting valences can be dis-
J racting and undermine porformance if these contents
“alternate in Lself awarencss Cdivided attention expla
mation™y. Intervendon research has showa that () i
-culcating 2 belict in the malleability of ntelligence and
(b) raising individuals’ awareness about the existence of
'_ : stercotype threst reduces such effects (Aronson & Stecle,
2004). From z BASIC perspective, these interventions
work becausc they address the underlving selfcontlict
=By (1) providing individuals with new me-sclf content
cthat can be activated in relevant achievement situg

tiens and therehy produce summative rather than con-
flictual motivationai inpuis, and (by raising this corlics
o the level of Lself awareness such that individoals
pkan recognize and choicefully cope with it (seo later
- discussion),

oo In sum, we view research thar addresses the dynamic
~telations between iconic and symbolic mesclf contents,
and between impiicit and explicit forms of s¥mbolic rep-

i .Tésenmti(m IR coptiext as an ex
We believe this work can reveni how motivagona ehynam-

12 new arca of research,
!

“KSWithin and across different levels of self summate, con-
sy, this work will

W ﬁ . ) ) X N

L or operate independentty. In our vi
o PTOVE mast frugednd if i attends to how ditferent config-
o HIRHORS of selfprocesses relate 1o the educational out

= COMes of ;
IS of particular students (e, helpless or mastery-

“Otientedy . oo
“Blientedy, in particular settings (clementary, secondary,
parsicnby kinds of out-
~e, mental healthy using

PoStsecondary), with respect
bumq’ (e.g., choje, perior
S90Uh varigh,

and p ¢ analviic approaches

%w%w&wﬁy
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The "Problem” of Student Motivation to Leam:
Dewey's “Three Evils”

The BASIC framewark also provides g unique perspecrive
on the educational “problem”™ of motivating students to
learn in school—one that s comnensurate with Duwey's
(1902 classic essav, Fhe Child and the Curriculian, io
which he addressed this and relaed educational prob-
lems. Dewey advocated o view of pedagogy that syne
thesized rwo apparently contradictory views of educa-
tion. The frst view placed the curricniom, decided on
by adulis, at the center of pedagogy and offorts Lo o
vate stadents (a curriculimmecentered view), The second
placed children and their developmenial interests at the
center (a childcentered view). Dewey exborted educa-
tors to tocate whar they were tryving to teach within the <
pacitics, intereses, and everyday expes
at different ages (Phillips, 1998). He called lus pedagog
ical process by which teachers brought the dogical or
dering of the subject matters (e.g., science, Risrory) into
the psychological workd of the developing child as the
psychologizing of the curricsdum and vicwed this as the
solution 1o the problem of students’ motivation Lo learn

fences of students

i1 school.

Unfortunately, Dewey (19062) did not see educators
psvchologizing the curriculum in his time, creating what
ke described as the “three evils of modern schooling” The
first evil was the {failure of educators to teach the curricu:
hum in g way that took into account childeen’s emotional
and relational expericnces of self and world: “In the firss
place. the tack of any organic connection with what the
chikd has already seen and felt and loved makes the mare-
rial purely formual and symbolc” (p. 24). This eventuated
vile—the undermining of srudents” Intrinsic

in i second o
motivatton 1o kearn in schook

presentsion s bk of moriva

The second evil in this exie
fion. .. When the subjectmatier has been psychologized, that
is, viewed as an owtgrowth of present wendencies and activities
cof the childy, it 15 easy to locate in the present some obstacle,
intelfectual, practicsl, or ethical, which can be hansiled more

adequatety if the wrath in gquestion be mastered iy nead sup-
plies mative for the learping. An end wehich 5 the child's own
carries him [s7¢] on to possess the means of iy secomplishoent.
Bt when muaterial is divecdy supplicd in {he form of @ lesson w

Pre tearnod as a lesson, the conrecting Hnks of need and aim tre

conspicuous for their absence. (p. 25)

vitahie outcome of educaiors fathire to psycholo-

gize the curricudum and thereby cultivate studenis’ intrin:
£i ws @ resort B the nse of externl

sic potivation o ke
pressures and rewards (o supply the need ad atim {o.g..
“The externally

the extrinsie motivadon) for sarning:
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presented material, conceived and generated in stand-
points and attitudes remote from the child, and devel-
oped in motives alien to him {séc], has no such place of
its own [in the life of the child]. Hence the recowse to
adventitious leverage to push it in, to factitious drill to
drive it in, to artificial bribe to Iure it iIn” (p. 7).

Research on students’ school motivation, and on the
motivational practices used by elementary and secondary
schioo) reachers, provides evidence that these “evils” are
still present today, Crosssectional and longitudinal stod-
ies in Europe and the United States have documented
linear declnes {rom elementary through bigh schoeol in
school-uged students’ intrinsic motivation 1o learn {con-
ceived of variously as curlosity, preference for chatlenge,
independent attempts at mastery, goal of mastery, and
interest or valuing of specilic subject matier; see Eccles
et zl., 1998). Coupled with these declines, there is o gen-
eral increase in students’ orientations toward extrinsic
gouls {e.g., getting good grades and trving (o cutperform-
ing othersy as they progress through school (Anderman
& Andernian, 19993

Such changes In students’ school motivation over time
are related o changes in context factors (Wigfield et al,,
m press). Declines in inirinsc motivation to learn, for -
stance, are associated with alack of curricudar meaningful-
ness and declimng social-emotional bonds between teaci
ers and stadents as students grow older and move info
bigger schools (Fecles & Rocser, 1999 A the same thime,
shifts toward more extrinsic motivational ofentations are
paralleled by educators” increasing use of extrinsic mo-
tvatkonal strategies as snrdents progress from clemen-
tary to secondary school (Roeser, Marachi. & Gehlbach,
2002,

From a DASIC perspective, and  consistene with
Prewey's analvsis, i appears that schools continue 1o ¢re-

ate the problem of student motivation. They do this by
failing 1 provide students with opportunities for chad-
lenging and authentic work and close refatonships with
teachers that would engage students’ iconic motives for
Failing o do this, educators resort 1o motivie
and outper-

fearning,
tonal pracuices that stress svmbolic grades
forming others, despite the facr that such praciices can

sk (extrninsio) svimbolic motives “alien to

provide only w
the child” for learning. Research on best practices in edu-
cation, however shows that this need not be the case. In
schools that provide eppormunities for students and teach-
ers 1o get o know one another, and for students 1o coop-
erate with cach other arcund projects that connedt their
learning ro meaningful life issues, intrinsic motivation and
fearning wre enhanced for students of all races and socioe-
conomic classes (NRC, 2000, Slavin & Fashola, 1998, Fur-
thermore, affordances for multicwlourad curricula, fexibie
approaches o students’ use of different lapguages and -

alects, and supportive teacher-student reiationshj;,s 4
near to be particularly important for enhancing the i'mrm_ -
sic motivation, felt belonging, learning, and achievcnmm
of immigrant and «thoic minority group members (espe.
ciaily those who come from groups targeted with Stereq.
types of inteliectunl inferiority; Lee, 1995; Lucas, Heng,
& Tronato, 1980; Mustin, 2000). ’

Interventions Along the Educational Life Course

Normative life changes, particularly school ransitions,
are associated with chianges in young people’s seif;
representations and feelings of self-worth. This is dye,
in part, to changes in the nature of the academic and sol
cial environment and related changes in the roles and re-
sponsibilities that young people encounier as they make
these transitions (cf. Eccles & Roeser, 1999). Transition
wograms assist students” self-development aad related -
motivation to lenen by helping thom (redachieve 2 sense
of trust, inftistive, and competence in their new school
envitonments. These factors, in turn, make it possible
for them @ meet new demands and successfully adope
new social roles. Such programs are especially imporiant
for stadents whe are innigrants or who are valnerable
to educational fatlure due Lo poverty or other adverse life
conditions (Jason, Danner, & Korasaki, 1993; Olsen, 1997,
Stavin & Fashola, 1998).

Resioring Relationships to the Heart of Learning

The power of good relationships for enhancing students’
motivation, learning, and well-being seems hard to over-
estimate (e.g.. Becker & Lathar, 2002, Supportive rels-
i teachers and stiklents are the crucible
chack are transaubt-

rionships betw
in which values, information. and fe
ted and, thereby. the internalization of healthy images of
self and principied forms of knowledge are faciliated.
Many of the most important innovations in educational
ioday have emphasized the importance of re-

Practices
lationships for einvigerating education and reengaging
disenfranchised ssudents (Brown, 1997 Commission for
Ar-Risk Children, 2003, Slavin & Fashola, 1998). This con-
serisus makes sense given our explicatdon of self/identity

processes in this chapter. & sense of belonging and men-
bership in a learning community is an mportant precur
sor o exteading onesell in learning. perhaps especially
for voung people who must traverse significant ethnic

Cand racial, socioeconomic, and sociolinguistic horders o
|

feed fully part of 2 school innwhich midd




- eultural noTns often predominate (Becker & Luthag,
2002: Davidson & Phelan, 1999; Lacas et al., 1990).

Factors that enable schools o hecome caring commu-
pities i which students experience a sense of helong-
ing inclade the creation of smaller organizational units
within farge schools (2.2, schools-withinschools) and
“increases in the personalization of instruction through
parjous means (©8., s of homercoms, advisory peri
s, team-teaching: Midgley, 1993}, Bqually important are
practices that directly engage students in cooperative and
community-huitdieng aetvities at school, These include
" the use af cooperative learning fechniques i classrooms,
classroom manage nent strategies that rely on student par-
ficipation i ooOri serting and decision making, teach-
'.ing of confhict resoiution shaifls, and curricula that focus
‘sudents on themes of care, Research amd intervention
studies have shown that such practices foster a “com-
munity of care” that positively infloences students’ self-
dnderstanding, beliefs and feelings, and in-school behav-
1 (Greenberg, Kusche, Cook, & Quamisa, 1995; Schaps,
2003).

he Enlightened Educator

_Anéther implication for educational practice that arises
rom the BLOS framework is that the truly enfightened
ducator is one who relates to students by being wholly
fesent in the classroom and by giving of himself or
éeself to students in appropriate. respectful. and mee
vally uplifting ways. Such healthy and appropritte ex
e’r_lsions of self occur in relation to the teachers’ body
hpnverbal gestures and physical presence), heart (emo-
tiﬂ___l‘lﬁ), and mind {speech, thought, and awarencess). Far-
?hf:_rmerc, becmise role modeling is one of the most
Powerful ways in which human beings kearn, educa
1018 abifity o be auwrhentic in their roles as achers

- fn have deep and often implicit influences on st

;f COLS self development. How can educators use their
o ol . e

L p Wer as role models to positively fluence students’ sef

. cyelopment?

o We believe that the most basic answer to this question

€s i et _
'iim educarors’ efforts o continue 10 develop thent-
Ves - . . . . or
L ldas whole, healthy, and knowledgeable propic. W
uld striy X : ;
strive to siay or hecome heatthy in body, mind, and

£ i

LEY ﬁ;;ﬁ’;“l (-ji,ﬁf adequate f;lfccp zzlncl e.xcrciscf. :md‘ good
{3 1ced 1o de'v%};nt are ['1?6 };n?c‘i.«_: (:}.{' basic h:}l?fts c}fnidre‘fn
nr—... _\Cﬁ'fors (and :{p [(? _11\*(.)1(% a hfe of hc:ﬂt‘h difficulties. h.d—
ity c Yéu;l t:-mfb in .g{im:rzzi) can Cl.l.hﬁ-'iits'_.‘ thescr.imbﬁ.s
i Althrely i} ; ?Ymnnmnz, and working with [i‘]fi‘ll‘ OWn
10 it meags tu‘murs. f_duczi.i"(}rs can also 1‘(:);(‘ modet
iy 0 Hve a moral life through their speech,

pled forme of
forms of classroom management, and a demon-
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strated commitment to social causes. For instance, teach-

“ers can rofe model a willingness 1o discuss and criti-

cally examine what are often painful and sitenced issucs
around oppression and prejudice (Tatum, 1997} Fduca
tors can also practice “mindful and lifedong learning” by
being inquisitive ia their classroom abuut many fopcs,
inchading “youth cultare” and students’ hves outside of
school, Finally, educators can explore the benefits of ox-
ercise, being in nature, hatha voga postures), meditation.
and other free-time activities that reduce Stress and ten-
sion (Benson. 19833, By practicing healthy habits and a
commitment o compassionate and just Causes, by being
a lifetong learner, and by managing SUess effectively, ed-
ucators can offer young people values and behaviors for
irpitation that support their healthy sel fdevelopment and
social responsibility. As the saying gocs. values are more
“caught” by example than “taught” by direct insiruction.

I-Self and Me-Self Education

We sce education as not only about socializing young
people i cultural ways of thinking and fecling about
themselves as learners and members of sociery (me-self
education), nor only about scaffelding their development
of disciplined ways of knowing (subject-fuatter educa-
tjor}. but also as a process that can assist them in mov-
ing frora habitual (Rutomaticy wiays of attending, pereeiv-
ing. feeling, thinking, and doing toward more srfnedful
approaches to these basic selfpelated and learning pro-
cesses (Le,, Lself education). Because the processes of
cultivating healthy self-beliefs and relationships with oth-
ers {me-self education and becoming more disciplinedin
thought in relation fo the subject matiers (subject-matter
education) require a degree of seli-awarencss, all me-self
and subject-matter education occur m the context of Lself
education.

I relation to what we are calling me-self education, ed-
ucational psychological research has consistently demon-
strated how eachers can reengrge or more strategically
engage students in the process of learning in school by
offering them particular motivational and selfregulatory
tools (Fintrich, 2003, Through direct instruction and role
modeling, teachers can assist students in learning how
to {4y ke up goals associated with mastery and self-
improvement, (h) break down wasks into pmxinmi sub-

goals, () attribute difficulties to effort and inadequate

problemesolving sirategies. (d3 seek help when needed,
and (&) employ various learning strafegies. The most ef-
fective way that educators can cultivate studenrs” willing-

ess 1o take up such motivational and strategic 10ols 15
by building good relationships with them. Relationships
foster the internalization of psychological resources by
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engaging positive emotions and activating what is called
a “broaden and build” orientation (Fredrickson, 2001).

In relation to the Iself, educators can assist their stu-
dents in participating more mindfully in their lives and
in their school learning by helping them to develop their
capacities {0 direct and sustain their attention in ways
that vield tangible bepefits (see Langer, 1989). For in-
stance, icachers can provide students with experiences
that demonsirate to thew that “the ability to focus aware-
ness volitionally sees the stage for the use of our talents”
(Tart, 1986, . 12). Here we highlight four things teachers
can do in this regard with their students,

Insightful Awarewess. One way that educators can work
with their students with respect to their awareness con-
cerns grantng them josight into psychological beliefs
that are debilitating in learning situations. For instance,
both anxiety intervention and atiributional training pro-
grams have demoenstrated how assisting individuals to be-
come aware of, and then willfully replice, debilitating self-
beliefs can help them o boost their performaonce, During
the first stage, this involves helping students o become
aware of egofocused, selfdeprecating thoughts and mal-
adaptive attributional processes in the face of difficulties
during learning (! will never be able to do this right. 1
will abways he dumb ™. In the second stage, itinvolves pro-
viding students with new task-relevant, problem-focused
thoughts srd attributions (“Let me see what the rask re-
guires me 16 do—mavhbe 1 wasn't able to solve the prob-
lem because 1 don't have an effective problem-soiving
strategy™) that they can invoke in the face of challenges
during kearning. 1o this way, educarors can assist studernts
in lowering their achievement-related “worries™ and im-
proving thedr fearning and performance (e.g., Mechen-
baurmn & Buter, 19800, Culiivaiing stadents’ insight with
respeet to their naive subject-matier theories is another
application of ihis idea (NRC, 2000). Cultivating insight-
ful awareness 5 closely related ro cultivating choicelal

AWHTCIESS.

Choiceful Awareness. Choiceful wwareness (in erms of
shifiing and sustaining the foous of Atention) represents
the undertving basis for whar Kelly (1953) referred to as
constructive alternafiviss. This vefers o our capucity
to change our personal experience of ouwr selves and the
world by choosing what to believe or what beliefs to acti-
vate in regard to o partdcular setting or Iife sitaation, The
pracdce of constructive alternativism relies on the effort
fers

ful controb of attention. In part, effordul attendon e
to our ability 1o shift arrention away from threatening
stimuius cues and debilitaring habinzal thoughts as well
as our ability to inhibit dominant response tendencies
that mav engender shorbterm gains and long-ternm coss

(Derryberry, 2002). These manifestations of efforey; Con.
trol set the stage for individuals’ abilities to eXercige |
choiceful awareness with respect to volitional focyy ‘;xl o
specific stimulus cues and volitional activation of Partic.
ular beliefs and response sets. :
Some of the most impressive evidence for the benefigg
derived from the use of these capacities has been gepe,. .
ated by over three decades of research associareq with :
Mischel's “delay of gratification” paradigm (e.g., Metcajfe
& Mischel, 1999, In this work, children’s abitity 1o shift
attention away ffom desired objects and sustain focus oy
less interesting objects (¢.g., in order to gain larger re.
wards) is generalty associated with less impulsingy and .
negative affect. Over time, this type of selfregulatory
competence translates inte both social (e.g., better SU‘GS% :
management) and academic (e.g., higher SAT scores)
cempetencies. Teaching students bow to work with thejr
ateention in this regard requires patience and personalizg. -
tion, things that, unfortunately, are often not sepported ©
in the current cavironments of teaching, Nonetheless,:
teachers can begin to cultivate choteeful awareness in
their students by reaching them this simiple lesson derived -
fromthe experience of a Jewish psvchintrist who sarvived
the Nazi death camps: Although we o notalways or even
ofien have freedom over our external conditions, we do
have freedom over what we attend to and our attitude
towards these external conditions (Frankl, 1962).

Mindfuiness. 1o contrast to helping students gain insight -
into how they habituaily think or feel around learning
{insightful awareness), ot helping them 1w realize that
they have a choice over what kinds of Dheliefs, feel
ings, stimuli and so Forth that they attend to (choiceful
awareness), weachers can also instruct their students in
wrindfulness—ihe process of becoming more fully aware
of what 75 rather than what one wishes, jodges, or au
tomatically asswmnes 45, Mindfol leaning. in essence, e
quires individuals Gncluding both teachers and their
studentsy to wilktully extricate their awareness from preve
ously developed and automatically actdvated habits, emo
tional patterns, beliefs. and knowledge such that they can
perceive, feel, and think fresfly. This is what it means to
AWATCTEss 0 step over habitual ways of

“raise one'’s
perceiving, feeling, and thinking and gain new insights
intor self. others, and life from the vaniage point of the
chserving 1 In essence, the representational me-self con-
tents of our minds both assist and constrain us. Through:
ot this chaprer we have discussed how they assist us, but
it would be anincomplete story if we didnot also mentioft
how they also constrain us. They do this insofar as they
catse us to enter unigue momems of learsing, loving
and living with old coneepts that may inhibit inguisitve
criences, We are constanty,

ness anc O CRnRSEy 0 new £




©as Freud noted, making the present past through our
: .fgpmsemzuionzﬁ mentat constructs. To accomplish mind-
© fulness education with students, reachers might simply
- dpaw srudents’ attention to the definition of mindfuiness

Offcr::d by Langet (igng)anduse itus 4 metacognitive ool
pefore, during, and after 1ess00s. She described mindful
2 learning a8 () contin wally creatiog HowW categories of ex-
-~ perience 45 O Progie

“and domains of knowing: (h) buing opdi to new infor
"mati(m and experience (<) being open toc pm':spm:{ives
“other than one’s OWE. and () exercising choiceful atien-

“fion to Hhe Process rather than the oueome of tearning.
Teachers can simply ask their students (o 0y those babits

vely tasters new tasks, skills,

of mind during classToom learning activities and thereby
' cuttivate the Balil of prindfiliness.

One-Pointed Asteption. One final aspect of Tself educa
Tron we wani {o highlight CconBCems whether or not ed-
QCALOTS CAD ASSIST siyelents i developing their ability to
sustain their affention over fonger and longer periods of
1ime, The cross-situational vatue of cultivating this poten-
nial of the Eself, if it weee po:"-;sibicf, would be enormous
‘given the fact that Hmost evervihing worthwhile in life
requires devoted and one-pointed artention for sustained
periods of time. AS James (1890) wrote of such a capic-
‘ity, “The faculty of voluntarily bringing hack a wandering
attention, over and over again, is the very root of judg
‘ment, character, and will, .. An education which should
improve this faculty would be the cducation par excel
Slence. But it s casier 10 define this ideal than o give prac
" tical directions for bringing it about” (. 4243

.- This situation i now changing. The traditons of India
and their insiantation in clussical Brahmuanica) and Bud-
“dhist modes of contemplative cducation have always had
the training of one-pointed attention in young people as
‘central aim (Mookeri, L7 Scharte, 20072y, Modem
_nenroscicnce has pow documented how contemplative-

-educational practices that tain Attention can positivedy i
Teence individuals’ _[)ﬁ}’ﬂ_}é}i{f!gii“&i well-heing (Gofeman,
“2003; Lutz, Greischay, Rawlings, micard, & Davidson,
2._094) Spudies are also beginning 1o examine how atten
; Uoﬂfil training can enhance comeentration anxd coenitive
performance among childresn wirh atteniion-deficie disor
Jder FSGC Posner & Bothbarr, 2000). How fap edacators
Cuitivare one-pointed awareness in students in school set

t_mgs‘f This remains an open question, Practices such as
.Igh}“&cal martial acts, various forms of batha yoga (e.g.
tﬁf‘tgz;m?u) @ﬁ:m;z.l !_FF{’!'”ﬂi)%_’i‘f.i!.ﬁiH'L and 1'ﬂf:d.i1;:uioﬂ are
ﬂtss M():?ﬂl‘l% 1};9;:.{'15\: ot {é;%iﬁ'ﬁl‘.mg <'}1‘sf{fp<}1utt’d ;i.\%-';lr‘&
“Indi Su:if 141) i'Ti‘ ‘\ftf‘iihiiii"ﬁ_“:% of tduc;ﬁ.tgmui p“ﬁzs:tws in
Deopie E]%&i*ttik vinhihity of w‘(.h pr‘m::‘mxjﬁ with young
; t.iCes iﬁ . t lfh @g;ara_s, Laast 1%;{:: effecis of using sa‘wb Prac-

onsectarian ways with students n moders pub-
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fic school settings awaits both practical innovations aad
their scientific validation.

ey

CONCLUSION

—

The purpose of this chapter was to present ideas and
cesearch findings on self and identity processes that are
relevant to the study of studenats’ motivation, learming, arud
achievement in school. T he concepts of self and idert Hy
have a fong history In psychology aud other branches of
the social sciences, and interest in these topics Is growing
rapidly. Asa colleague once guipped, “ideatity isadisease
in the social sciences, and it seems Lo he spreading”

W began with some overapching themes in self and
identity research, inciuding two broad characterizaions
of scholarship in these aress. The first was a psychojogios!
concepiualization of setf/identity, and the second @ moid
socioculiural one. We then presented the twin problems
of the jingle and jangle fallncies i the rather voluminous
by of scholueship on self and fdentify. NEst, We raced
the seff and fdeniify CODCCPEs thyough the work of fJames
and Friksop and updated their concepts in refation fo new
developments inthe sacial-personatity, tearning, develop-
mental, and brain-hehavioral sciences. 16 these sections of
the chapter, wo attempted fo bring some coherence to the
widespread use of the implicit-explicit Jistinction i psy-
chological research by differentiating the pheponmenolog:
ical (Eself), reprc.L;c?m:ii,i{)ami (me-selly, and dcvclepmcmn]
meanings of these €nms as hsed in (he lreratuge today.
We helieve that greaier actention necds fo be paid to
self-processes associated with schoot motivation, leaenr
iy, and schievement that exist below the shreshold of
phcnmm:n:.ll awareness (0.g., flwse that are imphicity. aned
that the time is right for exploring in grewcer depth the
T.self and its master funcions: ehe shifring and focusing
af artenrion. Farther, we discussed how the study of vari-
osus kinds of selfrepresentations that function o notvae
and reguinte school learning and achievement, particu
Larty those that are teonic and symbeolic in nature, WEre
Hoth an historical and exciting new direction in cduce
tional and social-personality research,

The BASIC model of self-ia-ConeRn was presented and
used to organize the varions seholardy traditions that study
celf and identity processes in cducarion today at the tevel
of the indivichual, the level of social inreraction, aned the
tevel of social instvutions. Within this context, We pre
sented the BLOS modal in which we pusited it self con-
sists of various tevels of reprEsEntation. ipcluding the e
peramental, jconic, symbolic, aod phma)mcmuh.}giar:ﬁ. We
proposed that each sep of these conients provides broth
energy and direction o hehavion 1o deing 50, We exphic
iy suggested it spotivation (Lo, e energization of
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behavier) is o kev funciion of sclf at each of these lev-
els and their associated contents. Similarly, we suggested
that repudation (le., the dircction of behavior) is also a
Lev function of seif at all of these levels and ranges from
reactive and relatively automatic forms at the me-self ey
els 1o volitional and offortful forms at the Bselfl level W
also highlighted the importance of bringing emotions and
moad back inio the motivational picture in educational
pevehology

Next, we expunded our owlook and presented the
BLOSC model in which we described the macro- and
micro-levels of school environments that affect students’
selffidentity development. Because of space limitations,
we were ondy able to make suggestive remurks about how
structires, processes, people, practices, activities, and
things at cach of these levels affecr students” seli/identity,
wWe highlighted the notions of constructive and destrue-
gve environments and discussed how construciive en-
vironments are those that inviie young people oo in-
ereasingly contral forms of participation in their learning
COEMUAITCS at sehood,

Finally, we applied these "BASICT concepts to content
porary arcas of cducational rescarch and related areas of
educational practice. Specifically, we discussed the rela
tion berween eacly childrearing, self development, and
children's readiness fo learn in school, and emphasized
the importnce of iconic relational scherpas for healthy
seli-development as students move into and through dif-
ferent schools. We examined the issuc of educalional
resiliesice among thase who face significant barrers
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