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CHAPTER 1

SOCIOCULTURAL
PERSPECTIVES ON SCHOOL
MOTIVATION, ENGAGEMENT,
AND ACHIEVEMENT

Theory, Research, and Application

Gregory Arief D. Liem
Dennis M. Mcinerney

It takes a willage io raise a child.

—Alrican proverh

Ihe school motivation of studenis is o |I|‘vl'|:| associated with the tlll4||i|.\' ol
their school engagement and achievement, as well as their well-being and
flourishing in other important arcas of life including “the psychological,
cognitive, social, and physical qualities that students need to live a happy
and Tulfilling life™ (Organization for Economic Cooperation and Devel-
opment [OECD], 2017, p. 8). ldentifving Facilitating conditions of school
motivation and their processes is thus a meaninglul educational pur-
pose, hoth in and of itself and as a p;nhw;n.' to the holistic |'|['\'{'|r1]1mc'nr of
VOUng Ill'lilllt'. .3||1||nll}{h maolivation appears o be a largely individual-level
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phenomena, it is unequivecally social and societal in natre as well, As is
implicit in the African adage quoted above, motivation does not develop in
a contextual vacuum, Thus, educational pol and practices seeking 1o
foster school motivation, and o undersiand its influence on engagement,
achievement, and wellbeing, will be effective only when we, intentionally
and systematically, take the sociocultiral foundation of these psychological
constructs into consideration.

In the initial edition of Big Theories RBevisited (Meclnerney & Van Euen,
2004, motivation and engagement theorists were “challenged™ w look inte
their models through a sociocultural lens. The volume was comprehensive
in its coverage, compr

ng 13 rhapl(‘m on major and contemporary {or
“big”) theories on motivation and engagement, including attribution theo-
v, seli-determination theory, pers investment theory, sell-worth theory,
expectancyvalue theory, and self- and co-regulation models of learning.
The volume has been wellreceived by the academic community,
particularly fruitful in prompting scholarly discussions and studies address-
ing issues pertinent w sociocultural influences on school motivation and
engagement. This was objectively reflected by the large number of citations
of its chapters in education and educational psychology periodicals, text-
books, edited books, and dissertations.
Significant advancement has been made in the theonizing, conceprual-
ng, and research on motivation and engagen constructs under such
big theories since the publication of the volume more than a decade ago,
In this second edition, we invited scholars to critically examing the “what”
{factors) and “how” {processes) of socioculiural influences in relation o
the key motivation and/or engagement construct(s) of their expertise.
Whenever relevant, we also invited authors w illusirate the practicality of

ane it was

such theories in (crosscultural, multiculiural, or culture-specific) applied
settings. As a point of departure, we specifically encouraged authors o ad-
dress the lollowing questions:

*  What is the current status of the theoretical model and construct
under focus par
engagements What are the issues, debates and coniroversies about
the theoryr What are the conceptual, methodological, and practical
contributions and challenges of the theory?

& To what extent have the theoretical model and construct been
applied to understand motivation and engagement of students in
different societies? What are the major cross-culiural, cross-ethnic,
or hetween-gender findings documented in recent years? Are the
construct, the model. and its kev tenets cross-culturally applicable?
Is the universal “eiic” model sufficient, or is there a need 1o dt"w-k)p
a culture-specific “emic” model?

n and

ularly in understanding student motiva
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*  In what ways do sociocultural factors, ranging from the role of
parents, family, teachers, and peers o that of the larger communal
and socictal milicus (e.g., education system characteristics, value
and belief systems, national ideologies, economic development),
influence student motivation and engagement? What is the role
of gender and ethnic socialization in these processes? How, and w
what extent, can these sociocultural factors be incorporated into the
model such that student motivation and engagement processes can

be better understood?

We made it clear to our contributors that we solicited new chapters rath-
er than chapters with merely updated materials. As a result, this second
edition puts together 16 chapters written by scholars who are known to
be the authority in different areas of student motivation and engagement.
Whereas some of the chaprer wpics covered in the inital editon are also
part of this edition, some are new and provide fresh sociocultural angles on
achievement-related processes and outcomes. Likewise, whereas some of
the authors contributed to the earlier edition of the volume, many of them
are different. What appears 1o be the same across the two editions is the
scholarly distinction of the authors and the substantive rigor of the chaprers
in advancing our current understanding of this field of enquiry.

We organize the 16 chapiers this volume into five thematic sections.

The firse section consists of three chapers that focus on student motvation
and engagement perspectives addressing the queston, “Why and what do 1
want o achieve in my studies?™ The second section comprises four chapters
that focus on perspectives addressing the question, “How do [ think and feel
about mysell and my studies? The three chapters in the third section focus on
perspectives relevant 1o the following question, “Who wants me to study well,
and who can 1 do it with? And the fourth section consists of four chaprers
that focus their discussions on addressing the question, “*How do T regulate
my studies, and who can help me do " As an interesting and stimulating
contrast to the first four sections, the fifth section—"Are my pecrs and T more
alike, or different, in our school motv

ing?"—delves into
standpoints that argue for crosscultural similarities in achievementrelated

processes and outcomes. An overview of these chapters is provided below.

SECTION I: WHY AND WHAT DO | WANT
TO ACHIEVE IN MY STUDIES?

The focus of authors in the first section is on the reasons and the aims of
s’ motivated behaviors, and how sociooulural contexis influence
the adoption, expression, and regulation of their pursuit. In Chaprer 2,




Reeve, Ryan, and Deci take both etic and emic approaches wo better under-
stand student motivation, and Aourishing more generally, from the lens of
sell-determination theory, On the one hand, the theory operates hased an
three universal assumptions that individuals are naturally motivated due 1o
their basic psychological needs, have inherent tendencies toward growth,
and proactively engage the environment which may support or frustrate
the satisfaction of their needs. On the other hand, the theory recognives
that sociocultural events (e.g., rewards, praises, goals, lecdback) and expec-
tations (e.g., nonmns, values, priorities, obligations) affect students” motiva-
tion, Importantly, the theory emphasizes the role of students” agency in the
degree to which they are {or are not) open and ready to accept these social
recommendations and cultural practices, In their conclusion, the authors
highlight five unigue contributions of SDT including its role as one of the
culturally critical big theories of motivation in education.

1 between a reason and an aim of

Goal complex, or the connec
achievementrelevant pursuit, is a relatively nascent theoretical concept
in achievement goal theory. In Chapter 3, Liem and Elliot make the case
for the relevance of this concept to understanding the processes through
which sociocultural factors influence the adoption of achievement goals.
The authors distinguish two types of reasons prompling achievement goal
adoption, distal and proximal. Unlike proximal reasons that mainly rep-
resent cross-culturally universal motive dispositions, the coments of distal
reasons are formed through the imernalization of culturally-shaped values,
oculturally diffe Integrating the

and h

they are likely to be so
hierarchical model of achievement motivation and the bioecological mod-
el of human development, Liem and Elliot then propose a taxonomy of
soviodemographically- and sociocontexoully-grounded distal reasons for
goal adoption, and the mec sims through w
norms, and prescriptions affect achievement goal adoption and regulation
through their more immediate impact on distal reasons. The authors end
by calling for cross-cultural research to examine the functional significance
of both distal and proximal reasons in goal adoption and regulation.

Inm (:haptcr 4, King, Datu, and Mflnrnlq‘ argue for pt-mna] investment
PI) theory as a useful framework for understanding achievement motiva-
tion in crosscultural contexts, PItheory focuses on three key components
of meaning—sense of self (who am I), perceived goals of behavior (what
do T want), and facilitating conditions (what are my available options)—as
critical for understanding student motivation, Unlike traditional motiva-
tion theories, PI theory puts a heavy emphasis on culure which is argued
to play a powerful role in shaping these three components of meaning.
Interestingly, the chapter also documents how PI researchers have uncow-
ered crossculiural similarities (etic) and differences {(emic) in the three

h cultural expectations,

Pl components based on studies with students from diverse sociocultural
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backgrounds. One of the key contributions of PI theory and researchers
argued by the authors, is in is role w broaden the scope of student mot-
vation rescarch—often confined o Western senings—by including under-
studied populations. The chapter concludes with theoretical and empirical

recommendations that could move P@ theory forward.

SECTION IIl: HOW DO | THINK AND FEEL ABOUT MYSELF
AND MY STUDIES?
The focus of chapters in the second section is on the cognitive and affec-
tive components of students” evaluation of their ability, tasks, and achieve-
ment striving more generally, These are represented in the theoretical con-
cepts of expectancy for success, self-eflicacy, and achievement emaotions.
Constructs or concepls similar 1o achievemeni-related reasons and goals
(e.g.. perceived utility of a wsk) focused on in the earlier section are also
discussed here, suggesting the interconnected natre of these factors in
student motivation. In Chapter 5, Tonks, Wigheld, and Eccles oni
amine the current status of expectancy-value theory (EVT) positing that
one’s beliefs about expectation for success on a task and about the values
of the task (in terms of interestingness, importance, utility, and cost) would
contribute o one's motivation and engagement in such a task, The authors
5p('ti|"|ra'||}' hig'hiight two new areas of EVT research (:Tn('rg'ing in the past
15 years, The first looks at the effectiveness of interventions designed o
enhance students” valuing of school tasks, whereas the second centers on
the expansion of the “cost” concept initially narrowly defined in terms of
what one has o give up 1o do something that one chooses to do. As formally
reflected in the “culmral milien” box in its graphical representation, EVT
is construed as a very relevant model w understanding socioculiral influ-
ences on achievement-related behaviors, particularly through the moder-
ating role of sociocultural contexts in the development of subjective task
O SUCCESS CXPRECTAnCY beliefs) and in the sirength of

ically ex-

values (more so ths

the relations between the EVT components and pe nee, choice, and
performance, The authors conclude that the “presence” of EVT in the field
of motivation in education has steadily increased over the last 15 vears,
Self-efficacy has been consistently shown to affect students’ persistence
and performance in school. Academic self-eflicacy and its development are
therefore the focus of the two chapters in this section. In Chapter 6, Dillene-
detto and Schunk provide an overview of recent research on self-efficacy in
education. After differentiating seli~cfficacy from other similar constructs
(ability beliefs, grit, intention, engagement, and self-determination), the
hors review trends in selfefficacy research with discussions [ ing on
sociocultural influences (culture, gender, family, socioeconomic status) on




selfefficacy development and on other issues such as measurement of sell-
efficacy, ways of using technology w develop self-efficacy (e.g.. gaming),
and sell-efficacy in groups and nonacademic settings (e.g., mentoring rela-
tionships, bullving, terrorism). Dibenedeto and Schunk include through-
out their chapter specific recommendations for future sellefficacy research
in education, and suggestions on how self-cthcacy principles can be applied
tor help develop and sustain a sense of agency in learners. Indeed, their
chapter provides a rich and updated review of research on the role of self-
efficacy in education, and beyond.

Complementary o the preceding chapter, in Chapter 7, Usher and Wei-
dner provide a thoughtful discussion on how sociecultural processes influ-
ence self-efficacy development through the four primary sources of self-
efficacy as hypothesived in Bandura’s socialcognitive theory, These »
include mastery experience, vicarious experience, social persuasions, and
physiological and affective states. Guided by the interesting and dynamic
vignette of a hypothetical middle school student named Mia, Usher and
Weidner paint a picture of how cultural identity, socialization, nationality,
and other socioculiural processes might affect the ways in which learners
interpret their academic experiences and assess their capabilities. They
then provide a review ol recent studies on sources ol academic sellcflicacy,
particularly those that considered diverse socioculiiral contexis and identi-
ties of learners. They highlight cultural similarities and differences in how
students are exposed to various tvpes of efficacy-relevant information, the
interpretation rules students apply 1o L‘tm information, and the reladve in-
fluence of this informa s sellefficacy, Usher and
Weidner also provide recommendations for how sociocultural processes
can be better addressed methodologically in selfefficacy research, They
close by recommending ways that researchers can use o broaden their as-
sessment of the sources of self-efficacy and to better capture the range of
efficacv-relevant information students weigh, hoth positive and negative,

In Chapter 8, Pekrun provides an overview of his controlvalue theory
of achievement emotions {CVT) and a wellargued discussion on the influ-
ence of gender and sociocultural contexts on students’ achievement emo-
tions. CVT posits that achievement emotions are triggered by appraisals Sf
conirol over, and the value of, achievemeni activities and their outcomes,
and different wpes and combinations of control and value appraisals are
thought o promp different emotions. Given that appraisals are consid-
ered proximal antecedents, more distal individual and socio-contextual
factors are thought to influence students’ emotion by shaping their ap-
praisals. Thus, CVT posits that the influence of these distal factors is medi-
ated by students” control and value appraisals, and that any individual and
socio-comtextual Factors shaping students’ appraisals also influence their
emotions. Pekrun concludes that the basic mechanisms linking sn

nrees

lents'
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appraisals and emotions are universal across genders, environments, and
cultures. However, the contents, objects, frequency, and intensity of sou-
dents' emotions differ widt-l;f.' as a unciion of social influences, As such,
while acknowledging the relative universality of basic mechanisms, he be-
lieves that emaotion theory and is related educational practice need o con-
sider the uniqueness of emotions in different genders, social environments,
torical contexts,

and sociocultural as well as

SECTION IIl: WHO WANTS ME TO STUDY WELL,
AND WHO CAN | DO IT WITH?

As noted earier, academic endeavor is social in nature in terms of its fa-
cilitation, pursuit, and consequences. Students are motvated w study not
only because of the encouragement by their parents and teachers, but also
because they see it as a way 1o fulfll their msponsuhdhw to these people.
Furiher, aside from the fact that group |lr|:||:t tis an "h"l

lIl{)I 15 r[lll'li'lv('rlll‘Tll
of assessment across curricular subjects and instructonal methods, work-
ing with peers is a way of learning that many students like and choose w
do on their own accord. Indeed, ¢ !Izlpll'l‘l in this section focus on these
issues. In (Ih;!pt!:r O, Wentzel Proposes a (nmpt:lcn(r-in-nmu'.xt maodel to
understand school motivation. The model predicts that social supports and
maotivational beliefs are related to classroom competence by way of pursuit
of goals to achieve outcomes that are central to the learning process. These
goals can reflect both academic and social outcomes, including displa}x
of efforts o learn and understand subject matter and appropriate class-
room behavior. Social provisions from teachers and peers in the form of
clear expectations and opportunities for goal pursuit, instrumental help,
emotional support and safety, and responsivity reflect potential contextual
influences on student goal pursuit. The author asserts that, these provisions
support goal pursuit by providing input concerning sociallvvalued goals
that students should pursue, and Gcilitating positive motivational beliels
in the form of values, self-efficacy, control belicts, pere
tations and belongingness. Wentzel believes that the model is unique in
its perspective on competence-n<context for understanding motivation at
school, and it extends more raditional views of classroom motivation by
recognizing the role of social supports in facili
and pursuit of appropriate classroom goals.
Next, in Chapter 10, Rubie-Davies, Webber, and Turner present a cul-
turally responsive model of teacher expectation, a new big theory which
integrates culturally responsive pedagogy. high expectation teaching, and
sehool-Family—c nunity partne |i|)~.'_ Based on different |1¢-r5|u-r|'n.'l:-si
of culturally responsive pedagogy, the authors examine the applicability

ved social ex;

g student motivation
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of teacher expectation theory to improving Maori students” school perfor-
mance. They point out that the culturally responsive pedagogy and high
t-np:-rm:i[m teaching models plac'(- a heavier ¢-m|lha|.-\is on the classroom
and student-teacher relationships than they are on whdnan (exiended fam-
ily}, a cultural concept of particular impontance for the Maori community.
Without the inclusion of whanaw, the authors argue, high expectations and
culturally rl'.lipnmi]'w- [u'(l'.lgllp"}' alone will not make a significant difference

for Maori students. Their model shows us that school culture and attitudes
towards certain ethnic communities need to change for high teacher ex-
pectations and culturally responsive pedagogy to positively impact the edu-
cational achicvement of students from those communities.

In Chapter 11, Inns and Slavin focus on the effectiveness of coopera-
tive: learning with students from varions cultural groups. They first provide
a theoretical overview of cooperative learning which refers o a variety
of teaching methods that require students 1o work together 1o help each
other learn contents or complete projects. Although much research has
shown positive effects of cooperative learning on achievement in many sub-
ject areas and grade levels, we “challenge” the authors o examine if these
instructional methods apply o all students across different sociocultural
backgrounds, As they critically examine, research in the United States has
generally found the benefits of cooperative leaming, including for African
American and Hispanic students, consistent with their cultural orientations
toward cooperation and communalism. Research in Asia with students from
Confucian hertage culture (CHC) societies, however, has shown a more
complex pattern of findings. Although achievement outcomes of coopera-
tive learning are generally positive, some aspects of Asian culture, such as
respect for and dependence on teachers rather than peers, may need o be
taken into account in ;lpplirnlinn!i nl'runp:'mti\t' learning in this tradition,
Like the message by Rubie-Davies and her co-authors in the earlier chapter,
Inns and Slavin's chapter reminds us that there is not such a thing as “one
size fits all” as far as crosscultural wansfers of pedagogical principles and
practices are concerned, regardless of how effective these pr]m'ip]t:\' and
practices are proven to be in their culture of origin.

SECTION IV: HOW DO | REGULATE MY STUDIES,
AND WHO CAN HELP ME DO IT?

The social foundation of academic endeavor, highlighted in the previous sec-
tion, continues to be an important theme even in what appears to be indi-
viduallv-oriented constructs and processes like seli-regulated learning. The
recognition that siudents share the regulation of their leaming with others
especially teachers and peers (and even parents), both in person and through
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the technology, has received greater attention in recent days, This is indeed
the focus of chapters in this section. In Chapter 12, Clearv, Kitsanwas, Pape,
and Slemp provide an overview of recent advances in socialcognitive theo-
ry and research examining the influence of sociocultural and socialization
influences on the development of selfregulated learning skills in learners
across various contexts, After briefly reviewing the basie teneis of socialcog-
nitive: theory, they use sociocultural principles to further understand the role
ol environment as delineated in Bandura’s notion of reciprocal determin-
ism. Central to their chapter is the exploration of the
phase model of self-regulated learning with a model of self-regulated leamn-
ing skill acquisition that emphasizes different levels of social influence. Of
particular interest are the different ways in which socialcognitive researchers
have conceptualized and studied emulative or guided practice activities, and
whether such findings are consistent across different cultures. Interestingly,
the authors interweave an embedded case studv—]Jennifer and Desmond in
Ms. Johnson's Algebra class—throughout the chapter and present two field-
hased studies 1o illustrate how socio-cognitive theory and research can be

tersection of a three-

appliﬂl to authentic classroom contexts, The authors conclude their rh;{]'m-r
by discussing important areas for future research and the potential need for
blending socialcognitive theory with sociocultural perspectives,

Next, in Chapter 13, Perry, Mazabel, Dantzer, and Winne examine how
theory and research on sell-regulation and self-determination are evolving 1o
reflect socioculiral perspectives on learning, and how these developments
enrich and expand understandings of how selfregulation and self-determi-
nation can be promoted in complex waching and learing environments,
These authors first examine the two theories, with pqlrlicular attenton to
rece

it advances that reflect an increasingly socioculiural examination of
these two theories. They then describe a rescarch=practice partnership in
which they have engaged with an after school music education program. In
. they underscore the sociocultural context that surrounds the

this secti
program and its implications for how they have co-constructed research and
practice with their partners, They close the chapler with notes highlighting
implications for rescarch and practice that devive from our work.

In line with the idea that individuals exist as part of the larger social and
phy\it'a] environment, in (:llaplrr 14, McCaslin and Viiesema take a co-
regulation perspective on academic behaviors. This perspective is one that
describes how personal (eg., disposition), social (e.g., relationships), and
cultural (e.g., societal expectations) factors interact to influence student
learning behaviors. Specifically, the authors describe the theories that in-
fluence their thinking, explain MeCaslin's co-regulation perspective, and
present three examples of their research that illustrate the co-regulation
framework, Overall, this chapter provides evidence for the importance

of understanding the relationships between the self, others, and society,



10 = G. A, D. LIEM and D. M. McINERNEY

and specifically asserts that students” personal histories vield differences in
what they bring 1o an academic situation. in what and how they participate,
and what that means Tor their sense of self, The authors conclude tha
the co-regulation model serves as a vehicle for research on culturalsocial-
personal dynamics,

In Chapter 15, Hickey and Andrews describe how the situative theories
of motivation and engagement have evolved through refinements made
struction and assessment in courses lor sec-

on approaches 1o online
ondary, undergraduate, graduate, and open learners. The authors provide
some historical context regarding situative approaches to motivation ancd
summarize an empirical test of situated motivation. They then describe
how the core set of educational design principles emerged across cvcles of
design-based research across several educational technologies, including
online courses. The work of these authors has resulted in generalizable
design principles for motivating productive forms of disciplinary engage-
ment in online settings. The chapter then uses examples from a graduate-
level learning sciences course 1o illustrate the current design principles
and describe how they support engagement and achievement, while ac-
commodating diversity in prior experience, current application contexi,
and future goals, Hickey and Andrews end their chapter by putting forth
the “next s!cps" to extend the 'rlpplirutinn of situative theories of motiva-
tion and I']Ig}lg{.‘fl]!‘l'll.

SECTION V: ARE MY PEERS AND | MORE ALIKE,
OR DIFFERENT, IN QUR SCHOOL MOTIVATION
AND LEARNING?

Chapers in the previous sections have focused their discussions on socio-
cultural influences on motivation, learning, and achievement. Taking a
reasonably contrasting view, the two chapters in this last section zoom in
i cross-cultural universality of the Ih}'(']nx'duralin 1 factors
and processes. Altha 1 these chaprers largely argue for the dynamic rela-
tions between motivation, engagement, and achievement through pancul-
tural and evolutionary (or etic) lenses, they recognize the possible culiure-
specific (or emic) factors and processes influencing schooling outcomes,
In Chapter 16, Sedikides delves into the panculirality of the need for
positive feedback and its potency for motivation and learning. The author
recognizes that, although feedback is the medium through which schools
., teachers) inform students of their progress, its administration is often
less effective than it is intended o be. In an effort w understand why, he
focuses on the sellevaluation motives underlying the pursuit and reception
of feedback, including sellFenhancement, sell-protection, self-assessment,

on the
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and selHimprovement, His reviews point to the apparent panculturality of
the sell-evaluation motives and their implications for student motivation
and learning. In |m1'lir|1'|.;|r, university students—hoth in Western and Fasi-
Asian culiures—desire and solicit predominantly positive rather than ac-
curate leedback, while finding positive feedback more sadsfyving and useful
than improving feedback at least in the short run. These students also se-
lectively forget negative feedback than accurate feedback, when it is target-
ed at them (rather than another person), and when it refers 1o important
{rather than unimportant) aspects of their selfconcept. The author ends
by drawing implications for feedback-giving practices, and also by calling
for research that moves beyond the Easi-West divide and adopts a more mu-
anced view of culture.

In Chapter 17, Martin provides a theoretical aceount on evolutionary ed-
ucational psychology, as one line of evolutionary psvchology theorizing that
seeks 1o explain how evolved biases in learning and motivation influence

students’ r.'lpacil:;;md maotivation to learn and achieve. The ;LulhnrcxpLairui
that evolutionary educational psvchology is a predominantly cognitive per-
spective, and he understands that critical responses wo it have identified
a lack of detail on the interpersonal, sociocultural, and social aspects of

achieveme

motivation, learning, and instruction. Addressing the
cisms, Martin revisits and draws on the confluence of “classic” evolutionary,
educational, and psychological theorizing w explore [actors and processes
relevant to student and classroom life. The chapter concludes by recog-
nizing the presence of pan-human evolutionary factors and processes that
operate o .'ihapr students’ learning, as well as ('ul!lu'r—sprriﬁr nrlaplal'mn-;
of these factors and processes that operate for the student (o achieve op-
timally in his/her specific context. To the extent that this is the case, the
author asserts, evolutionary psychology applied to the classroom integrates
hoth etic {universal) and emic (culturespecific) principles to inform how
studlents learn and achieve.

CODA

1f you wani te go fast, walk alone. If you want to go far, walk together.

—African Proverh

We began this chapter with an Alrican proverb, “It takes a village 1o raise a
child,” and applied it w understanding student educational development.
As an overview of the present volume, this chaprer has shown that school
motivation, engagement, and achievement are not only a multicontexial
experi e involving the family, class, school, education systen
mity, and society where learners belong o, but also a multic
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phenomenon encompassing the cognitive, behavioral, and emotional as-
pects of the leamners. Indeed, it takes not only a whole “village” but also a
whaole variety of contemporary theories to shed light on school motivation,
engagement, and achievement.

As noted in the beginning ol this chapter, we presented the contribut-
ing authors three overarching questions as a set of guidelines in putting
together their thoughts and ideas into a sociocultural discussion on the
maotivation and/or engagement constructs of their expentise. We, the edi-
tors, are delighted that the authors have very competently addressed these
questions in their respective chapters. Not only do we helieve that vou, the
readers, will find many of your own questions answered, we also hope that
this volume will spark many more focal questions in your mind as you read
its chapters.

We are optimistic that the multitude of questions we pose, both current
and forthcoming, will lead us w0 a deeper, clearer, and more inegrated un-
derstanding of motivation, engagement, and achievement as a complex socio-
culturally-rooted psvehological phenomenon. To this goal that we all share,
another Alvican proverh reminds us that efforts w address these questions can
he effectively pursued only when we work together hand in hand, collabora-
tively, and in the spirit of learning from one another. Happy reading!
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SOCIOCULTURAL INFLUENCES
ON STUDENT MOTIVATION AS
VIEWED THROUGH THE LENS
OF SELF-DETERMINATION
THEORY

Johnmarshall Reeve
Richard M. Ryan
Edward L. Deci

Imagine doing what many educational researchers do—visit a classroom,
observe teacher—student interactions, and formulate some forecasts about
these students’ future motivation and learning. In a secondary school for-
eign language classroom, vou might watch as the teacher (a) sets a challeng-
ing goal for students (e.g., learn 20 verbs on Monday, 20 nouns on Tues-
day), (b) recommends some tried-and-true learning strategies (e.g., learn
in pairs, prepare flashcards), (c) models what skill and expertise look like in
this domain (e.g., play a YouTube video of native speakers), (d) encourages
students to emulate those role models, (e) provides corrective feedback,

Big Theories Revisited 2, pages 15-40
Copyr ighl © 2018 by Inlormation Age l’uh'li.-.hing
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() aids students” self-control (e.g., suppress and override lesson-irrelevant
templations and distractions), and (g) evaluates students” learning.

The next EIH!.', vou atiend the same classroom and group of studenis, bui
this time a different weac She uses the former teacher's well-
seripted lesson plan and implements all of the same self-regulatory strate-
gies (e, goal setting, social modeling), but her way of relating to students
is different. She listens carefully to what her studenis say, she seeks o un-

derstand what they want and need, and she uses lexible language, uttering
words and phrascs such as:

O™

“Yes®

“Tunderstand”

“Any suggestions?”

“What do you want to work on the most?”
“Do you think you can do this?”

* “Are vou stuck anywhere?”

* “Doyou think that was a good performance?
*  “What do vou think it will take to improves”

While the first teacher was a competent and effective teacher, there is
sommesthing special about this second teacher and how her students respond
to her and 1o the lesson, She is aware of her students’ needs, preferences,
and emotions. She is responsive to their engagement-disengagement sig-
nals, and she seems w be in synch, rather in conflict, with her students,
Her students sense that she is “on their side.” The students on this day show
maore enthusiasm and more initiative. Compared to vesterday, they are more
attentive, they take more re ptm.liihi'lily for their own learning, and they act
more like agents and less | ns. The teacherstudent interactions are
back-and-forth, rather than unilateral. Overall, vou get the impression that
students are engaged, are learning the language, and are happy.

SELF-DETERMINATION THEORY

Self-determination theory (SDT) is a macro-theory of motivation that secks
o explain how sociocultural conditions facilitate or undermine human en-
gagement and ﬂnurishing (Ryan & Deci, 2017}, As shown in Figurl: 21
SDT is rooted in a series ol assumptions about the natre of human motiva-
tion and how secial conditions affect it. The theory has been extended o
offer a set of six mini-theories, the most recent of which is “relationships
muotivation theory™ (Deci & Ryan, 2004). Across these mini-theories, SDT
provides a comprehensive (i.e., “big”) theory of motivation that is both of
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scientific interest and educationally pragmatic. It acknowledges that siu-
dent educational cutcomes vary widely, and explains the conditions under
which students sometimes thrive and flourish and other times suffer.

Theoretical Assumptions

As shown in the upper part of Figure 2.1, SDT is built on three key as-
sumptions (Rvan & Deci, 2017). The first is the assumption of intrinsic
activity, which assumes that students are naturally prone towards activity,
engagement, and learning. This first assumption highlights the motivation-
al imporance of constructs such as inwinsic motivation and auwnomous
mativation, The second is an organismic framework that assumes that this
growth-oriented natire is in active exchange with, and dependent upon, a
|u||'ll|rir|g environment. According to SDT, the educational environment
can afford (or fail 1o provide) the resources students need o be engaged
and well. Specifically, when environments are supportive of students” ba-
codness, 5007

elv. Yet when

sic psychological needs
predicts that students will thriy
learning environments withhold supports for these basic needs, then the
mativation and wellbeing of students both suffer. The classic plant meta-
phor applies here: Just as planis that receive water, sunshine, and nutritious
soil thrive whereas those that do not suffer, students whose necds are satis-
fied will thrive whereas those without supports for experiencing autonomy,
competence and relatedness will wither as learners. The third assumption
is that of a person—environment dialectic. This assumption states that stu-
dents proactively engage in their environment to secure resources, lea
new information, discover new and more effective ways of [unctioning, in-
ternalize helpful wavs of thinking and behaving, and create a more motiva-
tionally-supportive environment for themselves, while the environment in
turn affords new and constructive ways of thinking and acting for individu-
als 1o ind orporate into their self=iructune,

We emphasize s assumptions for two reasons. First, most of the
debates and controversies involving SDT occur at this level. The assumption
of inherent activity, for instance, states that all h an beings, irrt:sprrli\'('
of their age, gender, language, socioeconomic status, nationality, culture,
ability level, specialneeds status, or historical time period, possess the same
three inherent psychological needs, whose satisfaction largely determines
whether or not they thrive and flourish. The three psychological needs are
those for autonomy (need to experience volition and self-endorsement
in one’s behavior), competence (need w experience effectance in one’s
interactions with the environment), and relatedness (need 1o experience
warm, close, responsive, and reciprocal care in one's relationships). A great

rompetence, and rel
vely and affec

1
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deal of cross-cultural research has been conducted o empirically test this
assumption of universal psvchological needs (Chirkov, Ryan, & Sheldon,
201 1). For instance, one group of researchers tested ifn nality (Belgium,
China, FPeru, United States) moderated the relation between adolescents’
need satisfaction and well-being and also the relation between their need
frustration and ill-being (Chen etal., 2015). In all four countries, extent of
need satisfaction prl:d'l:(tl.:d extent of well-being and extent of need frustra-
tion predicted extent of ill-being, while nationality did not moderate either
correlation. Alternatively, some educators reject the idea that all students
benefit from auonomy need satisfaction, the pursuit of intrinsic goals,
;ullnnnrn}-'-suppuﬂiv(‘ m]atinnshipﬁ with their teachers, and autonomy-sup-
portive classroom environments more generally. Instead, these educators
endorse the “match hypothesis,” which is the beliel that it is only students
who have a strong autonoemy orientation to begin with that benefit from au-
tonomy, intrinsic goals, and autonomy support. For students with a strong
control orientation, these educators suggest that control-oriented students
benefit from external regulation, the pursuit of exurinsic goals, conwolling
relationships, and controlling classroom environments. There is very linle,
il any, evidence to support either the match hyvpothesis or the proposition
that students benefit from intrapsychic or interpersonal control (Vansteen-
kiste, Lens, & Deci, 2006; Vansteenkiste, Timmermans, Lens, Soenens, &
Van den Broeck, 2008). Nevertheless, this debate and controversy persists
{e.g., Harackicwicz & Elliot, 1998; Sagiv & Schwartz, 2000). Because this is
w0, we readdress this issue the chapter’s s

Second, rec advances in research methods and statistical modelling
have ocowrred since the publication of the first Big Theories Revisited volume
(McInerney & Van Ewen, 2004) that have made these difficult w test as-
sumptions more accessible o emyj al test. For instance, o establish the
scientific credibility of the assumption that people have inherent psycho-
logical needs and intrinsic motivation, some researchers have undertaken
a neurpscientific program of research that has essentially discovered the
physical, neural basis of both psychological needs and intrinsic motivation
(Lee & Recve, 20013, 2017; Ryan & I Domenico, 2017). In addition, the
capacity w empirically test the assumption of a person-environment dia-
lectic has been greatly facilitaed by the introduction of sophisticated sta-
tistical approaches (e.g., multilevel structural equation modeling analyses
with longitud
hypothesized models that featre reciprocal relations between students
and their educational environ L. For example, longindinal data sets
show that changes in studenis” motivation, engagement, and behavior af-
fect longitudinal changes in teachers’ classroom motivating styles, just as

reond secti

wal data) that afford new opportunities w propose and test

changes in teachers” motivating siyles affect longitudinal changes in siu-
dents’ motivation, engagement, and behavior (Jang, Kim, & Reeve, 2016).
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Even daily fluctuations in teacher need supports have been shown to fos-

ter corresponding daily changes in student interest (Tsai, Kunter, Ladike,
Trautwein, & Ryan, 2008),

Mini-Theories

As shown in the lower part of Figure 2.1, SDT offers six minitheories.
Here, we simply introduce each mini-theory, identify its domain of applica-
tion, and offer some related education-centric questions. A fuller account
of each mini-theory can be found in other resources (Ryan & Deci, 2017;
Vansteenkiste, Niemiec, & Soenens, 20109,

Cognitive Evaluation Theory

SDT’s first mini-theory was cognitive evaluation theory, which was pro-
posed to explain how any external event (e.g., a reward, a grade) might af-
motivation through its impact on experiences of au-

ipetence, and relatedness. The theory specifies how classroom
conditions sometimes lead to the satisfaction of these needs (i.e., when
offered in an antonomy=supportive and competence-informing way) aned
hence to intrinsic motivation, whereas at other times they lead to the frus-
tration of basic needs (e.g., when offered in a behaviorally-controlling and
intnmp(‘[cnﬂ:\-inl'nnning way) and hence to extrinsic motivation or amo-
tivation, The theory explains how the same classroom evenis or struciures
can be offered in a ways that either support or undermine students” intrin-
sic motivation. including the supportive vs. undermining use of extrinsic re-
wards (Deci, Koestner, & Ryan, 1999), praise and paositive feedback (Ryan,
Mims, & Koestner, 1983), evaluations {Mouraticdis, Lens, & Var
2000}, deadlines and goals (Mossholder, 1980), and competition (Reeve
& Deci, 1996), Overall, cognitive evaluation theory explains how such en-
vironmental events affect students’ psychological needs and, hence, func-
tionally enhance or underming inwinsic motivation. Questions that have
been explained by the cognitive evaluation mini-theory include:

*  What is the effect of an extrinsic reward on intrinsic motivation?

¢ How can teachers introduce a classroom event (e.g., an assessment,
a goal) so that iv will support, rather than undermine, students’
intrinsic motivation?

Cognitive evaluation theory's range has been exiended from its origi-
nal focus on external events o interpersonal contexts more generally
(e, classroom climate, teacher’s motivating style), While external events
wivation, social

represent direct and proximal influences on stadens”
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contexts are more pervasive in their influence, One practical application of
this research has been o specify (i.e., operationally define) what an auton-
omy-supportive climate or motivating style is, and also what a controlling
climate or motivating style is. Autonomy support is an interpersonal wne of
understanding that manifests itsell through instructional behaviors such as
taking the students” perspective, vitalizing their psychological needs during
instruction, and providing explanatory rationales for requested behaviors
and procedures (Reeve, 2016; Deci, Eghrari, Patrick, & Leone, 1994). Even
tone of voice can affect perceived antonomy, and thus motivation (Zougk-
ou, Weinsiein, & Paulmann, 2017). These acts of autonomy-supportive in-
struction generally lead smidents 1o experience high need satisfaction and
low need frustration (Cheon, Reeve, & Song, 2016). Guided by cognidve
evaluation theory, formal autonomy-supportive i
been developed and implemented o show that (a) teachers can learn how
o become more autonomy supportive (and less controlling) and (b) when
they do then students and teachers alike both benefit in important ways,
such as enhanced motivation and engagement for students and greater job
satisfaction and teaching efficacy for teachers (Cheon, Reeve, Yu, R!JHIIH,
2014; Cheon et al., 20016).

venion I)rll“l'iil

s nave

Organismic Integration Theory

fh'p;.{ mic integration theory proposes that motivated behaviors can he
placed on a continuum of low to high autonomy. Organismic integration
theory identifies different types of extrinsic motivation (i.e.. external regu-
lation, introjected regulation, identified regulation, iny ted regulation),
and it specifies the antecedents, consequences, and Jue characteristics
of each. This mini-theory also provides SDT7s conce ptualization of the de-
velopmental processes of internalizgation and personality/identity integra-
don. In doing so, organismic integration theory explains how students can
transform {i.e., accepl and internalize) an originally externallv-endorsed
or externally-requested behavior into a sellendorsed and authentical-
Iy-held value or behavior, Overall, organismic imegraton theory describes
distinet types of extrinsic motivation, and it explains under what conditions
the most autonomons forms of extrinsic motivation (identified regul
integrated reguol

valu

15 that

on ) are likely to e

erge in the classroom, Chiest

have been explained by the organismie integration mini-theory include:

* How can teachers motivate students 1o engage in and benefit from
]
5

uninieresting bui ]x-wmm'llr useful learning activ
* Can students ransform externally requested behaviors (e.g., clean
your desk space) into self-endorsed, volit

al behaviors?
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Causality Orientations Theory

Causality orientations theory offers a personality perspective. L proposes
that students acquire varying levels of three causality orientations {i.e., au-
tonomous, controlled, impersonal) that reflect their beliefs about w]ml
forces routinely and reliably initiate and regulate their behavior. The mini-
theory proposes that students wend o hold different relative strengths of
these three causality orientations, and these individoal differences help ex-
plain why autonomy-oriented students are inclined to be more productive
and happy, even when in the same classroom or social context (e, because
an autonemy orientation tends students oward sutonomons motivation, a
controlled orientation tends students toward controlled motivation, and
an impersonal orientation tends students toward amotivation). The mini-
theory further explains how causality orientat
developmental outcomes (e.g., students who have been continually sub-
jected w controlling environments will tend w develop a controlled cau-
sality orientation) as well as individual difference predictors of students’
educational outcomes (eg., engagement, prosocial behavior). Causality
orientations, largely being resultants of person—environment interactions
over hifespan development, represent individual differences that are largely
not captured by traditional personality trait measures such as the “Big Five”
{(Olesen, 20011). Owerall, causality orientations theory adds a personality
dt"\'(.-lnpnwutal perspec e b l'xp!;liu autonomous and controlled maoti-
vations, Questions that have been explained by the ¢ i
mini-theory include:

ms can be understood as

* In the same classroom, why do some students i'm(:rprq'i events and
communications as controlling while other students interpret the
SelImE® v andd communications as au MTYY S'LI]l]K“'l

*  Why are some students more self-determined than are other students?

Basic Psychological Needs Theory

Basic psychological needs theory highlights the motvational properties
of the three universal necds of autonomy, competence, and relatedness.
It explains how need satisfaction leads students wward effective function-
ing and well-being, and also how need frustration leads students toward
dysfunction and ill-being. “Basic™ suggests that psychological needs func-
tion as “essential nuirients” thay allow students w experience good days,
positive well-being, vitality, and (lourishing (Kyan, 1995; Sheldon, Ryan, &
Reis, 1996). For instance, empirical tests show that "what's satisfying about
satislying events” is an experience of autonomy, competence, or related-
ness satisfaction, just as “what's unsatisfying about unsatisiving evenis” is an
expericnce of autonomy, competence, and relatedness frustration (Shel-
don, Elliot, Kim, & Kasser, 2000, p. 336; Jang, Reeve, Ryan, & Kim, 2008).
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Owerall, basic needs theory explains the ultimate source of students’ intrin-
sic activity, adaptive funcuoning, and psychological well-being. Questions
that have n explained by the basic needs mini-theory include:

*  Are the psychological needs universal, or are they only western
sociocultural constructions that do not predict wellness and engage-
ment in eastern culiures?

*  Why do studenis sometimes say, “1 enjoyed today’s class; it was a
good, fun, and worthwhile class™

Goal Contents Theory
Goal contents theory focuses on the content of the goals people are pu

Ll

1 that 1

ing in their lives. Itstarts with the proposit all goals and aspirations
are equally likely to satisfy basic needs or foster wellness. Some goals repre-
sent reliable paths toward autonomy, competence, and relatedness need-sat-
isfying experiences, whereas other goals do not. That is, some goal pursuits
afford students frequent and recurring opportunities 10 experience engage-
mieni-fostering and prllp;r('ss—(‘nilhling neecd satistaction. These types of goals
{e.g., the pursuit of personal growth or closer relatonships) are relerred 1o
as intrinsic goals, because they generate intinsic satisfaction. Exirinsic goals
are those that when pursued or atained provide linde or no opportunities
for students wo t:xpm'il'nn;;u need satisfaction, In fact, these goals sometimes
put students in the position of having to sacrifice their psychological need
satisfactions in the pursuit of the extrinsic goal (e.g.. “To become class vale-
dictorian, 1 need o reat my classimates as my rivals™ ). Tvpical extrinsic goals
are the pursuit of money, fame, power, or populanty, though in schools these
goals often take on a feel of “educational materialism” (e.g., high test scores,
getting into the best schools) rather than financial materialism, Overall, goal
contents theory explains why some goals generate more satisfaction, engage-
ment, and progress than do other goals. Questions that have been explained
by the goal contents minitheory include:

* Why do students fail to make progress on the goals they pursuc?

* Can the same learning activity be reframed away from the pursuit
of an exirinsic goal (make a high test score) into the purs ol an
intrinsic goal (develop a personal skill)?

Relationships Motivation Theory

Relationships motivation theory explains what constitutes a high-quality
and deeplysatisfying interpersonal relationship, This mini-theory starls
with the proposition that not all reladonships afford experiences of re-
latedness need satisfaction, Relationships motivation theory explains that
close, high-quality relationships are characterized by both the giving and
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the receiving of autonomy and relatedness satisfaction, and especially by
the mutuality of autonomy and awonomy support. It further states that
antonomy and relatedness satisfactions are not antithetical, though some
socializing agents do pit antonomy satisfaction against relatedness satisfac-
tion (e.g., conditional regard; Assor, Roth, & Deci, 2004). When rela
ship partners both give and receive antonomy support, the ensuing need
satisfaction enables and facilicies greater relatonship satisfaction,
ment security, and wellness (Deci, La Guardia, Moller, Scheiner, & Ryan,
2006). When relationship partners try to control and pressure one another,
however, the ensuing need frustration contributes o relationship dysfunc-
tion, defensivencss, insecurity, ill-being, and relationship dissatisfaction,
The mini-theory also addresses the dynamics of helping, arguing that only
when help is experienced as volitionally offered does it have psychologi-
cal benefits for the receiver {e.g., Weinstein & Ryan, 2010). The theory
has application o the roles of teaching and mentoring, where atributions
concerning helpers are salient (Wild, Enzle, & Hawkins, 1992). Overall,
relationshi the core ingredi
a deeply-satisfying interpersonal re Questions that have been ex-
plained by the relationships motivation mini-theory include:

-

that und

ation theory expl

*  Why do students feel close and secure with some teachers, but dis-

tant and defensive with other weachers?
* s the giving ol antonomy support as beneficial w the giver as the
receipt of autonomy support is to the recipients

ETIC AND EMIC SOCIOCULTURAL INFLUENCES

Any classroom observation makes it clear that weachers sirive w affect
change in their studens, Teachers, for instance, introduce learning activi-
itter praise, set goals, offer rewards, enforce rules, provide feedback,
endorse values, and ofler themselves or others as role models, and they do
so typically w induce an educationally productive change in their studenits’
thinking, feeling, or hehaving, The same can be said for cultural influenc-
e, as cultures also affect change in students by establishing norms, setting
expectations, prescribing attitudes toward authorities, legiimizing hierar-
chies, and promoting what is desirable and acceprable in werms of values,
beliels, priorities, roles, and duties. Sell-determination theory has richly
investigated how teacherdelivered and culturally endorsed events affect
changes in students” motivation, engagement, development, and achieve-
ment The repeated finding i that when students experience the sociocul-
tural influence as a support o their antonomy, then it wends 10 promaote
antonomous maotivation, active engagement, cultural competence, identity
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integration, and achievement, and the reason it is able to do this is be-
cause autonomy support allows students o become more open and ready
to accept and deeply internalize the social recommendation as their own
{Chirkov & Ryan, 2001; Chirkov, Rvan, Kim, & Kaplan, 2003; Downie, Koest-
ner, El Geledi, & Cree, 2004; Roth, Assor, Niemiec, Ryvan, & Deci, 20089),

The etic=emic distinction is often made in sociocultural investigs
with etic r;nrr(:spnnd!'ng o comstructs that are robust and generalizable
across cultures and emic corresponding to constructs that are specific or
unique to one particular culture (Kotlak, 2006). Some cross-cultural re-
searchers suggest that the SDT findings of the benefits of autonomy satis-
faction and autonomy suppaort and the costs of autonomy frustration and
interpersonal control are only emic. For instance, Ruth Chao argued, “For
Asians, parental obedience and some aspects of strictiness may be equated
with parental concern, caring, or involvement. ... For Asians, parental con-
ol may not always involve *domination” of children per se, but rather a
more organizational type of control for the purpose or goal of keeping
the family running more smoothly and fostering family harmony™ (Chao,
1994, p. 1112). In other words, the concern is that some etic constructs and
explanations may actually be only emic constructs and explanations, once
they are put 1o rigorous

SDT is an etic scientific theory of basic psvchological needs and human
motivation, but it also recognizes that () cultures vary in the villues and pri-
oritics they seck o transmit to their members and (b) different cultures can
assign, within limits, different meanings to the same educational practices
or styles they use 1o transmit their values, From isel, a central proposi-
tion of SDT has been that any practice or comm ation has a funchonal
significance, or a psychological meaning, o the person who is receiving

wscultural test.

that practice or communication. On average, students might experience
a teacherimposed rule (e.g.. “clean up before vou leave™) as a controlling
communication, but the meaning of the rule might be experienced by stu-
dents quite differently. The functional significance for one student might
be “this is a restriction o my personal freedom and choice”™ whereas for
another it mighl be understood as "hq‘lpl'l]l guirl;-lnrt‘ to achieve competent
functioning.” These represent different senses of internalization with re-
spect to following the rule or practice.

The functional significance of a culturally-endorsed prescription or pro-
scription to an individual affects the extent o which he or she is able 1o
internalize it. When cultures use controlling methods, and individuals in-
terpret the functional significance of the recommendation as controlling,
then the quality of the individual's internalization will tend 1o be impoy-
ershed, conflicted, and unstable, as in the case of introje
{external) regulation, Such illqujr-dt-{! val
generating  liabi

I OT SO

=nt conflict-

tend to repre

5. When cultural socialization is characterized by
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antonomy-supportive methods, and individuals interpret the functional sig-
nificance of the recommendation as autonomy supportive, then the quality
of the individual’s internalization will be heartfelt and sell<ransformative,
as in the case of identification and integration. Such fully internalized val-
ues tend o represent assets for human flourishing.

As shown in the middle of Figure 2.2, these two concepts (functional
significance, internalization) are impurl.'mt consirucis to bridge together
what is etic and what is emic in SDT. In making this bridge, the crucial ques-
tion that determines the functional significance of any act of instuction is
this: “Is the motivator trying to control me to get some specific outcome,
or is he or she supporting my autonomy:” (Ryan & Deci, 2017, p. 164),
For internalization, the crucial question is the extent to which there is an

Different Bebefs About How Effective and Momatie These Educational Practioes Are
Differert Velues, Bebefs, Noems, iddeals, Obligatices, and Pressures
Different Value {Importance) Maced on Experiences of Meed Satisfaction

Different Cultural Priarities 1
Essterit of Ausanomy Supportive A Extent of Contralling {Autongnmy-Trwarting)
Insiructicnal Buehaviors by Teachers. Instructional Behaviors by Teachers Within
Within That Cultural Group That Cultural Group
N, rd
On average, autonomy support promates On average, interpersanal conirol promates
need satisfaction and insemalization of the: need frustration and thwarts internalization
cultural recommendation. Nevertheless, of the cuftural recommendation.
individual differences and cultural differences. Newertheless, indhidual differences and
somewhat maderate the functional cultural differences somewhat moderate the
significance assgned to each act of functional significance assigned 10 each act
autanoay support. of mterpersonal control.
ETIC P ~
Heed Satistaction Need Frustration
Extent of Flourishing [Extent of Suffering
= Adapive Functioning = Makaclaptive Functioning
* Well-Being = [ll-Being

Figure 2.2 How the concept of functional significance integrates what is emic
aned what is etic in ST,
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experience of personal choice to accept the recommendation as one’s own,
becanse an cxpd:.r'li:.nr{: of choice or volition is as closely linked w satisfac-
tion and well-being as are experiences of autonomy, competence, and relat-
edness need satistaction (Miller, Das, & Chakrava

What is etic in SDT (i.e., what is culturally universal) appears in the
lower half of Figure 2.2, Psychological need hdllhf-lﬂlll!l when it ocours,
has a very rlose pnsm'\.‘r relation o flourishing—io .lrlapln.r functioning
(e, engagement, learning) and o well-being. That is, irrespective of the
person’s gender or nationality, any person who experiences autonomy sat-
isfaction, competence satisfaction, and relatedness satisfaction gains the
henefits of adaptive functioning and well-being (Chen et al., 2015; Chirkoy,
Rvan, & Willness, 2005; Jang, Kim, & Reeve, 20012; Jang et al., 2009; Tavlor &
Lomsdale, 2000). Similarly, psychological need frustration, when it occurs,
has an equally close relation to suffering and ill-being. That is, any person
who experiences autonomy frustration, competence frustration, and relat-
edness frustration suflers the costs of maladaptive functioning (e.g., disen-
gagement, antisocial behavior) and ill-being (Chen et al., 2015; Sheldon,
Elliot, Kim, & Kasser, 2001; Soenens, Park, Vansteenkiste, & Mouratidis,
2012; Wang, Pomerantz, & Chen, 2007), So, what is etic in SDT are the
tight relations between need satisfaction and wellness and between need
frustration and illness.

What is emic in SDT (i.e., what is culwrally specific) appears in the up-
per hall of Figure 2.2, Culture influences what people believe to be true,
and culture influences what behaviors represent “best practices” regarding
education (Oyserman & Lee, 2008). Cultures vary in teaching and parent-
ing practices and cultures endorse different beliefs. For instance, collectiv-
istic culiures show high rates of controlling teaching styles, and oflien em-
brace interpersonal control as both an effective and normative classroom
practice (Reeve et al., 2014). Similarly, while Belgian and Chinese parents
overlap considerably in their parenting styles, Chinese parents on average
are more interpersonally controlling than Bel
Vansteenkiste, & Soenens, 2015). Cultures also vary in their values, goals,
priorities, and norms, as some cultures value group priorities and social
expectations over personal interests while other cultures value the opposite
(Miller eral,, 2001), Some cultures push academic achievement as a single
pathway to success in the society for voung people, while other cultures are
more materialistic {Diwmar, 2007).

Because of these between-culure differences, cultures vary in the value
they place on an experience of need satisfaction (e.g., how important is it)
and also on how much its members desire such an experience (Chen et al.,
2015), These differences mean that culiures will display different levels of var-
ious educational practices (e.g., autonomy support, interpersonal control ).

parents (Wuyts, Chen,
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In some cultures, socializers may encourage students to interpret a spe-
cific event (e.g., directive command from a teacher) as being non-thwart-
'mg, oar mafhl: even uupp()rflu-, Bt there are ml:'.m'mgful limiis as o how
much room for interpretation there is, as there are some practices, such
as harsh control, that cannot be re<interpreted as a functional support to
one's autonomy, In that siilirit, Wi pnwi(lr helow what we hear as the most
common reinterpretations of interpersonal control (e.g., "harmiul”™ is re-
interpreted into “not so bad” or even somewhat beneficial), as voiced by
authoritarian and hierarch
fucian values {Chao, 1994), a “win at all costs” competitive ethos (Cheon,
Reeve, Lee, & Lee, 2015), or an explicit hierarchy of command (e.g., the
military; Ricks, 1997).

il cultures, chas nations that embrace Con-

I strictly control your behavior — L know what is hest for you,

I will monitor you = Lam here o assure your success in life.
Control and domination = Involvement and engagement

I am tough, even harsh = | care

I constantly push and pressure you. — Lam an ideal teacher or parent.

As a case in point, consider the Asian concept of guan (or trining). In
this socialization process, teachers and parents encourage students to see the
functional significance of interpersonal “control and domination” as more
henign “invaoly tand engagement.” This is typically done by arguing that
intrusive imvolvement is actually an expression of care, warmth, and sacrifice
(Stewart, Bond, Rennard, & Zaman, 2002), While warm, supportive involve-
ment does contribute constructively to students” motivation (via experiences
of relatedness need satisfaction; Sparks, Dimmock, Lonsdale, & Jackson,
2016), we do not see the reinterpretation of "control” into “control + involve-
ment” as a constructive process, even when it prompts students to partially
“take in” guan-hased educational assets such as a work-ethic st:ll'—rlieu;lp'linl:.,
or a strong valuing of educaton. This is because the partial “aking in” pro-
cess is fueled by guiltinducing introjections that are rooted in an external
causality rather than by volitional idemtifications and integrations (i.e., inter-
nalization). Introjected motivation can be seen as having its bright side in
that it can motivate working hard and enacting a high level of self<control,
bt it also has its dark side in that it gives rise to equal measures of harshly-
experienced anxicty, perfectionism, self-criticism, superficial leaming strate-
wgies, and illkbeing (Powers, Koesmer, & Zuroff, 2007).

A second example can be seen in the Asian concept of filial piety, which is
elevated respect (reverence) for one's parents, elders, and ancestors. When
value is comn cated as car upport, and an attachment to wisdom
and guidance, it tends to promote internalization and individual autonomy,
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but when this same value is communicated as duty and obligation, ungues-
utoned obedience, and submission o authority, it tends w promote only
introjection and external regulation (Pan, Gauvain, & Schwarte, 2015).

Sometimes socializers such as teachers or parents will use controlling
methods, and they will attempt 1w Jjustify their usage in terms of the siu-
dent’s "own good.” But SDT suggests tha Justification will be successful
only o the extent that it is actually functioning as a support for antonomy,
competence, of relatedness, Good intentions are not always enough 1o
change this functional significance.

We realize that many cultures encourage reinterpretations of educators’
controlling behaviors (e.g., “1 strictly control your behavior, but 1 do so be-
cause | care and | know what is best for you.”), but there are limits. One
limit is that students across the globe generally benefit from amtonomy sup-
port and generally suffer from teacher control, and this is the case even for
students educated in China (Zhou, Ma, & Deci, 2009), Singapore (Lim &
Wang, 2009), Korea (Jang et al., 2009}, Taiwan (Hardre et al, 2006), Israel
(Assor, Kaplan, Kana-Mavmon, & Roth, 20056), Brazil {Chirkov et al., 2005),
Russia (Chirkov & Ryan, 2001}, and Nigena and India (Sheldon, Abad,
& Omoile, 2009). Another limit is that people who are subjected o con-
trolling instructional behaviors routinely experience a rather pronounced
spike in physiological upset, such as a cortisol episode (Reeve & Tseng,
2011) or a secretory immunoglobulin (SlgA) reaction (Bartholomew, Niou-
manis, Rvan, & Thogersen-Nioumani, 2011), both of which are rather un-
ambiguous stress reactions,

The first author has been implementing teacher-focused autonomy-sup-
portve intervention workshops in a hierarchical culture (South Korea) for
the last 8 vears (for an overview, see Reeve & Cheon, 2014). Collective
dozen experimentally-based, longimdinal stucdies reveal three core findings:
(a) teachers in a hierarchical, Confucius culture can leawrn how to become
more attonomy 5up|mrli\rl' and less controlling toward their students; (h)
when these teachers become more autonomy supportive their students ben-
efit in important and wide-ranging ways (e.g.. need satislaction, classroom
engagement, conceptual learning, skill development, well-being, academic
achievement); and {c) when teachers become more aulonomy supportive
they themselves benefit in important and wide-ranging ways (e.g,, teaching
efficacy, job satisfaction, and vitality during weaching). In one recent inter-
vention study, Korean eachers randomly assigned inwo the experimental (in-
tervention) group received a series ol workshops to help them learn how o
transform their existing controlling instructional behaviors into “structure-
providing” (or competencesatisfying) instructional behaviors, For instance,
teachers learned how wo transform forcefully-imposed “exirinsic instructional
goals™ (e, make the wop score) into “intrinsic instructional goals™ (e.g.,
prove vour skill) and to do so inan autonomy-supportive way (e.g., take the

these
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students’ perspective, acknowledge any negative feclings, and provide an ex-
planatory rationale for the requested effort). Korean secondarv-grade weach-
ers were able 1o weach in more “structured and antonomy-supporntive”™ ways,
and when they did their students bene
tion, lesser need frustration, greater engagement, and greater intermalizat
(Cheon & Reeve, 2007).

fited in terms of greater need sansfac-
1

FOUR CLASSIC SOCIOCULTURAL INFLUENCES,
AS VIEWED THROUGH THE LENS OF 5DT

Maost big theories of motivation in education emphasize the importance
of teacherprovided learning activities, expectations, goals, and regulatory
style. In this section, we provide a SDT perspective of how these sociocul-
tural influences can be presented w stodents in ways that support their
autonomous (rather than their controlled) motivation.

Learning Activities

When teachers introduce a leaming activity (e.g., watch a video, create a
product, take a field wip), they can expect 1o see variation in how interest-
ing and how irnpnrla]ﬂ cach student finds that ||:.'!r|11ng activity to be, SDT
principles can be applied w enhance the interest or importance of practi-
cally any learning activity, To vitalize interest (intrinsic motivation), teach-
ers can introduce the learning activity in a way that involves and satishes

y

studenis” sy hological needs, For instance, a teacher n
by giving students more say and selfdirection during the learning activ-
ity (Jang, Reeve, & Halusic, 2016), a teacher nurtures competence by pro-
viding an optimal challenge and the progressenabling guidance studens
need to master it (Lee & Reeve, 2017), and a teacher nurtures relatedness
by creating opportunities for classmates 1o work wogether (La Guardia &
Patrick, 2008). To vitalize a sense of importance, teachers can communicate
the personal relevance of the leaming activity as it relates w the students’
own goals and concerns, In each case, the teacher presents the learning
activity in a way that nurtures students’ need satisfaction and, by doing so,
enhances interest {Tsai et al,, 2008) or importance (Jang, 2008),

rinres anio

Expectations

Maost big theories of motivation emphasize the motivational pull of

s, altl such

teacher l‘.)ipl‘.l'l s use alterma

gh they sor
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as goals, standards, rules, plans of action, or possible selves. The basic idea
is that students are performing or behaving at a “present state” and the
teacher then asks them o perform or behave at an “ideal state.” Teachers
then provide the guidance and scaffolding students need o adjust their
performance or behavior to meet the high expectations, In SDT, as in most
hig theories of mativation, the above deseribes “competence support.” But
one unique contribution of SDT is the finding that competence support by
itself is not enough, as it
way. So, belore teachers present students with their expectations and stan-
dards, they might begin by taking the sidents’ perspectives (e.g., “What
are your goals? What would vou like to do#"), then acknowledging their
15" negative feelings (e.g., “Yes, this will be difficult; it will take a lot
of extra work; I realize that I am asking you to do what you cannot yet do.”),
and finally by offering an explanatory rationale for the high expecta
{e.gz., “The reason that T am asking you to try to do this is to help you de-
velop a new skill that may be quite useful to you,”), In SDT, competence
support represents good practice, but supporting students’ competence
and awtonomy represents best practce (Koesmner, Powers, Carbonneau,
Milyavskava, & Chua, 2012).

weds o be delivered in an autonomy-supportive

stule

mns

Goals

Goal is such a central concept in many big theories of motivation and
in teachers’ repertoire of classroom motivational strategies that we give it
special attention here. The key point is that the positive effects of goals are

often moderated by how much or how linle students amonomaously endorse
them. Some teacher-provided goals are fully endorsed, feel authentic, and
are wholeheartedly accepted, embraced, and owned by the student, whereas
others feel artificial or socially manufactred and are taken on as social obli-
garinns without a sense [ﬂ'pq-mmal fmTlcrs'hip, The former are those that re-
flect the student's interests, needs, values, and preferences, whereas the latter
are those that neglect or even conflict with the student’s autonomous motiva-
tions (Sheldon & Ellion, 1998, 1999). For those goals that are volitionally self-
endorsed, their pursuit draws upon personal resources (eg,, psychological
needs, autonomous motivation; Koestner, Otis, Powers, Pelletier, & Gagnon,
2008) that especially energize, direct, and sustain the goal pursuit (Sheldon
& Elliot, 1999). The extent o which students in one nation or one cultural
group might tend o volitionally sell-endorse any one particular educational
goal (e.g., “be admitted o the best university”) may represent an important
motivational difference between the nations or cultures.
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Regulatory Styles

"s motiva-

A Tundamental premise of SDT is that the q
tion matters as much as does its quantity. Motivation quality speaks to the
question of “what wpe” of motivation the student has during a learning
activity, while quantity speaks to the question of “how much” motivation the
student has. Most big theories conceptualize motivation as a unitary con-
struct that varies in iis t|_|1;n|li|1. {and the more, the betier), But SDT res
shows that students who are highly amtonomously motivated (e, high inin-
trinsic motivation and identified regulation) show more po
than do students who are highly control motivated (i.e., high in introjected
and external regulation; Ryan & Connell, 1989). For instance, after control-
ling for the amount of motivation students have lor school, students who
Possess autonomous motivation show more positive educational outcomes,
such as engagement and conceptual learning, than do students who possess
controlled motivation (Ratelle, Guay, Vallerand, Larose, & Senecal, 2007;
Wang, Morin, Ryan. & Liu. 2016). The instructional implication is the rec-
ommendation that teachers work not only w highly motivate their studens
but to vitalize and support their autonomous motivation in particular.

ity of a studer

=arch

FIVE UNIQUE CONTRIBUTIONS OF SDT TO THE
BIG THEORIES OF MOTIVATION

The big i
pectancywvalue theory, achievement goal theory, and all those represented
in the current volume, collectively provide a sophisticated, comprehensive
overview to explain the nature and dynamics of students” academic motiva-
tion. Among these theories, SDT provides five unique contributions.

wion theories of education, such as seli~efMicacy theory, ex-

SDT Uniquely Emphasizes Autonomy
and Autonomy Support

Most big theories of motivation emphasize the motivational centrality of
studenis” competence (e.g., self-efficacy, mastery motivation, mastery goals,
or personal control beliefs). These theories do not include constructs such
as intrinsic motivation, autonomy, or autonomy support, Yet, SDT argues
that the psychological need for autonomy represents an essential psycho-
logical architecture of human nature and student motivation. That is, all
students possess an engagemeni-fostering, growth-motivating, and interest-
taking psychological need for autonomy, and this motivational asset is a
universal endowment in all students. Recognizing the capacity of autonomy
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o energize and sustain students’ high-quality leamning, classroom engage-
ment, adaptive functioning, healthy personality development, and psy-
chological well-being, SDT rescarchers u.l.url\r.' the |1ru|=isin|] of autonomy
support as the key sociocultural force that predicts variance in studenis’
educational outcomes,

SDT Uniquely Identifies the Essential Elements
That Define a High-Quality Relationship

Many big theories of motivation in education emphasize the importance
of teachers establishing high-quality, caring, and responsive relationships
with their students, A relationship that offers students” high and consistent
levels of invalve care, concern, and love supports students” motivation
because it creates a sense of trust and security that allows students w open
up to teachers to conperate with them, accept their requests, and internal-
ize their values and recommendations (i.e., a willingness w be influenced).
This is because students have a se of assurance that their teacher cares
deeply about their welfare. In SDT, the above describes “relatedness sup-
]mrl,' and some SDT theorisis (SFmrks, Dimmuock, ‘uﬂlipp, Lonsdale, &
Jackson, 2015; Sparks et al., 2016) have carefully identified what teacher
behaviors most allow students w experience such relatedness support,
including individualized conversation, showing care, prometing coopera-
tion and teamwork, and friendly communication. Bu
relationships motivation theory, students cannot experience a high-quality
teacherstudent relationship if teachers” relatedness support is not also ac-
companied by autonomy support. Not only have SIXT theorists conceptu-
ally and npr-r.llinnall}' defined what constitutes a high-qu;l]iry r{-lalinnﬁhi]l,
they have further developed formal intervention programs to help teachers
learn how 1o become maore relatedness supportive (Spacks et al., 2015) and
more autenomy supportive (Cheon etal., 2016).

, as made clear by

SDT Uniquely Reminds Educators of Schooling’s Twin
Mission to Develop Happy. Productive Students

Practic ﬂll}', all ST studies of student motivation include ll‘ul|.li|.||c depen-
dent measures (student outcomes) to make sure that the seciocultural fac-
tors and motivational processes under study promote in students both high
productivity (e.g., engagement, learning, achievement, skill development)
and well-being (e.g., happiness, satisfaction, positive affect, self-esteem).
This is because SDT understands the limits of hard-driving achicvement
that is void of experiences of personal satisfaction (e, perfectionism,
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introjection) as well as happy students who do not actually learn, do, or
achieve anything (e.g.. permissiveness, indulgence). Thus, SDT-based in-
tervention programs seck o promote in students high-quality motivani
(1, Autonomous motive
ing both academic progress and psychological well-be

, need satisfaction) that s capable of support-

SDT is Uniquely a Culturally Critical Theory

What is etic in SDT is the close relation between psychological need sat-
isfaction and well-being (as well as between psychological need frustration
and ill-being). That is, basic psychological need satisfaction is understood
as good and benclicial for everyone. This proposition sounds like a value,
bt it is also a conclusion from the empirical literature. Because psychologi-
cal need satisfaction leads o wellbeing, SDT is uniquely positioned 1o be a
culturally critical theory—one that can be used to evaluate a culture or or-
ganization. All cultures—ijust like all relationships—feature both need-sup-
pnniw‘ and necd-thwa g clements, but some cultures are over-weighted
toward the latter. What SDT criticizes are those political, economic, and
cultural systems that diminish, suppress, or outright crush people’s oppor-
tunities for autonomy, competence development, and relatedness satisfac-
tion. SDT is a theory that respects diversity across cultures, while it sill
embraces a deep respect for the autonomy of people within every culture,
When a culture systematically thwarts individuals’ autonomy, competence
or relatedness, the implications for ill-being can be disastrous (Van Bergen
S Saharso, 2006).

SDT Uniquely Recommends That Teachers Provide
Support, Rather Than Influence

The
ce,” and it therefore suggests that what effective
their students in positive, constructive ways, In schools, influence is a socio-
trators, parents, and others get
ke high grades, and value proso-
cial behavior, Adopting an influence mindset, teachers wonder, "What can
I do to increase my students’ motivation and engagement:™ Self-determi-
nation theory, in contrast, presumes that students are fully capable of mo-
tivating and engaging themselves. They do not need educators to motivate
them (because they already have plenty of available high-quality motiva-
tion) but, instead, they need educators 1o understand them and 1o suppon

“socioculiural influ-

ubititle of the present hook features the phr.n.l

chers do s influen

cultural process in which teachers, admi

students to complete their homework, ¢

the motivation they already have (e.g., intrinsic motivation, psychological
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necds, intrinsic goals, self-endorsed values), Adopting a support mindser,
teachers wonder, "How can 1 create the conditions under which students
can motivate themselves?™ (Deci, 1995), So, looking through the lens of
SDT, the teaching priority is not so much to provide “sociocultural influ-
ence” as it is o provide "support” for the motivation students already have,

CONCLUDING REMARKS

Sociocultural influences are ever-present in global classrooms. Their pres-
ence and potency put a theoretical burden on each big theory of motivation
to explain how these social forces advance or interfere with the education-
al |1rn(¢'ew—;|m‘| with studenis’ classroom motivation and engagement in
particular. To serve this purpose, SDT offers an intercomnected network of
six mini-theories o explain basic motivational processes and to solve class-
TOHIm pl'{}hlrms, SDT further bridges the etic-emic distinction often made
in socioculiural investigations of teaching practices and student motivation,
andd it uses the key concepts of inter tion and funcrional significance
to do so. In terms of imprm'ing educational pr.arlirt‘, the rhaplrr uses the
lens of SDT to look closely at the four particular sociecultural influences of
learning activities, expectations, goals, and regulatory siyles. In the end, we
celebrate how the big theories of motivation in education collectively pro-
vide a sophisticated understanding of students’ academic motivation, but
we further note that SDT offers five unigue contributions, such as a strong
emphasis on student autonomy and teacher autonomy support.

REFERENCES

Assor, A, Kaplan, H., KanacMaymon, ¥, & Roth, G, (2005). Directly controlling
teacher behaviors as predictors of poor motivation and engagement in girls
and hoys: The role of anger and anxicw. Learning and fnstenction, 15, 397-413,

Assor, A, Roth, G, & Deci, E. T (2004). The emotion:l costs of Fu-u'ri\rﬂ ||:.|rrula]
conditional regard: A self-determination theory anabysis. fournal of Personal:
ity, 72, 47-87.

Bartholomew, K. |, Nwumanis, N, Ryan, R ML, & Thagersen-Nioumanis, C, (2011),
Psychological need thwarting in the sport context: Assessing the darker side
of athletic experience. fonmal of Sport & Exercise Poyehology, 73, 75=102,

Chao, R K. (19%4), Beyond parental control and authoritarian parenting style: Un-
derstanding Chinese parenting through the cultural notion of training. Chid
Developrmens, 65, 1111=1119.

Chen, B, Vansteenkiste, M., Bevers, W., Boone, L., Deci, E, Van der Kaap-Decder,
Jooo Verstund, | (2015), Basic psychological need satsfaction, need frustrauon,
and need sirength across four cultures. Maotivation and Fmation, 39 216-256.




36 = | REEVE, R. M. RYAN, and E. L. DECI

Cheon, 5. H., & Reeve, |. (2017). Enhancing PE studenis’ heaith goals and health self
comcept: A teacherfocused intervention fo sufipert students’ autonomy and infringic
ol pursait. Manuscript submitted for publication.

Cheon, 5. H., Reeve, |, Lee, |, & Lee, ¥. (2015). Giving and receiving autonomy
support in a hij akes sport context: A field-based experiment during the
2012 London Paralvmpic Games. Pachology of Spord and Exercise, 19 H9-9,

Cheon, 5. H., Reeve, |, & Song, ¥-G. (2016). A teacherfocused intervention to de-
crease PE students” amotivation by increasing need satisfaction and decreas-
ing need fruswation, fournal of Sport and Exercise Piychology, 38, 217-235,

Cheon, 5. H., Reeve, |, Yu, T. H., & Jang, H-R. (2014). The teacher benefits from
giving autonomy support during physical cducation instruction. fournal of
Sport and Exercive Prychodagy, 36, 331-346.

Chirkey, V. I, & Ryan, R, M, (2001}, Parent and weacher autonomy-=support in Rus
sian and US, adolescents: Common effects on well-being and academic mon-
vation. fournal of Cross-Cultera! Prychology, 72, 618-685.

Chirkoy, V. L, Ryan, R. M., & Sheldon, K. (Eds). (2011). Human automomy in cross-
cultural confexts: Perspertives on the poychology of ageney, freedom, and well-betng.
New York, NY: Springer.

Chirkoy, ¥. L, Ryan, R, M., Kim, ¥, & Kaplan, U, (2003). Differentiating autonomy
from individualism and independence: A seli-determination theory perspec-
tive on internalization of cultural orientations and well-being. fournal of Per.
sonadify and Social Psycholngy, 34, 97-100,

Chirkoy, Vo L, Ryan, R, M., & Willness, C. (2005), Culoiral context and psychologi-
cal needs in Canada and Bragil: Testing a self-deermination approach o
internalization of cultural practices, identify, and well-being. fowrmal of Cross-
Cultural Prychology, 36, 425-443.

Deci, E. L. (1995). Wiy ae do whaf we do; Understianding self-modivation, New York, N2
Penpguin Books.

Deci, E. L., Eghrari, H., Pawrick, B. C., & Leone, D. R. (1994). Facilitating internal-
ization: The seli-determination theory perspective. fowrnal of Perumality, 62,
119-142,

Deci, E. L., Koesiner, R, & Ryvan, R M. (1999). A mea-analytic review of experi-
menis examining the effects of extrinsic rewards on intrinsic motivation. Pry-
chadogical Bulletin, 125, G2T668.

Deci, E. L., La Guardia, |. G., Moller, A. (., Scheiner, M. |, & Ryan, R. M. {2006).
Om the benefits of giving as well as receving autonomy support: Mutuality in
close friendships. Personality and Soctnl Pychology Bulletin, 32, 313=327,

Deci, E. L., & Ryan, R. M. (2004). Autonomy and need satisfaction in close relation-
ships: Relationships motivation theory. In N, Weinstein (Ed.), Human motiog-
tian amd inlerfrersonal relationshifps; Theory, research and apfdications (pp. 53-73).
Daordrecht, Nethedands: Springer,

Dittmar, H. (2007). The costs of consumer culture and the “cage within™ The im-
pact of the material “good life” and “body perfect™ ideals on individuals®
identity and welkbeing. Pochlogical foguiry. 18, 23-31.

Downie, M., Koesiner, R, FlGeledi, 8., & Cree, K (2004), The im]j:u'l ol culmral
internalization and ntegration on well-being among trculural individuals,
Persanality and Sacial Pychology Bulletin, 30, 305-314,




Sococultural Influences on Student Motivation ® 37

Harackiewicz, |. W., & Ellion, A. J. (1988). The joint effects of target and purpose
goals on intrinsic motivation: A mediational analysis, Presonality and Social Pry-
chology Bulletin, 24, 675680,

Hardre, P, L., Chen, C., Huang, 8., Chiang, €., Jen, F, & Warden, L. (2006), Factors
affecting high school students” academic motivation in Taiwan, Asia Pacific
Jouwrnal of Education, 26, 198-207.

Jang, H. (2008). Supporting students” motnvation, engagement, and learning dur
ing an uninteresting activity. fournal of Fducational Paicholagy, 100, TOR-811,

Jang, H.. Kim, E. |., & Reeve, |. (2012). Longitudinal tese of selfdetermination the-
ur'_,-'.-; mobivation mediation model ina naurally-occurring classroom context,
Jmernal of Educational Prychology, 104, 1175-1188.

Jang, H., Kim, E.-]., & Reeve, |. (20016). Why students become more engaged or
maore disengaged during the semester: A self<determination theory dual-pro-
cess modlel. Learning aud Tustruction, 43, 27-38.

Jang, H._ Reeve, |, & Halusic, M. {2016). A new autonomy-supporiive way of teach-
ing that increases conceptial leaming: Teaching in students” preferred ways,
Jowrnal of Experimental Education, §4, 686-701.

Jang, H., Beeve, [, Ryan, B M, & Kim, A, (2009), Can sell-determination theory
cxplain what underlics the productive, satisfying leaming experiences of
collectvisticallv-oriented South Korean adolescents? fournal of Educational
Paychinlogy, 1047, 644661,

Koesaner, R, Onis, N, Powers, T. A, Pelletier, L., & Gagnon, H. (2008), Auonomaouns
maotivation, controlled motivation, and goal progress. fowrmal af Personality, 76,
1201=12%0.

Koeuner, R, Powers, T. A, Carbonnean, N., Milvavskaya, M., & Chua, 8. N, (2012),
Distinguishing autonomous and directive forms of goal support: Their cffects
on goal progress, velationship quality, and subjective well-being. Personality
and Social Psychology Bulleitn, 38, 1609-1620,

Raotlak, C. (2006). Mivor for hiorarity. New York, NY: McCGraw-Hill,

La Guardia, ]. G, & Parrick, H. (2008), Self<letermination theory as a fundamental
theory of close relationships. Canadian Poychology, 49, 201-200.

Lee, W., & Reeve, |. (2013). Selfdetermined. but not nonscli-determined, moinva-
tion predicts activations in the anterior insular conex: An IMRI study of per-
sonal agency. Socal, Cognitive, and Affective Neuroscience, 8, 538-545.

Lee, W, & Reeve, . (2017), Idemifving the neural subsirates of intrinsic motivation
during task performance. Cognitive, Affective, and Behavioral Newroscience, 17,
930-953,

Lim, B. 5. C, & Wang, C. K. ]. (2000}, Perceived auonomy support, behavioural
regulations in physical education and physical activity intention. Psychology for
Sport and Fxercise, 10, H2-61).

Mclnerney, I M., & Van Even, S. (Eds.). (2004). Big theories reuisited, Greenwich,
CT: Information Age.

Miller, J. G, Dias, R, & Chakravarthy, 5. (2011), Colture and the role of choice in
agency, fournal of Personalify and Social Poychology, 101, 4661,

Mossholder, K. W. (1980}, Effects of externally mediated goal setting on intrinsic
maotivation: A laboratory experiment. fowrnal of Applied Poyeholagy, 63, 202-210,



38 = | REEVE, R. M. RYAN, and E. L. DECI

Mouratidis, A., Lens, W., & Vansteenkiste, M. (2010). How you provide corrective
feedback makes a difference: The motivating role of communicating in an
autonomy-supportive way. fournal of Sport and Exercise Poychology, 32, 619-637.

Olesen, M. H. (20011}, General causality orientations are distinet from but related o
dispositional traits. Personality and [ndrvidsal Differences, 51, 460-465,

Chserman, D, & Lee, 5. W, S (2008). Does culiure influence what and how we
think? Effects of priming individualism and collectivism, Pyyehological Bulleiin,
134, 311-342.

Pan, Y., Ganvain, M., & Schwartz, 8, ], (2013). Do parens” collectivistic tendency and
attitudes toward filial picty facilitate autonomous motivation among voung
Chimese adolescents? Motivation and Emation, 37, 701=711.

Powers, T. A, Roestner, R, & Zuroff, D, C, (2007). Self-criticism, goal motivation,
anad goal progress, fowrmal of Social and Clingeal Poypchology, 26, R26-840,
Ratelle, C. F, Guay, F, Vallerand, R |, Larose, 8., & Senecal, C. (2007). Auiono-
mous, controlled, and amotvated types of academic motivation: A person-

centered anabysis. fowrmal of Edwentional Poychology, 99 T34-746.

Reeve, |. (2016). Autonomy-supportive teaching: What it is, how to do it. In W, C.
Lin, J. C. K Wang, & R M. Rvan (Eds.), Buslding autonomons leamers: Persfee-
teves frow resenych and practice wusing self-determanation theory (pp. 129-152), Sin-
gapore, Singapore: Springer,

Reeve, ]., & Cheon, H. 5. (2014). An intervention-based program of research on
teachers’ motivating styles, In 5. Karabenick & T. Urdan’s (Eds.), Advances in
motivetion and achievement; Mottvational interventions (Vol, 18, pp. 295-359),
Bingley, England: Emerald Group.

Reeve, |, & Deci, E, L. (1996). Elements of the ruqupﬂiliu- sitwation thar affect in-
trinsic motivation. Personality and Sacial Psychology Bullelin, 22, 24-33.

Reeve, | & Taeng, C-M. (2001). Cortisol reactivity 1o a teacher’s motivating siyle:
The biology of being controlled versus supporting autonomy. Motwabion and
Ewmotion, 33, 63=T4.

Reeve, ., Vansteenkiste, M., Assor, A, Ahmad, 1, Cheon, 5. H., Jang, H., Kaplan, H.,
Moss, |. D)., Olaussen, B. 5., & Wang, C. K |, (20014). The beliets that under-
lie awnonomy-supportive and controlling weaching: A multinational investiga-
tion. Motivation and Emotion, 38, 93-110.

Ricks, T. E. (1997). Making the corfs. New York, NY: Scribner.

Roth, G, Assor, A, Niemiec, C. P, Ryan, B, M., & Deci, E, L. (2000), The emotional
and academic consequences of parenial conditional regard: Comparing con-
ditional positive regard, conditional negative regard, and autonomy support
as pareniing practices. Dewvlofurenial Paychology, 45, 1119-1142.

Ryan, B M. (1995). Psychological needs and the facilitation of integrative processes.
Journal of Personality, 63, 397-427,

Ryan, R M., & Connell, . P {1989), Perceived locus of causality and inemalization:
Examining reasons for acting in two domains. fournal of Personality and Social
Peychology, 57, T49-761.

Ryan, B. M., & Deci, E. L. (2017). Selfdetermination theory: Basic paychological needs in
mativation, develofment, and weliness, New York, NY: Guilford Press.




Sococultural Influences on Student Motivation = 39

Byam, B M., Mims, V., & Boestner, R (1983), Relation of reward contingency and
interpersonal context w intrinsic motiviion: A review and ese using cogni-
tive evaluation theory, fournal of Fersonality and Social Pochology, 43, 736750,

Sagiv, L., & Schwartz, 5. H. (20000, Value prioritics and subjective well-being: Di-
rect relations and congruity effects. Furopean fowrnal of Sacial Psychology, 30,
177=194.

Sheldon, K. M, Abad, N, & Omaoile, J. (2009}, Testing selfdetermination theory
via Nigerian and Indian adolescents, International fouwrnal of Beharioral Develof-
wmend, 33, 451454,

Sheldon, K. M., & Ellior, A. |. (1998). Not all personal goals are personal: Compar-
ing awonomous and controlled reasons as prediciors of effort and atain-
ment. Personality and Social Prvchological Bulletin, 24, 546-557.

Sheldon, Ko M., & Ellion, A, . (1999, Goal siriving, necd-sansfaction, and longit-
dinal wellbeing: The self-concordance maodel. fournal of Personalily and Sacial
Prychalogy, 76, 482-497.

Sheldon, K. M., Elliog, A, ., Kim, Y., & Kasser, T (2000 ). What is satisfying about sai-
isfying events? Testing 10 candidate psychological needs. fornal of Personality
el Sl Pslvrﬁrﬂfq,;}. &, 325=3040,

Sheldon, K. M., Ryan, B. ML, & Reis, I, T, (199}, What makes for a good day¥:
Competence and antonomy in the day and in the person. Pesonality and Social
Psychology Bulletin, 22, 1270-1279.

Socnens, B, Park. 5 Y., Vansteenkiste, M., & Mouratidis, A. (2012}, Perceived pa-
rental psyehological control and adolescent depressive experiences: A cross
culpural study with Belgian and South Rorean adolescents. foumal of Adoles-
cenee, 35, 261=273,

Sparks, C., Dimmock, |.. Whipp, P, Lonsdale, C., & Jackson, B. (2015). “Getting
connected™: High school physical education ieacher behaviors that facilizate
students’ relatedness support perceptions. Spoert, Exervise, and Performance Pry-
chology, 4, 219-236.

Sparks, C, Dimmaock, ., Lonsdale, C., & Jackson, B, {2006), Maodeling indicators
and omtcomes of students” perceived weacher relatedness support in high
school physical education. Psyohology of Sport and Exercise, 26, T1-82,

Stewart. 5. M., Bond, M. H., Rennard, B. D., & Zaman, B M. (2002). Does the Chi-
nese construct of guan export w the West? International fowrnal of Pachology,
37, T4-82,

Taylor, I M., & Lonsdale, C, (2010). Culwral differences in the relationships among
autonomy support, psychological need satisfaction, subjective vitality, and ef-
fort in British and Chinese physical education. Journal of Sport and fxercise
Poychology, 32, 655-675,

Tsan, YoM, Kunter. M., Liiditke, (. Trantwein, U, & Byvan, B M. (2008). What makes
lessons interesting? The role of sioational and individual foors in three
school subjects, fournal of Eduwcational Peychology, 100, 460-472,

Van Bergen, 1), D, & Saharso, 5. (2016). Suicidality of young ethic minority women
with an immigrant background: The role of autonomy. European fournal af
Women's Stuaies, 23, 207-311.



40 = | REEVE, R. M. RYAN, and E. L. DECI

Vansteenkiste, M., Lens, W, & Deai, E, L, (2006), Intrinsic versus extrinsic goal con-
tents in selidetermination theory: Another ook at the quality of academic
mustivation. Educational Psychologis, 41, 19-31,

Vansteenkiste, M., Niemicc, C. P, & Soenens, B, (20010). The d.c'mln'pmr:ntnf the
five mini-theories of self-determination theory: An historical overview, cmerg-
ing trends, and future directions, In T C. Urdan & 5. A. Karahenick (Eds.),
Advances in motivation and achievement—The decade ahead: Theovetical perspec-
tives on mafvation and achisvement (Vol. 16A, pp. 105-165). London, England:
Emerald Group.

Vansteenkiste, M., Timmermans, T, Lens, W, Soenens, B, & Van den Broeck, Al
(2008). Does extrinsic goal framing enhance extrinsic goal oriented individu-
als’ learning and performancer An experimental test of the maich-perspective
v, selldetermination theory. fowrnal of Edueational Prychology, 100, 387-397,

Wang, |. C. K., Morin, A, J. S, Byan, R M., & Lin, W. C, (2016). Students” motiva
tiotal profiles in the physical education comext. fowrmal of Sport and Exerciue
Psychology, 38, 612-630.

Wang, ().. Pomerantz, E. M., & Chen, H. (2007). The role of parenis’ control in
carly adolescents’ psychological funcooning: A longitudinal investigation of
United States and China, Child Development, 78 1592=1610.

Weinstein, N., & Byvan, R M. (2010). When helping helps: Auonomous motivation
for prosocial behavior and its influence on wellkbeing for the helper and re-
cipient. fournal of Personality and Social Prycholagy, 98, 232-244.

Wild, T. C.. Enele, M. E., & Hawkins, W. L. (1982). Effects of perceived extrinsic
versus intrinsic wacher motivation on student reactions w skill acguisition.
Fersonality and Social Prycholegy Bulldiin, 18, 245-251.

Wuyts, [, Chen, B, Vansteenkiste, M., & Soenens, B, (2015). Social pressure and
unfulfilbed dreams among Chinese and Belgian parenis. fourmal of Cross-Col-
turel Prychology, 46, 1150-1168,

Zhou, M., Ma, W. |., & Deci. E. L. (2008). The importance of autonomy for rural
Chinese children's motivation for learning. Learming and fndividual Differences,
I9, 402448,

Zougkou, K, Weinstein, N., & Paulmann, 5. (2017), ERP correlates of motivating
voices: Quality of motivaion and dme-course matters, Socia! Cogwitrme and Af-
fective Newroscience, 12, 1687-1700,




	0001
	0002
	001
	002
	003
	004
	005
	006
	007
	008
	009
	009a
	009b
	009c
	01
	02
	03
	04
	05
	06
	07
	08
	09
	10
	11
	12
	13
	14
	15
	16
	17
	18
	19
	20
	21
	22
	23
	24
	25
	26

