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Abstract
African American, Latino, and Native Americans aspire to do well in school but often fall short of this
goal. We use identity-based motivation theory (Oyserman, 2007, 2015) as an organizing framework to
understand‘how macro-level social stratification factors including racial-ethnic group membership and
socioeconhomiciposition (e.g. parental education, income) and the stigma they carry, matter. Macro-
level social'stratification differentially exposes students to contexts in which choice and control are
limited and stigma’is evoked, shaping identity-based motivation in three ways. Stratification
influences which-hehaviors likely feel congruent with important identities, undermines belief that
one’s actions andeffort matter, and skews chronic interpretation of one’s experienced difficulties with
schoolwork from interpreting experienced difficulty as implying importance (e.g., “it’s for me”)
toward implying=impossibility.” Because minority students have high aspirations, policies should
invest in de=stigmatizing, scalable, universal, identity-based motivation-bolstering institutions and
interventions.

Word count.=.140
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Seeing the destination AND the path: Using identity-based motivation to understand
racial disparities in achievement and what we can do about them
“... And no one in my family has [gone] to college yet. | want to be the one that set that record for
going to college. I don't want to go on the same path as my father and my mom went”

(Entering African American high school freshman, currently below grade level proficiency in both
math and reading, Armstrong Priorities Freshman Academy)

Like the student interviewed in our opening quote, virtually all American high school
students—regardless of whether or not they are racial-ethnic minorities', aspire to attend college (e.g.,
Fortin et al; 2015; Mortimer et al., 2014; O’Hara, Gibbons, Weng, Gerrard, & Simons, 2012; Rose &
Baird, 2013; Staff, Johnson, Patrick, & Schulenberg, 2014; Vuolo et al., 2014). Furthermore, African
Americans, Latines, Asians and Whites are equally likely to declare high-paying STEM majors once
in college (Chen & Weko, 2009; Griffith, 2010). Latino, African American and White high school
students are also equally likely to feel they belong in school (Johnson, Crosnoe, & Elder, 2001)2. In
the cases in\which there are group differences in aspirations, the evidence suggests that controlling for
other fagtorspAfrican American youth have higher educational aspirations than their White peers (for
a review, Oyserman, Johnson, & James, 2011). Those high aspirations can pay off: from 1995 to 2015
the percentage of African Americans with four year degrees rose from 15% to 21% and the
percentage(of Latinos who have four year degrees rose from 9% to 16% (Kolodner, 2016; NCES,
2106). Whengthese with two year associate degrees are included, then the percentage increases to
about 35% (Jeurnal of Blacks in Higher Education, 2016) This increase in degree attainment is

especially good news since by 2020 most children will be racial-ethnic minority children (Colby &

' We use the term minority to refer to underrepresented minorities — Latinos, African
Americans, and"Native Americans, whose attainments are contrasted with White or with
White and Asian/Americans. We do this even though the studies we found focus on the
differences between African-American and Latino youth and White or White and Asian
youth and ferithe most part do not explicitly mention Native American youth. Even so, we
expect that the issues we raise for Latino and African-American youth are also relevant for
Native Americanyyouth and for Pacific Islanders and others within the larger Asian category.
?While Hispanic is the term used by the U.S. Census as separate from White or other race,
most studies follow people’s self identification of Hispanic or Latino as a group different
from White or African American. We use the term Latino throughout in this way rather than
shifting between Hispanic and Latino or other terms.
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Ortman, 2015; Frey, 2015; Tavernise, 2012) whose lives, as we will discuss, will be better off with

better-educated parents.

At thessame time, the news is not all good. Under-represented minorities are less likely to
experience ieducationak settings as supportive of their success (Cabrera et al., 1999; Hu & St. John,
2001) and their degree attainment and performance on standardized tests of attainment and
proficiency lags behind that of other students (American Academy of Arts & Sciences, 2001, National
Science Foundation, 2009; Davis-Kean & Jager, 2014; Fryer & Levitt, 2006; Haskin & Rouse, 2005;
Loeb & Bassok, 2008). Differences in high school graduation are particularly stark for minority
students attendingsmajority minority schools (The Leadership Conference, 2008). Racial-ethnic gaps,
especially thesesin'math and science proficiency, are projected to take three to four generations to

close (Beck & Muschkin, 2012; Hedges & Nowell, 1999).

Neitherlack of aspirations nor lack of engagement with school is likely the problem. While
all students experience a gap between their aspirations and attainment, the gap is much larger for
African Américan and Latino students than for White and Asian® students. For instance, prior to
enteringrhigh school under-represented minorities aspire to at least as much education as other
students (Oyserman et al., 2011), yet they are less likely to graduate high school (Orfield, Losen,
Wald, & Swansonp2004) or college (Jackson, 2010). And once in college, African American and
Latino students are as likely to declare a STEM major as their Asian and White peers but only half as
likely to actually graduate with a STEM major (Chang, Sharkness, Hurtado, & Newman, 2014; Chen
& Weko,2009;,Griffith, 2010). Just as the problem does not seem to be about aspirations, there is
some evidence that the problem is also not lack of engagement — depending on the study, African
American high school students report higher engagement with school than White or Asian students
(Shernoff & Schmidt, 2008), or just as high engagement (Johnson, Crosnoe, & Elder, 2001). They

report thatithey are paying attention (Shernoff & Schmidt, 2008), coming to class, doing their

3 By Asian we refer to Asian Americans as a general category, recognizing that this broad category includes
heterogeneity with regard to place of origin, ethnicity, educational outcomes and stigma, with Pacific Islanders
for example, experiencing lower educational attainment than many others within this category (Whitehouse
Facts and Figures, 2016).
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homework (Johnson et al., 2001) and are just as likely to report feeling that they fit in and belong in
high school (Johnson et al., 2001). However, race-ethnicity matters in more complex ways; for
example, engagement is associated with better grades for White and Asian students, but this is not the

case for African American students (Shernoff & Schmidt, 2008).

In the current paper we use identity-based motivation theory (Oyserman, 2007, 2015) to
understand hew aspirations, attachment and engagement with school might not be as helpful for
minority as majerity students. The identity-based motivation theory takes the approach that identities
are central to understanding motivation because people prefer to act and make meaning through the
lens of theiridentities. At the same time, the identity-to-behavior link is not always easy to discern
because whiehsspecific identities come to mind and what these identities seem to imply for action and
meaning-making are dynamically constructed by features of the situation. As described next, features
of situations that matter are both the large structural features such as poverty and segregation and the

seemingly smaller incidental features of immediate context.

Whilesthe term “identity” is often used interchangeably with social demographic category
information, we use “identity” to mean self-definition, not categorization by others. Thus, while
membership in a social category, for example, being African American, is often assumed to be the
same as havingranridentity as an African American, we do not follow this convention. Instead, we
propose that peopleican be schematic or aschematic for social category memberships including race-
ethnicity, age,.gender, body mass, and social class (see Oyserman, Kemmelmeier, Fryberg, Brosh, &
Hart-Johason;,2003). Consider racial-ethnic identity, having a racial-ethnic identity schema may
imply highlighting dual membership in both the in-group and larger society, highlighting the barriers
to be overcome to be included in larger society, or highlighting only in-group membership

(Oyserman, et al.s2003),

Being-asehematic does not mean that people are unaware of these features of themselves, but
rather, that they do not see these features as meaningful ways to make sense of themselves. People

who are schematic for race-ethnicity include racial-ethnic category membership as an important
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component of their sense of self. People who are race-ethnicity aschematic know which racial-ethnic
category others associate with them as a social fact about themselves but do not include racial-ethnic
category membership as an important component of their sense of self. While this ‘color blindness’
may seem to be an/individual choice, for race-ethnicity it seems to increase vulnerability to racial-

ethnic stigmasandsstereotyping (Oyserman et al., 2003; Oyserman, 2008).

Therefore, we use the term “identity” in a more specific way. Identities are not social
category labelsithat others confer, instead, they are the traits and characteristics, social
relationships; roles, and group memberships people use to define who they are or might
become, the combination of which defines their sense of self (Oyserman, EImore, & Smith,
2012). For example, African American racial identity consists of multiple components
including sense.of connection, awareness of racism, and embedded achievement (Oyserman,
Gant, & Ager, 1995). Sense of connection refers to feeling connected to other African
Americans; awareness of racism refers to rejecting or accepting stereotypes about African
Americans (Hughes, Kiecolt, Keith, & Demo, 2015; Hurd, Sellers, Cogburn, Butler-Barnes,
& Zimmerman, 2013; Yip & Cross, 2004). Embedded achievement refers to believing that
group membership comes with valuation of and attainment in academics (Altschul,
Oyserman & Bybee, 2006; Oyserman, Brickman, Rhodes, 2007; Oyserman, Harrison &
Bybee, 2001):

Racial-ethnic identity can be content coded from responses to an open-ended
questionjexamples of such responses (taken from Oyserman, Gant, & Ager , 1995) are:
“Being African American means that there are no easy way outs, one should be ready for
each obstacle.”#To be Black is wonderful. I am a member of my community.” “To be an
African American means to me being strong, intelligent, and very proud of where | came
from. Many African Americans have been successful and I plan to be the same way.” As can

be seen, the first response focuses on the idea of overcoming difficulties — often understood
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SEEING THE DESTINATION AND THE PATH 7
as an awareness of racism. This is clearly useful but, like the second, positive connection
response, is not explicit about how these aspects of racial-ethnic identity link to academics. In
contrast, the last response includes both a sense of positive connection and also link to
academics;

Asgllustrated in Figure 1, our process model predicts that while macro-level and immediate
social contexts may influence academic outcomes (e.g., time on homework, grade point average)
directly (lineyd)gt'Is likely that much of their effect is indirect. Specifically, the model predicts that
features of Imacro-level and immediate social context cue identity-based motivational processes (line
2), which influence,academic outcomes, either directly (line 3) or by moderating the effect of context
(line 4). Thatsisgsocial contexts affect academic outcomes by influencing how students make sense of
their current and future possible identities, whether they see relevant strategies (e.g., studying, asking
questions in class) as congruent with who they are, and how they interpret experienced difficulties
with schoolwork (Qyserman, 2009; 2013). This identity-based motivation in turn, influences academic
outcomes directly“(line 3) and by disrupting (moderating) the effect of stigma, a feature of context
(line 4). Our paper synthesizes the factors represented by these lines. First, we outline individual and
societal benefits of education. Then we turn to the association of educational outcomes with
geographic location and place in social hierarchy. Our goal in this section is to document that
geographic lecation and low place in social hierarchy limits choices and control and that being low in
social hierarchyais culturally stigmatized. Third, we articulate identity-based motivation theory. Our
goal in this Section is to explain the consequences of limited choice and control and stigma on
identity-based motivation and detail how identity-based motivation affects academic outcomes.
Finally, weseonsider how our process model can be used to develop policy and interventions to

improve outcomes and reduce aspiration-attainment gaps.
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Individual and Societal Benefits of Education
“Education is the most powerful weapon we can use to change the world”
(Nelson Mandela, 2003)

Mandela (2003) argued for education as a means to attain control, autonomy, and
justice. Heawasmwight; higher education is associated with an array of good outcomes for
individuals an@d*for the societies in which educated people live. A better-educated population
is associated with more democracy (Glaeser, Ponzetto & Shleifer, 2006) and increased civic
participation (Dee, 2003), higher economic growth (Gylfason, 2001), and a better functioning
economy (AAAS, 2001; Bassok, 2010; Reardon & Robinson, 2008). At the individual level
low educationsundercuts earnings — high school dropouts average $130,000 less lifetime
earnings thanthigh school graduates (Building A Grad Nation, 2012; Levin, Belfield,
Muenning,.& Rouse, 2007). Among full-time earners aged 25 and older, the median weekly
wage of bacheler'degree holders is almost double that of high school degree holders (Bureau
of Labor Statistics, 2016). Increasing wage inequality since the 1970s has magnified the
positive cansequences of education on wages (Acemoglu & Pischke, 2001). In addition to
wages, collége education is also associated with higher chance of marriage (DiPrete &
Buchmann, 2006), lower divorce rates and more stable childhood environments for children,
an effect that is stronger when both parents have college education (DiPrete & Buchmann,
2006; Gylfason;"2001). Benefits of college education are magnified for women, whether they
are African American or White (DiPrete & Buchmann, 2006). Less educated workers are
more likely toawork in jobs with shifting schedules and hours, and less likely to know if their
jobs will continue or be dropped, reducing their ability to control their earnings, plan their
time, budget and generally to experience choice and control (Fenwick & Tausig, 2001; Mills

& Blossfeld, 2006).
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Geography, Place in Social Hierarchy and Educational Outcomes

Neither.minorities (Frey, 2015) nor college graduates (Diamond, 2016) are equally
spread across,the United States (Frey, 2015). African Americans and Latinos tend to live in
contexts that combine low density of college graduates and highly segregated academically
low performingsschools (Orfield & Lee, 2005). People with college educations cluster in
places with better quality of life and they improve the quality of life in the places to which
they move; when people with college educations move from a geographic area, the quality of
life in this area declines for all those who are left behind (Diamond, 2016). Living in a more
segregated area with more income inequality is a risk factor, increasing odds of high school
dropout andwredueing odds of college completion (Kearney, 2015). Minorities are
overrepresented In these risky contexts --in almost all major cities low-income African
American.and.Latino students attend highly segregated schools in which 90% or more of
students are ragial-ethnic minorities and low-income (Boschma & Brownstein, 2016;
Hannah-Jones, 2014).
Geography and Place in Social Hierarchy

High'schoeel and college graduation rates differ by state of residence within the United States
(e.g., Building"A"Grad Nation, 2012; Diamond, 2016; Nadworny, 2015; National Center for
Educational Statistics, 2015; Winters, 2015). Majority minority school systems such as that in the
District of Columbia, which has more than two thirds African American enrolled, have particularly
poor high seheelgraduation rates. For example only about 60% of their students graduate. Turning to
college enrollment’, the geographic pattern is complex, but the proportion of college graduates is
generallyslower in the Southern than in the Northern United States (Kennan, 2015). Having graduated

college in a state increases the odds of staying in that state and states that produce more college

graduates attract college graduates from other places (Groen, 2004; Winters, 2015). Taken together,
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there is a strong positive relationship between a state’s production of college graduates and the

proportion of college graduates living in the state (Winter, 2015).

Livingiin,a place with more college graduates matters; college graduates increase the
quality of edu€ation‘in elementary and secondary schools in the places they live, an effect
that is larger than would be predicted by their higher wages alone (Diamond, 2016; Winter,
2015). Thisproduces a cycle in which places that attract educated workers become contexts
in which elementary and secondary education improves (Diamond, 2016). The converse is
also true: asseducated workers leave, quality of education declines (Diamond, 2016). For the
individual student; school quality matters because on average, students seem to assimilate to
the standardssefitheir classroom, so that as average class performance improves, individual
students benefit(for a review, Antecol et al., 2016). Classroom standards provide a
benchmark for how much work is needed, in higher performing schools the norm for
engagementiisthigher, whether assessed by attendance or time on homework (Johnson et al.,
2001).

Of course another benchmark would be whether one is actually proficient in a content
domain, separate.from whether one is doing more or less work and attaining better or worse
scores thafi one’s peers. It is this broader standard that is tested in standardized tests.
Unfortunately, judging whether one knows or has learned the material is especially
problematic:ferstudents who are not yet proficient; these students often overestimate how
much they'know and how well they have done on tests and as a result they may be “unskilled
and unaware” (Kruger & Dunning, 1999). A large body of work suggests that low performing
students aresoften unaware of their lack of skill (Feld, Sauermann, & De Grip, 2015),
confusing the'grades they want to attain with the ones they likely will attain given their
current efforts (Serra & DeMarree, 2016). As a result, they spend too little time on difficult

problems (Ehrlinger, Mitchum, & Dweck, 2016). It is not that students attending schools with
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higher level academic performance are assumed to have a better ability to judge whether they
have learned the material, rather that they are more engaged, do more homework because the
standard for what is enough shifts (Johnson et al., 2001) and this improves their outcomes.

Analyses‘of.nationally representative samples of high school students do not show a
race difference in student’s sense of fitting in and belonging at school (Johnson et al., 2001)*.
However, students generally report higher sense of fitting in and belonging in schools in
which their‘raéial-ethnic group dominates (Johnson et al., 2001). Moreover, experiencing
fitting in and/belonging socially may not be the same as understanding how school works as
an academic process (Johnson et al., 2001). That is, as noted above, in highly segregated
economically disadvantaged minority-dominant schools, students may be both ‘unskilled and
unaware’ ofiit:and have only their immediate peers rather than input a college-educated
context asa marker of their own standing. Hence students may lack a larger compass within
which to.situate.their progress.

That isawhat Antecol and colleagues (2016) found in their large scale study of low-
income minority students who were randomized into classrooms in minority dominant
schools. Specifically, in these schools, high performing students were negatively affected by
higher classroomyaverage attainment and low performing students were positively affected by
lower classroom average attainment. Though measures of identity were not obtained, these
results imply that students were contrasting themselves with their peers and using their
relative'pesition'to infer how to include academics in their identity. Whether students
conclude that academic work is a “me” or a “not me” thing to do influences their subsequent
performance students who were low performing at baseline do better after positive

(downward)seontrast with their peers. Students who were high performing at baseline do

* As Johnson et al. note, this finding differs from findings using smaller samples. However, the Johnson et al
data come from a representative sample of high school students and hence include students in an array of
high school types (high and low academically performing, majority minority, majority White and so on).
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worse after negative (upward) contrast with their peers. Students who were midrange
performers at baseline, having no contrast, simply infer their sense of whether academics is a
“me” thing to.do from their classroom performance. Antecol and colleagues (2016) ruled out
the alternative,possibility which was that teachers were simply better able to advance a low
performing,class than a high performing one because contrast effects were not found for
students indthe midrange of ability.

Effects'of one’s standing in one’s immediate classroom should matter more in
contexts in.\which alternative sources of information are missing as would be the case in high
poverty, minority,concentrated neighborhoods in which most people did not attain their
educational aspirations. Indeed, while having academically successful friends is predictive of
better academieseutcomes for both White and African American high school students, for
White students, academically successful friends are most protective if students and their
friends,are both._attending low performing schools (Crosnoe, Cavanaugh, & Elder, 2003).
The reverse is the'case for African American students; for them, academically successful
friends 1s a significantly less protective factor in the context of a low performing school
(Crosnoe et al., 2003).

Families and Place in Social Hierarchy

Minority‘children are more likely to be from low-income families whose members attained
low levels of education, which place them at the bottom of the social hierarchy (Basch, 2011,
Cameron &Heckman, 2001; Duncan & Magnunson, 2005; Hallinan, 2001; Hedges & Nowell, 1999).
The two are‘related; for example, in California, race-based education gaps account for the race-based
wage gaps between workers who are African American or Latino and those who are Asian or White
(Public Policy Institute of California, 2003). Parental poverty and low education carries over to risk
for children, increasing the odds of children entering school with deficits in their verbal skills and
doubling the odds of their eventual high school dropout (Duncan & Brooks-Gunn, 2000). In contrast

to children from families at the bottom of the social hierarchy, those from families at top of the social

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 13

hierarchy have better educational outcomes. Thus, higher family income and education is associated
with better test performance and higher likelihood of completing high school, entering and completing
college (Entwisle, Alexander, & Olson, 2005; Huang, Guo, Kim, & Sherraden, 2010; Kim &
Sherraden,2011; Loke & Sacco, 2011). While the associations between child educational outcomes
and family eduecation, poverty, income and employment are clear, the underlying process by which
these factors'influence child outcomes remains unclear (Duncan, Yueng, Brooks-Gunn, & Smith,
1998; Violato, Petrou, Gray, & Redshaw, 2011). That is, without considering intermediate processes,
such as the anesive have begun to describe, it is not clear how place in social hierarchy translates to
academic outeomes.
Place in Social Higrarchy, Sense of Control and Social Stigma

Howgissitsthat minority racial-ethnic group membership, educational and income markers of
low place in'secialshierarchy are so intertwined? Though historical socio-structural causes are often
overlooked, historyis a place to start. Prejudice-based discriminatory policies (mortgage red-lining,
segregation, pay gaps) substantially and continually limited minority families’ social and economic
capital (Camerons& Heckman, 2001; Farley, 1977; Kuebler & Rugh, 2013; Loury, 1977; Marshall &
Jiobu, 19753Williams & Collins, 2001). While these policies and practices are no longer legal, as a

society, we,still bear the mark of these practices.

Effects'ofithose historical policies continue to impact educational outcomes today since, as
outlined abovegchildren from families with less education and fewer assets are more at risk
educationally. By limiting choice and control, these discriminatory policies not only consigned
minorities to the bettom of America’s social hierarchy, but being at the bottom itself cued a negatively
marked (stigmatized) identity as being deficient — having low ability or low will (Oyserman & Fisher,
in press; Oyserman, Smith & Elmore, 2014). Stigmas, which are negatively marked actual or
imaginedaattributes about people (Goffman, 1963; Link & Phelan, 2001; Major & O’Brien, 2005),
form the basis of‘discriminatory treatment and stereotypes -- culturally shared descriptions of the
character and characteristics of people with these attributes (Oyserman & Fisher, in press; Snyder,

Tanke, & Berscheid, 1977; Steele, 2010). Poverty, welfare receipt, lack of education, living in a bad
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neighborhood, and being discriminated against are all potential stigmas, especially if perceived as
one’s own fault -- stemming from one’s own actions and deficits rather than the result of social

structure (Blumkin, Margalioth, Sadka, 2013; for a review, Pescosolido & Martin, 2015).

Stigmatization by others and internalized by the targets of this socio-economic
disadvantage based stigma is particularly likely given that American culture highlights the
power of individuals to steer their own course (Oyserman, 2017). If low place in social
hierarchy is stigmatizing and reduces sense of choice and control, then the effects of low
place in sogial hierarchy could vary by whether families carry other stigmatized identities —
for example minarity racial-ethnic status. Evidence for an effect of racial-ethnic status
separate from,economic effects is mixed, though clearly economic effects often intermingle
with race-ethnieity effects (Blum et al., 2000; Gormley & Phillips, 2005; Leob et al., 2007).
For example, Iin alongitudinal kindergarten to eighth grade analysis using the National Center
for EducationsStatistics’ (NCES) Early Childhood Longitudinal Study, a nationally
representativessample, Quinn and Cooc (2015) found that taking family income, education,
and occupational prestige into account substantially reduced the gap in the science attainment
of Latino and African American students, compared to White students. Other studies suggest
that once socio-economic resource differences are accounted for statistically, race-ethnicity
gaps disappear, so that after adding these controls, racial-ethnic minority and white students
are equally likely.to be enrolled in a 2- or 4-year college at age 22 (Entwisle et al., 2005).
Some analyses even suggest that racial-ethnic minority youth would be slightly more likely to
enroll in four year colleges than White youth if they came from families with the same
demographigsi(e.g., parental level of education, family income, number of siblings, location
of residence,"Cameron & Heckman, 2001). These results imply that what appear to be race-

ethnicity gaps may, in fact, be stigma driven.
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As demographics shift, the consumers of public services, such as public education, are
becoming majority minority — serving more minority than White students (Maxwell, 2014). Indeed,
most public'school students today are racial-ethnic minorities and more than half qualify for free or
reduced lunch (Bidwell, 2015; Boschma & Brownstein, 2016). If minorities are stigmatized as not
worthy,ianditheslegacy of discriminatory social policies continues, we expect that this shift will
undermine isupportsfor public expenditures on education. Indeed, the combined stigma of low place in
social hierarchy and of the association of minority status with low place in social hierarchy may
explain whygsepviees provided based on low place in social hierarchy, so-called “means tested”
services (e.g-; services provided based on recipients’ low income), are often stigmatizing themselves
(Wilson, 2012). ‘Honest’ poverty — poverty that is no fault of one’s own, that occurs in spite of
working or beingawilling to work, and in the context of taking responsibility for one’s dependents, is
not grantedstorthesstigmatized poor (Levine-Clark, 2015). Over time, these programs often suffer from
low funding and public support since it is not clear if the stigmatized are ‘deserving’ of public support

(Delvin & Wolff, 2015; Gilens, 1999; Quadagno, 1994).

An _example of this is Head Start, the largest preschool program in the United States is means
tested. That is, eligibility is linked to the Federal Poverty Line so that only those meeting standards of
poverty and need are eligible (Miller et al., 2016; U.S. DHHS, 2010a, 2010b). As would be expected
if the programisistigmatized, Head Start teachers earn less (about half of what public school teachers
do) and the pragram is often criticized as unsuccessful despite successes, including increased
likelihood of high school completion by early twenties (Deming, 2009; Garces, Thomas, & Currie,

2002), and other sacial benefits including reducing long-term crime rates (Garces et al., 2002).

Until now we have documented that aspiration-attainment gaps are associated with place in
social hierarchy, whether place is defined by geographic location or family circumstance. The
evidence'suggests that the negative predictive power of neighborhood poverty and attending a low
academically performing school are stronger for students coming from low-income and minority

families than for students coming from high-income, White families (also called cumulative
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disadvantage, Pals & Kaplan, 2006; Sampson, Morenoff & Gannon-Rowley, 2002). Identity-based

Motivation Theory: Seeing the Destination and Navigating the Path

As we'demonstrate in this section, identity-based motivation theory provides an
explanationforthe'gap between desired and attained outcomes, an explication of how social
structural factors and stigma increase this gap, and a set of mechanisms through which
children inthigh-risk contexts can succeed. Identity-based motivation theory is a social
psychological theory of motivation and goal pursuit that explains when and in which
situations people’s identities motivate them to take action toward their goals (Oyserman,
2007, 2009a, 2013, 2015). It predicts that although people experience themselves as having
stable identitiessacross situations, in fact, which identities come to mind and what they imply
for action and'meaning-making change as a function of features of immediate situations
(Oyserman, 2009a, 2009b). These elements of identity-based motivation, termed dynamic
constructionyaction-readiness, and procedural-readiness in the theory, are assumed to be
associative kmowledge networks so that activating one element activates the others
(Oyserman, Bybee, & Terry, 2006; Oyserman, 2007).

Returning.to our process model, the empirical evidence we have presented thus far suggests
that the effget of sacial context on academic outcomes is not simply direct (line 1), but occurs via
effects on otherfactors (line 2). We term these factors, identity-based motivation. The idea that place
in social hierarchy has psychological consequences on how the self is conceived has been considered
from a numberefangles (e.g., Gecas & Schwalbe, 1983). One important formulation is that middle
class professional'work provides a sense of autonomy and a sense of controlling one’s own fate in a
way denied to the unemployed or those employed in ‘at will’ contracts (e.g., Gecas & Schwalbe,
1983) and this Is stressing (Lachman & Weaver, 1998; Oyserman, Smith, & Elmore, 2014). One way
to test the prediction that minorities and others low in the social hierarchy have to either reframe their
goals or suffer loss of self-regard is to examine whether racial-ethnic groups differ in self-esteem

depending on social position (Hafdahl & Gray-Little, 2002; Twenge & Crocker, 2002). Recall that in
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the general sense, goals are the same — in that aspirations for college are uniformly high. Empirical
support for this prediction of loss of self-regard, operationalized as self-esteem, is not clear for a
number of reasons. First, meta-analyses find that African Americans report higher self-esteem than
Whites, who report higher self-esteem than other American groups (Latinos, Native Americans, Asian
Americans)m=Second, among African Americans, high self-esteem is associated with high sense of in-
group connectiomwith other African Americans and low self-esteem is associated with holding
African Americans in low regard (Hughes, Kiecolt, Keith, & Demo, 2015; Richardson, Macon,
Mustafaa, Baganp€ole-Lewis, & Chavous, 2015). Moreover, the relationship between self-esteem
and academic attatnment is neither strong nor linear (Hope et al., 2013). These results imply that
stigma of low place!in social hierarchy does not directly carry over to less positive self-regard for
African Americanss Moreover, positive self-regard may not be a useful focus for operationalizing how
low place in‘'socialhierarchy matters for identity for other reasons as well: first, responses to self-
esteem measures likely vary by cultural frame (Cai, Brown, Deng & Oakes, 2007) and second, the

positive consequences of having high self-esteem are unclear (Baumeister et al., 2003).

Whilesself-esteem may not be the path linking low place in social hierarchy to academic
outcomes, the self can be implicated in the process by which low place in social hierarchy influences
academic outcomes in other ways. One way is via the effect of low place in social hierarchy on sense
of control. Tihough,the relationship between academic outcomes and low sense of control is not yet
well studied;‘thesrelationship between low place social hierarchy and low sense of control has been
documented for health outcomes (for a review, Oyserman et al., 2014). Moreover, experimentally
manipulating subjective sense of social class causally shifts sense of control (Krause, Piff, & Keltner,
2009). Thesmplication is that high vs. low place in social hierarchy matters not simply because
families can"purchase more or fewer educational resources but also because place provides a greater
vs. weaker'sense of choice and control over one’s fate. If that is the case, then high position should
lead students to seeisuccess at schoolwork as identity-congruent, to see strategies for doing well as
effective for people like them, and to interpret their experienced difficulties with schoolwork as

implying the need to engage in more effort. In contrast, a low place in social hierarchy should
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undermine students’ perceptions that their choices and efforts matter, reducing the likelihood that
school-focused possible identities come to mind or feel relevant in the moment (Oyserman, 2013,

2015).

Indeedyexperimentally manipulating the extent to which students experience (Smith, James,
Varnum, &Oyserman, 2014) or are reminded (Bi & Oyserman, 2015) of their lack of choice and
control reduces the salience of their school-focused possible identities and increases their belief in
fate, especiallysifsthey have no reason to belief that they have or could have internal resources to
overcome these challenges (Bi & Oyserman, 2015). This is illustrated in the following two sets of
studies. In ene;set.ef experiments, Smith and colleagues (2014) had students fill out open-ended
possible identities‘questionnaires before or after they were reminded of the high level of economic
uncertainty for people like themselves who planned to be college graduates in a few short years.
Students were then either reminded that they have or could have the skills and abilities to attain their
goals or led'to question whether they did. Students were more likely to report academically focused
possible identities, linked with strategies, more likely to choose to work on a resume builder program
rather than playwideo games if they felt confident about their skills and abilities but the world was

uncertain.

In the'second study set, Bi and Oyserman (2015) used a different manipulation in their work
with high poverty middle school students in rural China. About 4 in 10 of these children are left
behind by their impoverished parents who leave to find work but cannot take their children with them,
leaving themyat,school during the week; during the weekends they are with relatives or alone. Given
the high likelthood that one could be left behind, Bi and Oyserman had the children wrote about their
possible identities and belief in fate either before or after being asked whether they were “left behind”
children. As predieted, students scored higher on fatalism (e.g. “I rarely try to change things, things
are as theyaare because they are not destined to change™) and generated fewer possible identities
linked to strategies, if they were first asked if they had been “left behind” yet. In this rural low-income
population, having possible identities linked to strategies mattered, predicting test scores among both

left behind and non-left behind students a year later.
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As we outline in this section, we predict that this dual force of (a) experiencing limits on
choice and control and (b) stigma about having less choice and control affects educational outcomes
by changing identity-based motivation (line 3) and by the interaction of accessible stigma-based
stereotypes and identity-based motivation (line 4). That is, educational outcomes can be improved by
increasing theslikelihood that : (1) aspirations to do well in school come to mind and feel congruent
with importantisecial identities, (2) school-focused strategies will come to mind, and (3) experienced
difficulty with schaolwork will be interpreted as implying task importance (line 3). Once instantiated,
stigmas anddinked,stereotypes provide an accessible interpretation of what experienced difficulties
with schoolwerk might imply — that the odds of succeeding are low, that strategies such as studying or
staying after schooliwill not work, and that achieving school success is not possible ‘for me’ (line 4,
e.g., Oysermany2015). For this undermining effect to occur, stigma and linked stereotypes do not
need to changeseducational aspirations (e.g., Lewis & Sekaquaptewa, 2016; Steele, 2010), they just

need to make sustained effort to attain one’s aspirations less likely.

Three'lines of empirical evidence provide support for our predictions. First, research on the
link betweengdifficulty and schoolwork documents that for high performing college students,
schoolwork is implicitly associated with importance (Critcher & Ferguson, 2016). Second, research
on the link‘between power and cognition documents that less power and control is associated with
reasoning insterms,of situation and proximal details rather than in terms of values and abstract goals
(Fiske, DupreegmNicolas, & Swencionis, 2016; Magee & Smith, 2013). Poverty functions like
cognitive lgad, undermining focus on the big picture (Shah, Mullainathan, & Shafir, 2012). Sense of
control mediates the relationship between subjective socioeconomic status and this situated reasoning
style (Krausretralip2009). Third, being lower in objective socioeconomic status (e.g., having less than
a high schoeleducation), is associated with less endorsement of the idea that experiencing difficulty
can signalimpartance of the goal one is focused on attaining (Aelenei, Lewis, & Oyserman, 2016).
This effect is particularly pronounced for minorities, implying that for minorities attaining college

education is a particularly important route to experiencing difficulty as importance, whereas for
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whites there may be other paths given their less stigmatized place in social hierarchy (Aelenei et al.,

2016).

Thesevidence cited above in our review of the literature on educational disparities
implies that disparities in educational outcomes are not due to gaps in aspiration between
groups, but instead are due to the ways in which social structural forces shape educational
attainment! Social structural factors are relatively impossible to change without large-scale,
long term and financially intensive intervention directed at changing opportunity structures
(e.g., Vera'& Reese, 2000; Walsh, Galassi, Murphy, & Park-Taylor, 2002). At the same time,
as we outline in this section on identity-based motivation, social structural factors influence
the aspiratien=achievement gap, in part, through their influence on children's perceptions of
what is posstblefor them and people like them in the future (Destin & Oyserman, 2009,
2010; Oyserman, Bybee, & Terry, 2006; Oyserman, Terry & Bybee, 2002). Accordingly,
interventionstthatfocus on this macro-micro interface and emphasize the meaning students
make of theirpossibilities can help students overcome the constraints imposed by social
structural variables.

Identity-based motivation theory assumes that the self-concept is multifaceted,
including many diverse and not well integrated identity-components whose content is
dynamically constructed in context. People interpret situations in ways that are congruent
with theimcurrently active identities, prefer identity-congruent actions to identity-incongruent
ones, and interpret any difficulties they encounter in light of identity-congruence. When
actions feel identity-congruent, experienced difficulty engaging in relevant behaviors simply
highlights that the behavior is important and meaningful. Conversely, when action feels
identity-incongruent, the same difficulty suggests that engaging in these behaviors is
pointless and “not for people like me.” As we will demonstrate, these perceptions have

important downstream effects on engagement in school-focused judgments (e.g., planning to
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study), behaviors (including engagement with classroom activities and time spent on
homework), and outcomes (including standardized test scores and grades in school).

William James (1890) first articulated a version of these postulates by arguing that the
self includes,content; motivation, and action tendencies, that social contexts matter for who
one is in the moment, and that the self is malleable. In that sense, the identity-based
motivation@appreach is rooted in the earliest psychological formulation of self-concept. The
novel approach'that the identity-based motivation model brings to our understanding of how
social contexts influence behavior is two-fold. First, it focuses on predicting when and
how aspects of the self-concept matter by operationalizing the three core postulates (dynamic
construction, action-readiness, and procedural readiness) in a manner amenable to
experimentalgmanipulation. Second, it focuses on experimental methodology to test the
efficacy of these postulates to predict behavioral outcomes in the moment and to form the
basis for.interventions influencing behaviors over time.

To illustrate what dynamic construction, action-readiness and procedural-readiness
mean and how they operate in tandem, we start with an example and then turn to the
empirical evidence. Our concrete example is of a particular identity — racial identity as an
African-American, a particular action — doing schoolwork in class or at home, and a
particular mental procedure, interpreting experienced ease or difficulty while engaged with
schoolwork, People may or may not chronically think about their racial identity, but they are
certainly"merevikely to think about it in some contexts than in others and when they do, what
comes to mind is/likely to matter for whether or not schoolwork feels like a “me” or “us”
thing to do. Cansider an African-American middle school student in a classroom. Once racial
identity 1S ‘@mshis mind, what does that identity imply for his behavior? On one hand, there is
no fixed way to “be African American,” no correct way in which being African American

connects to schoolwork, and no fixed way in which to interpret difficulty while doing
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schoolwork. “Being African American” might mean buckling down and doing your
schoolwork in order to get the scholarship to go to college or it might mean chatting instead
of focusing in.class or cutting class to hang out with friends. Which way of “being African
American’ getsidynamically constructed is a function of chronic and momentary cues, which,
once activated carry action- and procedural-readiness --a propensity to act and make sense of
experiencessin ways that fit what “being African American” means in the moment.

Depending on what being African American or “Black” means in that particular
moment, the appropriate behavior might be to do schoolwork or not. If, in context, the “Black
thing to do™ 1s to'skip schoolwork, then the experienced difficulty associated with doing
schoolwork implies that one should go ahead and skip it, because skipping in that context
would be toxengage in identity-congruent behavior. If on the other hand, the “Black thing to
do” in context is to do schoolwork, then the same experienced difficulty associated with
doing schoolwork. highlights that one is doing the right thing, since doing schoolwork in that
context is the identity-congruent behavior. Experienced difficulty while acting in the identity
congruent way implies that success (doing schoolwork) is important.

In the next three subsections we summarize empirical evidence for each of the three
components of 1dentity-based motivation and what each implies for racial-ethnic disparities
in education.'We end with considerations of how policy makers can use identity-based
motivationto reduce educational disparities.

The Dynramie*Construction of Identity
“A self is not something static, tied up in a pretty parcel handed to the child, finished and
complete. A self is always becoming.”
(Madeleine L’Engle, 1984)
Low-income and minority children are more likely to live in high-unemployment and

high-poverty neighborhoods and to go to schools in those contexts (Bureau of Labor
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Statistics, 2009). These neighborhoods have a number of characteristics that undermine the
potential for students to develop education promoting identities. First, they tend to be
segregated, and that segregation is associated with both limited exposure to adults who are
college graduates (Adelman & Gocker, 2007; Krivo, Peterson, Rizzo, & Reynolds, 1998) and
with lowegendorsement of the three aspects of racial-ethnic identity that are predictive of
academic attainment: connectedness — feeling a positive sense of connection to one’s racial-
ethnic in-group, awareness of racism — grappling with how out-group members view the in-
group, and embedded achievement — the belief that achievement is a goal that is valued by
the in-group (Oyserman, Gant, & Ager, 1995; Oyserman & Yoon, 2009). Second, these
contexts are likely to be media saturated, providing vivid models of education-independent
adult identities;such as those in sports and entertainment (Roberts, 2000). Given the lack of
easily accessible'models of people “like me” who have succeeded in school, youths’
commitments.to.education may remain abstract and hence rarely cued as part of identity, and
thus may seldom be linked to everyday behaviors (Roderick, 2003; Oyserman, Johnson &
James, 2011).

Yet, as noted in our introduction, minority students do aspire to college and do feel
that they aré'engaged and fit and belong in school as much as other students do. This implies
that the problem is not whether a “me as college student” or “me as college graduate”
possible self exists. Instead, the problem is whether that possible future identity comes to
mind frequentlyand whether, when it does, it is linked to strategies (action-readiness) and to
productive interpretation of experienced difficulty (procedural-readiness). Hence the question
should not be framed as whether minority students incorporate academics into their racial-
ethnic identities (Fryer, 2006; Ogbu, 2004) or whether they have academically focused
possible identities. Instead the question is whether in context, these identities are likely to

come to mind and if they are linked to strategies and productive interpretation of experienced
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difficulty when they do come to mind. To matter, possible identities need to both come to
mind and be experienced as relevant to current possibilities for action (e.g., Landau,
Oyserman, Keefer, & Smith, 2014).

Consider the,following experiment with low-income middle school students, which
focused on,linking gender identity with academic success (EImore & Oyserman, 2012).
Students were randomly assigned to interpret one of four graphs that showed accurate Census
informationfrém their state. They saw either a graph about earnings or about high school
graduation rates, For half of students, graphs broke down the information by gender. Thus,
boys and girls either saw that men succeed (they earn more money) or that women succeed
(they graduate high school more often). The other half of students got the information
without gendereemparisons. After viewing the graphs, students were asked open-ended
questions about the coming year, given a novel math task, and then asked about their farther
future aspirations., The motivational consequence of seeing the graph depended on whether or
not the graph_implied that people like ‘me’ succeed. Thus, as detailed next, boys performed
worse than girls except in the ‘men succeed’ condition. In the ‘men succeed’ condition, boys
generated imore academic possible identities and strategies to attain them for the coming year
and more gareer-griented possible identities for the farther future, and they were more
engaged with'their current schoolwork, as exhibited by better performance on the novel math
task (ElImore & Oyserman, 2012). This experiment demonstrates that what a current identity
— in this'ease"gender, implies for action depends on the context in which that identity is
constructed. Boys could think of doing well in school as congruent with, part of, being male;
however, theytypically don’t think this without a nudge toward identity congruence, as
Elmore and"@yserman (2012) demonstrated. With regard to race-ethnicity, the same should
be the case (Oyserman, Brickman, Rhodes, 2007; Oyserman, Bybee, Terry, 2003); hence

interventions cannot assume that the reason race-ethnicity linked educational disparities exist
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IS because racial-ethnic minority students do not have a “successful student” possible identity

or that one cannot be easily elicited given the right context. As we have shown, whether

racial-ethnic identity and school-focused possible identities are positively correlated or not

related at all,depends on situational cues (e.g. Oyserman et al., 2006).

Action Readiness

“To be an Affrican American means to me being strong, intelligent, and very proud of where |
came from."™Many African Americans have been successful and I plan to be the same way.”

(African American Middle School Student, Oyserman, Gant, & Ager, 1995)

The student quoted above was asked what it means to be African American by a
college student sitting with him in the middle school library. This was part of an experiment
in which a-greupsef eighth graders in the school responded to the same open-ended question.
Half wererandomly assigned to answer this question before they were given a novel math
task to try.and.half were randomly assigned to answer this question after doing the math task.
What they said.about being an African American was only associated with how they did on
the math task 1T they were asked the question before doing the math task. What they said did
not matterfor their performance if they were asked the question after doing the math task.
This is consistent\with the prediction that identities only matter if they are on one’s mind at
the moment of action. Whether thinking about being African American improved or hindered
performance depended on what students actually said — students like the one we quoted who
expressed a'sense of connection to the African American community coupled with a sense
that doing well academically is what ‘we’ do, did better on the math task. This was not the
case for students'who did not express the combination of connection and this notion of
embedded aechievement, even if they did mention awareness of racism. The math task was

novel so students did not know if they would be good at it, they were more inclined to give it
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a shot and keep going if they had just finished saying something that implied that part of
being African American is engaging with schoolwork (Oyserman, Gant, & Ager, 1995).

Within,the identity-based framework, this is termed ‘action readiness,” readiness to
act in waysithat@ppear congruent with the way one is thinking about some identity in the
moment. The implication is that students will pay attention to educational information, adhere
to the advige ofitheir instructors, and hence reap the benefits of their time in the classroom
only if schoolrelated activities feel congruent with important aspects of their identity,
including racial-ethnic, gender and class-based identities (Oyserman & Destin, 2010).
Conversely, 1T engaging with school does not feel congruent with important aspects of
identity, students will not reap the benefits school contexts have to offer. Stated differently, if
a student feels;that education-promoting behaviors are congruent with things “people like
me” do, then theyare more likely to do those things (Oyserman, Bybee, & Terry, 2006). In
the same way,. if education-undermining behaviors feel congruent with things “people like
me” do they ateemore likely to do those behaviors (Smith & Oyserman, 2015). This idea is
what identity-based motivation theory describes as action readiness (Oyserman, 2015a,
2015b).

Ragial-ethnic identity serves as a lens through which students interpret and make
meaning of their experiences. It allows them to make sense of themselves as group members,
gives meaning to current and historical barriers faced by members of their racial-ethnic in-
group, and allews them to organize self-relevant knowledge about their personal effort and its
meaning to themselves and other in-group members (Oyserman, Brickman, & Rhodes, 2007;
Oyserman & Harrison, 1998). In order to effectively reduce racial-ethnic disparities in
education then,.educators and policy makers must consider the links between students’ racial-

ethnic identities and school-relevant behaviors. Without a clear understanding of these
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associations, and the fact that these associations change across contexts, interventions aimed
at reducing disparities are unlikely to succeed.

It iS_important to note that the messages students receive about their racial identity in
their chronie,seeial,contexts (neighborhood, home) can also influence the extent to which
school focused behaviors feel identity-congruent, and hence worth acting on (Oyserman &
Destin, 2010). ImJlow-income, racial-ethnic minority dominated contexts, racial-ethnic
identities may¥include information about academics that undermine children’s belief in the
identity congruence of school-focused effort. Studies using a variety of methods converge in
suggesting that students’ perceptions of racial-ethnic groups contain predictions about
academic behaviors. Kao’s (2000) ethnographic research suggests that high school students
across ethnieitiessperceive Latinos as more likely to become manual laborers, Asians to do
well in school, and African Americans to do poorly in school. Hudley and Graham (2001)
showed.a.similar pattern of results in a scenario-based experimental paradigm. Latino and
African American students presented with a scenario about a target student who is failing in
school were more likely to predict that the target was Latino or African-American than
White. These results were replicated when low-income children were asked to infer the
performange of atarget student. When asked to predict academic performance of a target
student, low-tncome students infer worse performance from low (vs. middle) social class
peers (Regner, Huguet, & Monteil, 2002; Weigner, 2000). Taken as a whole, these results
imply that racial=ethnic and low-income identity have implications for whether or not
students believe their actions might matter for school outcomes.

Procedural Readiness
“Theultimate measure of a man is not where he stands in moments of comfort and
convenience, but where he stands at times of challenge and controversy.”

(Martin Luther King, Jr. last speech before his death)
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The third component of identity-based motivation is procedural readiness, or
readiness to make sense of experiences through the lens of identity. How the lens of identity
influences this readiness to make sense of experience has been studied by considering two
identity lensessThe.first lens is which kind of identity is on one’s mind, with particular focus
on whether the salient identity is a social identity (such as race-ethnicity, gender, or social
class) or a personal identity (such as a possible identity as an ‘A’ student in middle school).
The secondlens’is whether salient identity is experienced as certain or uncertain using a
variety of operationalizations of certainty. As detailed next, an emerging literature shows the
importance of each of these two identity lenses on procedural readiness elucidating how
experience is interpreted and acted on.

Is aiseciak identity or a personal identity salient? As highlighted in social identity
and stereotype threat theories (e.g. Sedikides & Brewer, 2015), when a social identity such as
race-ethnicity.is.made salient, people may be more likely to think of themselves in terms of
their relationships' and group memberships. They also may be more likely to interpret their
experiences using a collectivistic relational lens. That is, contexts that cue social identities
such as raclal-ethnic, gender, or social class, may also inadvertently cue the mental
proceduresfrelated to collectivistic mindsets. This matters because accessible collectivistic
(vs. individualistic) lens influences how information is processed and recalled (for a review,
Oyserman;.in press, 2017). That is, a collectivistic lens increases use of holistic, connecting
mental procedures (e.g., seeing how elements connect) while an individualistic lens increases

use of analytic, separating mental procedures (e.g., focusing on a main point).

Aslinked to academic attainment, it is not so much about which procedure is used but
whether accessible procedure matches the task at hand that matters (for a review, Oyserman

& Destin, 2010). If the task is better solved using an analytic procedure, cuing a connecting
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procedure undermines performance. For example, in one experiment, Latino, African
American, and White students were given moderately difficult GRE problems to solve after
they had completely an ostensibly unrelated language task in which they were asked to read a
paragraphand.circle,the pronouns (Oyserman, Sorensen, Reber, & Chen, 2009). In this task,
students were given a list of possible pronouns and unbeknownst to them were randomized
into two greupspone group received a paragraph containing first person singular pronouns (I,
me, my) and‘the other group received a paragraph containing first person plural pronouns
(we, our, us)/Prior research showed that while the latter cued a connecting-relating,
collectivistic mindset, the former cued a separating-pulling apart individualistic mindset.
Because the GRE problems require ignoring stray details and focusing on core rules, those in
the individualistie; mindset condition scored significantly better at GRE problems (Oyserman,
Sorensen, Reber,'& Chen, 2009).

Does salient identity feel certain or uncertain? In the prior section, we focused on
the consequences of contextual cues that trigger accessibility of personal vs. social identities,
which affect whether an individualistic or collectivistic mindset is likely to be used to make
sense of experience. In this section we consider other consequences of these cues. These are
the experienced ¢ertainty with which one entertains a possible identity, the centrality of this
identity for one’s sense of self, and the effect of experienced certainty or centrality on
meaning-making. To concretize what we mean, consider the following example of a student,
who like'manyathers, wants to do well in school. At any particular moment, a ‘good student’
identity may or may not feel central to who one is — it may feel more central when singled out
to receive praisefin front of one’s cousins and less central while playing video games. At the
same time, "a‘good student’ possible future identity may feel highly likely or rather uncertain
to be attained. Just as the individualistic and collectivistic mindsets that are triggered by

contextual cues to focus on personal or social identities influence how people make sense of
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their experience, so do experienced identity certainty and centrality. The procedural readiness
cued in the case of experienced identity certainty and centrality is readiness to interpret
experienced ease and difficulty. In contexts that cue certainty and centrality of academic
identities, lowsinCeme and minority students are likely to interpreted experienced difficulty
working on schoolwork as a signal that the schoolwork is important. In contrast, in contexts
that undermine ieertainty and centrality of academic identities, low-income and minority
students are likely to interpret experienced difficulty working on schoolwork as a signal that
the schoolwork is impossible for them.

This prediction of identity-based motivation theory has been supported empirically.
In one study, students were more likely to endorse the idea that experienced difficulty implies
importanceafterbeing guided to consider their possible identities as a good fit for their likely
college experience (Oyserman, Destin, & Novin, 2015). Fit could occur in one of two ways.
First, fit.could.occur if students were guided to consider college as a context in which success
was likely and.t@'consider their own positive possible identities. Second, fit could occur if
students were guided to consider college as a context in which failure was likely and to
consider their own feared possible identities.

What does experienced difficulty mean? Once a social or personal identity is salient
and a studenthas a sense of how certain or central that identity is for their sense of self, this
provides them with a lens through which to interpret experiences in school particularly
experienceddifficulty. How students interpret experienced difficulty has important
consequences. Interpretation of experienced difficulty as a signal of school importance rather
than as impassibility matters for persistent engagement and performance on school tasks
(Elmore, Oyserman, Smith, & Novin, 2016; Oyserman, Novin, Smith, ElImore, & Nurra,
2016, 2016; Smith & Oyserman, 2015). Both interpretations of experienced difficulty are

available in our shared cultural schema which is why sayings such as “no pain, no gain” and
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“it’s just not worth my time” both seem intuitive and obvious. Empirical evidence supports
this intuition — people do think in both ways (Fisher & Oyserman, 2016). That is, people
understand that difficulty could mean importance (e.g., the difficulty experienced when
dieting and exercising, serve as reminders of their importance for long term health), or
impossibility (e.g., regardless of how much we exercise, the authors of this paper will never
be Olympians, ifywe are thinking of exercise as a way to attain this possible identity, we
might as well'give up). Only one interpretation can be active in a given moment (Fisher &
Oyserman, 2016), but which gets activated can be influenced by both momentary and chronic
contextual cues. kor example, in some studies, just reading four statements that either focused
participants’ attention on the idea that important things are often difficult or focused their
attention omthesidea that impossible things are often difficult was needed to activate an
interpretation andiinfluence outcomes (e.g. Aelenei, Lewis, & Oyserman, 2016; Oyserman,
Destin,.& Novin, 2015). In a number of studies, when an interpretation of experienced
difficulty as importance is cued, students were more likely to focus on academics when asked
about their possible identities (Oyserman, Novin, et al., 2016), more likely to say that
academics are central to their sense of self generally (Smith & Oyserman, 2015), and more
likely to feelcertain that they can attain these possible selves (Aelenei, Lewis, & Oyserman,
2016). Importantly, more chronic cues such as low academic attainment, can also influence
these interpretations (Aelenei et al., 2016).

When'something feels difficult to do, that experience can mean that the odds of
succeeding are low. If the odds of success are low, one should be less motivated to persist;
after all, the task®is basically impossible to do, so one should switch to something else rather
than wastingwone’s time. Indeed, that is what expectancy value theories predict (Feather,
1992; Wigfield, Tonks, & Eccles, 2004) and at least to some extent, document (Wigfield &

Eccles, 2000). But as highlighted in the opening quote by Martin Luther King, experienced
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difficulty can also imply that something is important and thus worth the effort, and according
to identity-based motivation theory, that interpretation of experienced difficulty is more likely
in contexts in.which relevant identities feel central to one’s sense of self and are experienced
as relativelyscertain,to be attained. In effect, this implies that experienced difficulty as
importance is separable from the idea that experienced difficulty implies that the odds are low
odds of suceess= the odds essentially matter less if something is important (e.g. Higgins,
1998). Indeed"empirical evidence documents that interpretation of difficulty as importance
and interpretation of difficulty as impossibility are not the same as self-efficacy, locus of
control, and other,measures of motivation, including the idea that ability can change
(“growth” mindset) and belief in one’s own persistence (“grit” or mental toughness, Fisher &
Oyserman; 2016)s Students led to consider that experienced difficulty might mean
importance were more efficient learners-- scoring better on a performance task, more
sensitive.to.which study strategy worked for them, and less likely to be overconfident about
their performance’(Yan & Oyserman, 2016).
Implications for Policy

Our review highlights three core conclusions about disparities in education that have
important implications for policy. First, the problem of education disparities is not lack of
aspirations but'the gap between aspiration and attainment, a gap that is exacerbated by low
place in social hierarchy that differentially exposes students to education undermining
contextsSeeond, low place in social hierarchy stigmatizes the institutions meant to serve
minority students and decreases chances that identity-based motivation processes will be
triggered in waysthat promote educational attainment. Third, intervention is needed to cue
the three elements of identity-based motivation (dynamic construction of identity, action-

readiness, and procedural readiness) so that they can moderate the otherwise negative effect
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of stigma and linked stereotypes on low-income and minority students’ interpretation of their

experiences in school. Implications of each of these conclusions are detailed next.

Aspirations,arehetithe problem; policies should address aspiration-attainment gaps
instead.

Firsty asmoted earlier, there is a large body of evidence documenting that minority
students do aspire to college and do declare difficult STEM majors at the same level as
Whites and Asians (e.g., Chen & Weko, 2009; Fortin et al., 2015; Mortimer et al., 2014;
O’Hara, Gibbonsy Weng, Gerrard, & Simons, 2012; Rose & Baird, 2013; Staff, Johnson,
Patrick, & Schulenberg, 2014; Vuolo et al., 2014). Hence educational disparities are not due
to failures,ofaspiration among minority students (for review of additional literature on this
issue, Oyserman,Johnson, & James, 2011). If aspirations are not the problem, then policies
designed.to.increase student aspirations or college bound possible identities are unlikely to be
helpful — they. would be attempting to solve a problem that does not exist. Instead, policy
efforts to reduce disparities should focus on reducing the size of the gap between aspirations
and attainment for minority students by advancing interventions that bolster identity based
motivational progesses.

Identity-based motivation theory highlights three ways in which this gap is likely to
be larger for low-income and minority students even though they want to do well in school.
First, if few"others in their everyday contexts went to college, low-income and minority
students may believe that college is in the distal future and fail to notice that now is the time
to get going. Failure to notice that now is the time to get going can happen either because
their college=bound possible identities do not come to mind or because these possible
identities do not seem relevant in their school contexts. Second, stigma and stereotyping in

intergroup settings and isolation from standards set in higher performing schools for students
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in majority minority settings both undermine action-readiness even if college bound possible
identities come to mind. Being unaware that one needs to work more or uncertain whether
more effort will pay off undermines attainment. Third, salient identities can undermine school
performance,viaithe mental procedures that they cue in two different ways. If social identities
such as ragial-ethnic, social class, or gender identities are salient, they may evoke a
collectivistie mindset, cuing heuristic, connecting and relating mental procedures that may
mismatch with*analytic (discovering a main point or underlying rule) procedures that
schoolwork may 0ften require. Moreover, if contexts undermine the experienced centrality or
certainty of academic possible identities, students are less likely to interpret experienced
difficulty as implying task importance, which reduces time on task and task performance.

The¥Seheol to Jobs” intervention was designed to address these issues in low-income
and majority minerity schools (Oyserman, Terry, & Bybee, 2002; Oyserman, Bybee, &
Terry, 2006). Participation in School-to-Jobs significantly improved the school attendance
and grade point:averages of low-income and minority students compared to school as usual
control group students. The School-to-Jobs intervention involves activities meant to trigger
each of the elements of identity-based motivation: certainty about current and possible
identities, practice linking these identities to strategies for action, and practice interpreting
difficulty as tmportance. A randomized controlled trial of the intervention took place in the
beginning of the eighth grade and then students were followed through eighth and ninth
grade. The eighth grade students in the control condition went to school as usual and
experienced the usual certainties about their identities and the usual difficulties with
schoolwork without structured interpretation (Oyserman, Bybee, & Terry, 2006). Eighth
grade studenits in the intervention condition participated in 12 bi-weekly in-class group
activities. The intervention was completed before the end of the first quarter of the marking

period. At baseline, intervention and control group did not differ on any of the obtained
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measures (school grades, attendance, homework time, in-class behavior including teacher
report of engagement and possible identities) and no difference was expected given
randomization.to group.

However; after receiving the intervention, the intervention group differed from the
control greup. The first post intervention data were collected at the end of the second
semester ofseighth grade. Data collection continued through the end of the following school
year — ninth'grade. These post-intervention points showed that students in the intervention
group had better grades, spent more time on their homework, had better attendance and
standardized test'scores compared to control group students. Effects did not differ by race or
gender; and_though the sample was predominantly African American, Latino students
equally benefitted: Effects were mediated by change in school-focused possible identities and
strategies to attain them. The intervention took place in Detroit and was implemented by
Detroit residents.with undergraduate degrees who received only a week of training. This
implies that suceessful delivery of the program is not dependent on highly skilled staff (staff
received only a week of training, and had only undergraduate degrees and were not certified
teachers).

Tosbe policy relevant, intervention must be scalable. To test scalability, Chicago
Public School'eighth grade teachers are currently being trained to deliver School-to-Jobs in
their classreoms (Oyserman & Sorensen Institute for Educational Studies Grant
#R305A140281). Teachers receive two or three days of professional development training
and the intervention manual. Their classrooms are videotaped and videotapes are coded for
fidelity of implementation, by separately coding for adherence to the activities in the manual,
quality of delivery, and quality of receipt. Initial evidence shows that teachers can implement
with fidelity, and that when they do, they change identity-based motivation, which changes

in-class behavior and homework time (Horowitz, Sorensen, Yoder, & Oyserman, 2016).
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Teachers who were trained in two days then trained teachers from other schools in three days.
Initial analyses show that this results in fidelity of implementation that is at least as high as
when trained.by the developer, implying a path to policy-relevant scalability. An alternative
to teacher,delivered.intervention is to use a digital platform, whether in school or in out of
school settings such as Boys and Girls clubs. Oyserman and colleagues have received Federal
funding to develep both kinds of digital platforms as both address different ways in which to

scale intervention and are complementary rather than competing possibilities.

Low place in soeial hierarchy is stigmatizing: Policies should not reinforce stigma
through means-tested service provisions.

Second;we highlighted the link between racial-ethnic attainment gaps and policies
that both Kept racial-ethnic minorities from attaining education and accruing assets while at
the same.time stigmatizing their low position in social hierarchy. This stigma makes the
general public.guestion whether those in low social positions are deserving of public
investment (Blumkin et al., 2013; Gilens, 1999; Pescosolido & Martin, 2015; Quadagno,
1994). Hence services provided only to those with low-income or only to those who are
racial-ethni€ minerities are likely to be stigmatized, and may perpetuate the stigmatization of
their intended beneficiaries, a cycle that can result in reduced funding and staffing for
programs. These stigmatization processes are consequential for education and education
disparities. Forexample, despite their benefits to society, programs such as Head Start that
are administered In racially-ethnically segregated contexts tend to receive greater criticism
and less funding”(Head Start teachers are less qualified and earn substantially less than public
school teachers) than programs that serve more majority group members. This makes it more
difficult for minority students to attain their academic goals if the academic resources

available to them are more limited due to social stigma. Without the resources to foster a
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connection between a school identity and the relevant strategies for attaining school-relevant
goals, students are likely to interpret experienced difficulties as impossibility, which
undermines their sustained effort. Hence one policy implication is to provide de-stigmatized
universal serviceSrather than stigmatized “means-tested” ones (see also Goldstein, 2016).
Examplesof universal, non-means tested ways to improve educational outcomes are
universal pre-kindergarten, universal child development accounts (Curley & Sherraden, 2000;
Loke & Sherraden, 2009), and universal family and child allowances (Béland, Blomqvist,
Andersen, Palme, & Waddan, 2014; Henneck, 2003; United Nations Development Program,
2011). Children whose families have assets and children who believe that they are saving for
their educational future, no matter their current asset level, are more likely to finish high

school, enfolldngand finish college (for a review, Oyserman, 2013).

Social stigma.and social position jointly influence identity-based motivation: Policies
should encourage community investment in paths to success.

Third, we have highlighted how geographic segregation of minorities and college-
educated groups exacerbated the effects of stigma. Minority students are likely to live and go
to school in‘contexts that are highly segregated by markers of position in social hierarchy in
which the relative proportion of college graduates is low and concentration of minorities is
high. This‘leaves students more likely to have only their peers as comparison standards so
that theirrelative standing provides a sense of identity (e.g., Antecol et al., 2016) and if they
fall behind national standards, they are likely to be unaware, mistaking their desire to succeed
with their actual'success (e.g., Serra & DeMarree, 2016). In contexts in which there are few
college graduates, even if college bound possible identities come to mind, these identities are
unlikely to feel relevant to current possibilities for action and less likely to be linked to

specific strategies, since few others in the contexts provide models for how to do this.
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Moreover, though others can provide support, they themselves may not be able to give useful
advice as to how to proceed toward college-focused futures. Hence, in addition to structured
activities to_activate identity-based motivation, policies to increase access to higher
education using©pen-access and low cost institutions of higher learning (community
colleges) as gateways, and reducing barriers such as high cost of public college, and
infiltration.of predatory for profit degree granting institutions are needed”. To the extent that
low-income and racial-ethnic minority desire to attain education but do not know the path and
feel stigmatized, they are more likely to end up in dead-ends rather than along the path to
success (Taylor & Appel, 2014; Quinlan, 2015; as reviewed more broadly by the National

Association for College Admission Counseling, 2016).

Concluding Comments

America’is diversifying rapidly and the new generation of Americans is majority minority,
which means‘that.the strengthening of minority Americans will strengthen America’s future. The
good news.is.that:Americans, whether African American, Latino, White, or Asian American, desire
education, aspire to finish college, and to major in sciences, technology, engineering, and math. The
bad news isthat'macro-level structural factors, often legacies of our racist past, impede this goal more
for African American and Latino Americans than for other Americans, and that because we stigmatize
people for theirlow; place in social hierarchies and geographically isolate them, it is harder to leverage
identity=basedsmetivation to succeed than might be expected. Universal rather than means-tested
policies that provide scalable solutions to these issues, including educational programming to help
students see their college-bound future self as currently relevant, to appreciate experienced difficulties
as motivational cues and obtain actionable feedback about strategies to attain this future self will help

not only iAdividual students, but American economy and society as a whole.

> For a review of these issues see National Association for College Admission Counseling,
2016.
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Figure 1 (Adapted from Oyserman & Fisher, in press): The process by which macro-level and
immediate social context influences educational outcomes via effects on identity-based motivation: A

situated process model.

Note: Each'numbered line reflects a body of research, thick lines are the focus of attention

References

no gain? Social demographic

Aelenei, L., Lewis, N. A., Jr., & Oyserman, D. (2016). No
. 4
tecalatanaad-identity co

Social Context Identity-based Motivation
Poverty \tePporar

Education 10.1™6 1. Which identities come to mind '

Race-ethnicity ke, J. S. (4 2. What they imply for which strategies to use

children’s education. European Economic Review, 45(4), 890-904.

Adelman, R. M., & Gocker, J. C. (2007). Racial residential segregation in urban America.
Sociology Compass, 1(1), 404-423.

Altschul, 1., Oyserman, D., & Bybee, D. (2006). Racial- ethnic identity in mid- adolescence:
Content and change as predictors of academic achievement. Child
Development, 77(5), 1155-1169.

American Association for the Advancement of Science. (2001). In pursuit of a diverse
science, technology, engineering, and mathematics workforce: Recommended
research priorities to enhance participation by underrepresented minorities.

Washington, DC: AAAS.

This article is protected by copyright. All rights reserved.




SEEING THE DESTINATION AND THE PATH 40

Antecol, H., Eren, O., & Ozbeklik, S. (2016). Peer effects in disadvantaged primary schools:
evidence from a randomized experiment. Journal of Human Resources, 51(1), 95-132

Basch, C. E. (2011). Healthier students are better learners: A missing link in school reforms
to close the achievement gap. Journal of School Health, 81(10), 593-598.

Bassok, D. (2010). Do Black and Hispanic children benefit more from preschool?
Understanding differences in preschool effects across racial groups. Child
Development, 81(6), 1828-1845.

Baumeister, R. F., Campbell, J. D., Krueger, J. I., & Vohs, K. D. (2003). Does high self-
esteem cause better performance, interpersonal success, happiness, or healthier
lifestyles?. Psychological science in the Public Interest, 4(1), 1-44.

Beck, A. N., & Muschkin, C. G. (2012). The enduring impact of race: Understanding
disparities in student disciplinary infractions and achievement. Sociological
Perspectives, 55(4), 637-662.

Beland, D., Blomqvist, P., Anderson, J. G., Palme, J., & Waddan, A. (2014). The universal
decline of universality? Social policy change in Canada, Denmark, Sweden, and the
UK. Social Policy & Administration, 48(7). 739-756.

Bi, C., & Oyserman, D. (2015). Left behind or moving forward? Effects of possible selves
and strategies to attain them among rural Chinese children. Journal of
Adolescence, 44, 245-258.

Bidwell, A. (2015). Most U. S. Students Live in or Near Poverty. U. S. News and World
Report. Retrieved from: http://www.usnews.com/news/blogs/data-
mine/2015/01/16/most-us-students-come-from-low-income-families

Blum, R. W., Beuhring, T., Shew, M. L., & Bearinger, L. H. (2000. The effects of
race/ethnicity, income, and family structure on adolescent risk behaviors. American

Journal of Public Health, 90, 1879-1984.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 41

Blumkin, T., Margalioth, Y., & Sadka, E. (2013). The desirability of workfare in the presence
of misreporting. International Tax and Public Finance, 20(1), 71-88.

Boschma, J., & Brownstein, R. (2016, February). The Concentration of Poverty in American
Schools. The Atlantic. Retrieved from:
http://www.theatlantic.com/education/archive/2016/02/concentration-poverty-
american-schools/471414/

Boyle, M. H., Georgiades, K., Racine, Y., & Mustard, C. (2007). Neighborhood and family
influences on educational attainment: Results from the Ontario Child Health Study
Follow-up 2001. Child Development, 78(1), 168-189.

Building a Grad Nation (2012). Progress and Challenge in Ending the High School Dropout
Epidemic. Retrieved from
http://www.civicenterprises.net/MediaLibrary/Docs/Building-A-Grad-Nation-Report-
2012_Full_v1.pdf

Bureau of Labor Statistics (2016), Earnings and unemployment rate by educational
attainment 2015. Retrieved from http://www.bls.gov/emp/ep_chart_001.htm

Cabrera, A. F., Nora, A., Terenzini, P. T., Pascarella, E., & Hagedorn, L. S. (1999). Campus
racial climate and the adjustment of students to college: a comparison between white
students and African-American students. The Journal of Higher Education, 70(2),
134-160. DOI: 10.2307/2649125.

Cai, H., Brown, J. D., Deng, C., & Oakes, M. A. (2007). Self-esteem and culture: Differences
in cognitive self-evaluations or affective self-regard? Asian Journal of Social
Psychology, 10(3), 162-170.

Cameron, S. V., & Heckman, J. J. (2001). The dynamics of educational attainment for black,

Hispanic, and white males. Journal of Political Economy, 109(3), 455-499.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 42

Chang, M. J., Sharkness, J., Hurtado, S., & Newman, C. B. (2014). What matters in college
for retaining aspiring scientists and engineers from underrepresented racial groups.
Journal of Research in Science Teaching, 51(5), 555-580.

Chen, X., & Weko, T. (2009). Stats in brief: Students who study science, technology,
engineering, and mathematics (STEM) in postsecondary education (NCES 2009-161).
National Center for Education Statistics, Institute of Education Sciences, US
Department of Education. Washington, DC.

Colby, S. L., & Ortman, J. M. (2015). Projections of the size and composition of the U. S.
population: 2014-2060. United States Census Bureau. Retrieved from:
https://www.census.gov/content/dam/Census/library/publications/2015/demo/p25-
1143.pdf

Critcher, C. R., & Ferguson, M. J. (2016). “Whether I like it or not, it’s important”: Implicit
importance of means predicts self-regulatory persistence and success. Journal of
Personality and Social Psychology, 110(6), 818.

Crosnoe, R., Cavanaugh, S., & Elder, G. H., Jr. (2003). Adolescent friendships as academic
resources: The interaction of friendship, race, and school disadvantage. Sociological
Perspectives, 46(3), 331-352.

Curley, J., & Sherraden, M. (2000). Policy lessons from children’s allowances for children’s
savings accounts. Child Welfare, 79(6), 661-687.

Davis-Kean, P. E., & Jager, J. (2014). Trajectories of achievement within race/ethnicity:
“Catching up” in achievement across time. The Journal of Educational Research,
107(3), 197-208.

Dee, T. S. (2003). Are there civic returns to education? National Bureau of Economic

Research Working Paper 9588 http://www.nber.org/papers/w9588.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 43

Delvin, F. R., & Wolff, H. (2015). Welfare: who’s on it, who’s not? American Renaissance.
Retrieved from: http://www.amren.com/features/2015/10/welfare-whos-on-it-whos-
not/

Deming, D. (2009). Early childhood intervention and life-cycle skill development: evidence
from Head Start. American Economic Journal: Applied Economics, 1(3), 111-134.

DiPrete, T. A., & Buchmann, C. (2006). Gender-specific trends in the value of education and
the emerging gender gap in college completion. Demography, 43(1), 1-24.

Destin, M., & Oyserman, D. (2009). From assets to school outcomes: how finances shape
children’s perceived possibilities and intentions. Psychological Science, 20(4), 414-
418.

Diamond, R. (2016). The determinants and welfare implications of US workers' diverging
location choices by skill: 1980-2000. The American Economic Review, 106(3), 479-
524.

DiPrete, T. A., & Buchmann, C. (2006). Gender-specific trends in the value of education and
the emerging gender gap in college completion. Demography, 43(1), 1-24.

Duncan, G. J., & Brooks-Gunn, J. (2000). Family poverty, welfare reform, and child
development. Child Development, 71(1), 188-196.

Duncan, G. J., & Magnuson, K. A. (2005). Can family socioeconomic resources account for
racial and ethnic test score gaps? The Future of Children, 15(1), 35-54.

Duncan, G. J., Yeung, W. J., Brooks-Gunn, J., & Smith, J. R. (1998). How much does
childhood poverty affect the life chances of children? American Sociological Review,
63, 406-423.

Elmore, K. C., & Oyserman, D. (2012). If ‘we’ can succeed, ‘I’ can too: Identity-based
motivation and gender in the classroom. Contemporary Educational Psychology,

37(3), 176-185.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 44

Entwisle, D. R., Alexander, K. L., & Olson, L. S. (2005). First grade and educational
attainment by age 22: a new story 1. American Journal of Sociology, 110(5), 1458-
1502.

Ehrlinger, J., Mitchum, A. L., & Dweck, C. S. (2016). Understanding overconfidence:
Theories of intelligence, preferential attention, and distorted self-assessment. Journal
of Experimental Social Psychology, 63, 94-100.

Farley, R. (1977). Residential segregation in urbanized areas of the United States in 1970: An
analysis of social class and racial differences. Demography, 14(4), 497-518.

Feather, N. T. (1992). Values, valences, expectations, and actions. Journal of Social Issues,
48(2), 109-124.

Feld, J., Sauermann, J., & De Grip, A. (2015). Estimating the relationship between skill and

overconfidence. Working Papers in Economics no 627. ISSN 1403-2465.

Fenwick, R., & Tausig, M. (2001). Scheduling stress family and health outcomes of shift work and

schedule control. American Behavioral Scientist,44(7), 1179-1198.

Fortin, N. M., Oreopoulos, P., & Phipps, S. (2015). Leaving boys behind: gender disparities in high

academic achievement. Journal of Human Resources, 50(3), 549-579.

Frey, W. (2015). Diversity Explosion: How New Racial Demographics Are Remaking America.

Washington; DC:"Brookings Inst.

Fisher, Q., & Oyserman, D. (2016, February). Development and validation of interpretation of
experiencedeaseand difficulty scales. Society for Personality and Social Psychology, Long Beach,

CA.

Fiske, S. Tmbupree, C. H., Nicolas, G., & Swencionis, J. K. (2016). Status, power, and intergroup

relations: the personal is the societal. Current Opinion in Psychology, 11, 44-48.

Fryer, R. G. (2006). Acting White. Education Next, 6(1).

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 45

Fryer, R. G., & Levitt, S. D. (2006). The black-white test score gap through third grade.
American Law and Economics Review, 8(2), 249-281.

Garces, E. Thomas, D., & Currie, J. (2002). Longer-term effects of Head Start. The American
Econemic Review, 92(4), 999-1012.

Gecas, V.p& Schwalbe, M. L. (1983). Beyond the looking-glass self: Social structure and

effieacy=based self-esteem. Social Psychology Quarterly, 46, 77-88

Gilens, M.(1999). Why Americans Hate Welfare: Race, Media, And the Politics of

Antipoverty Policy. Chicago, IL: University of Chicago Press.

Glaeser, EEY"Ponzetto, G. & Shleifer, A. (2006). Why does democracy need education?
National Bureau of Economic Research, Working Paper 12128
https//wwww.nber.org/papers/w12128

Goffman, E. (1963). Stigma. London: Penguin.

Goldstein, D™%2016, September). Bill de Blasio’s Pre-K Crusade. The Atlantic. Retrieved
fromzhttp://www.theatlantic.com/education/archive/2016/09/bill-de-blasios-prek-
crusade/498830/

Gormley, WI., & Phillips, D. (2005). The effects of universal pre-k in Oklahoma: research
highlights and policy implications. Policy Studies Journal, 33(1), 65-82.

Griffith, A. L. (2010). Persistence of women and minorities in STEM field majors: Is it the
school that matters? Economics of Education Review, 29(6), 911-922.

Groen, J. A. (2004). The effect of college location on migration of college-educated
labor. Journal of Econometrics, 121(1), 125-142.

Gylfason, T. (2001). Natural resources, education, and economic development. European

Economic Review, 45(4), 847-859.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 46

Hafdahl, A. R., & Gray-Little, B. (2002). Explicating methods in reviews of race and self-
esteem: Reply to Twenge and Crocker (2002). Psychological Bulletin, 128(3), 409-
416.

Hallinan, M. T. (2001). Sociological perspectives on Black-White inequalities in American
schooling. Sociology of Education, 74, 50-70.

Hannah-Jones, N. (2014). Segregation now: investigating America’s racial divide.

ProPublica. Retrieved from: https://www.propublica.oro/article/segregation-now-full-

text

Haskin, R., & Rouse, C. E. (2005). Closing achievement gaps. Brookings Institution.

Higgins, E. T. (1998). Promotion and prevention: Regulatory focus as a motivational
principle. Advances in Experimental Social Psychology, 30, 1-46.

Hedges, L. Vi, & Nowell, A. (1999). Changes in the black-white gap in achievement test
scores..Sociology of education, 72(2), 111-135.

Henneck, R. (2003). Family Policy in the US, Japan, Germany, Italy and France: Parental
Leave, Child Benefits/Famliy Allowances, Child Care, Marriage/Cohabitation, and
Divorce. A Briefing Paper Prepared by the Council on Contemporary Families.

Hope, E. G&i"Chavous, T. M., Jagers, R. J., & Sellers, R. M. (2013). Connecting self-esteem
and achtevement diversity in academic identification and dis-identification patterns
among black college students. American Educational Research Journal, 50(5), 1122-
1151.

Horowitz, E., Sorensen, N., Yoder, N., & Oyserman, D. (2016). Writing, writing, and
imaging:*Testing Teacher-based implementation of interventions to improve identity-

basedimotivation. Manuscript Under Review.

This article is protected by copyright. All rights reserved.


https://www.propublica.org/article/segregation-now-full-text
https://www.propublica.org/article/segregation-now-full-text

SEEING THE DESTINATION AND THE PATH 47

Hu, S. P., & St. John, E. P. (2001). Student persistance in a public higher education system:
understanding racial and ethnic differences. Journal of Higher Education, 72(3), 265—
286.

Huang, J.,.GuegBKim, Y., & Sherraden, M. (2010). Parental income, assets, borrowing
constraints and children’s post-secondary education. Children and Youth Services
Review,82(4), 585-594.

Hudley, C.,"&Graham, S. (2001). Stereotypes of achievement striving among early
adalescents. Social Psychology of Education, 5, 201-224.

Hughes, M., Kieeolt, K. J. Keith, V. M., & Demo, D, H. (2105). Racial identity and well-
being among African Americans. Social Psychology Quarterly, 78, 25-48.

Hurd, N. M., Sellers, R. M., Cogburn, C. D., Butler-Barnes, S. T., & Zimmerman, M. A.
(2013). Racial identity and depressive symptoms among Black emerging adults: the
moderating effects of neighborhood racial composition. Developmental
Psychology, 49(5), 938-950.

Jackson, C. K. (2010). A little now for a lot later: a look at a Texas advanced placement
incentive program. Journal of Human Resources, 45(3), 591-639.

James. W. (1890). The Principles of Psychology. New York, NY: Henry Holt & Co.

Johnson, M, K., Crosnoe, R., & Elder Jr., G H. (2001). Students' attachment and academic
engagement: the role of race and ethnicity. Sociology of Education, 74(4), 318-340.

Journal of Blacks in Higher Education (2016). News & Views. Retrieved from:

http://www.jbhe.com/news views/64 deqgrees.html

Kao, G. (2000). Group images and possible selves among adolescents: Linking stereotypes to

expectations by race and ethnicity. Sociological Forum, 15, 407-430.

This article is protected by copyright. All rights reserved.


http://www.jbhe.com/news_views/64_degrees.html

SEEING THE DESTINATION AND THE PATH 48

Kearney, M. S. (2015). How does income inequality affect high school dropout rates? World
Economic Forum. Retrieved from: https://www.weforum.org/agenda/2015/05/how-
does-income-inequality-affect-high-school-dropout-rates/

Kennan, J. (2015). Spatial variation in higher education financing and the supply of college
graduates (No. w21065). National Bureau of Economic Research.Keubler, M., &
Rugh, J. S. (2013). New evidence on racial and ethnic disparities in homeownership
in the United States from 2001 to 2010. Social Science Research, 42(5), 1357-1374.

Kim, Y. & Sherraden, M. (2011). Do parental assets matter for children’s educational
attainment? Evidence from mediation tests. Children and Youth Services Review,
33(6), 969-979.

King, Jr. M. L. (2001). Last speech in Carson, C. and Shepard, K. (editors). A Call to
Conscience: The Landmark Speeches of Dr. Martin Luther King, Jr. New York:
Warner Books.

Kolodner, M. (2016). College degree gap grows wider between whites, blacks and Latinos.
The Hechinger Report. Retrieved from: http://hechingerreport.org/25368-2/

Koriat, A. (1997). Monitoring one's own knowledge during study: A cue-utilization approach
to judgments of learning. Journal of Experimental Psychology: General, 126(4), 349-
370.

Kraus, M. W., Piff, P, K., & Keltner, D. (2009). Social class, sense of control, and social
explanation. Journal of Personality and Social Psychology, 97(6), 992-1004.

Krivo, L. J., Peterson, R. D., Rizzo, H., & Reynolds, J. R. (1998). Race, segregation, and the
concentration of disadvantage. Social Problems, 45(1), 61-80.

Kruger, J., & Dunning, D. (1999). Unskilled and unaware of it: how difficulties in
recognizing one's own incompetence lead to inflated self-assessments. Journal of

Personality and Social Psychology, 77(6), 1121-1134.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 49

Lachman, M. E., & Weaver, S. L. (1998). The sense of control as a moderator of social class
differences in health and well-being. Journal of Personality and Social
Psychology, 74(3), 763-773.

Landau, M. J., Oyserman, D., Keefer, L. A., & Smith, G. C. (2014). The college journey and
academic engagement: How metaphor use enhances identity-based motivation.
Journal of Personality and Social Psychology, 106(5), 679-698.

Levin, H., Belfield, C., Muennig, P., & Rouse, C. (2007). The costs and benefits of an
excellent education for all of America’s children (Vol. 9). New York: Teachers
College, Columbia University.

Levine-Clark, M. (2015). Unemployment, Welfare, and Masculine Citizenship: So Much
Honest Poverty in Britain, 1870-1930. New York, NY: Palgrave Macmillan.

Lewis, N. A., Jr., & Oyserman, D. (in press). Using identity-based motivation to reduce
health disparities. Behavioral Science and Policy.

Lewis, N. A., Jr., & Sekaquaptewa, D. (2016). Beyond test performance: a broader view of
stereotype threat. Current Opinion in Psychology, 11, 40-43.

Link, B. G., & Phelan, J. C. (2001). Conceptualizing stigma. Annual Review of Sociology, 27,
363-385.

Loeb, S., & Bassok, D. (2008). Early childhood and the achievement gap. In H. F. Ladd & E.
B. Fiske (Eds.), Handbook of Research on Education Finance and Policy (pp. 517-
534)"New York, NY: Routledge.

Loeb, S., Bridges, M., Bassok, D., Fuller, B., & Rumberger, R. W. (2007). How much is too
much?fhe influence of preschool centers on children’s social and cognitive
develepment. Economics of Education Review, 26(1), 52-66.

Loke, V., & Sacco, P. (2011). Changes in parental assets and children’s educational

outcomes. Journal of Social Policy, 40(2), 351-368.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 50

Loke, V., & Sherraden, M. (2009). Building assets from birth: A global comparison of child
development account policies. International Journal of Social Welfare, 18(2), 119-
129.

Loury, G. (2974).-Asdynamic theory of racial income differences. In P. A. Wallace & A.
LaMond (Eds). Women, Minorities, and Employment Discrimination, (pp. 86-153).
Lexingten, MA: Lexington Books.

Magee, J. C., & Smith, P. K. (2013). The social distance theory of power. Personality and
Social Psychology Review, 17(2), 158-186.

Major, B., & O’Brien, L. T. (2005). The social psychology of stigma. Annual Review of
Psychology, 56, 393-421.

Marshall, Hs&diobu, R. (1975). Residential segregation in United States cities: A causal
analysis. Social Forces, 53(3), 449-460.

Maxwell, L. A.(2014). U.S. School Enrollment Hits Majority-Minority Milestone. Education
Week, Retrieved from:
http://www.edweek.org/ew/articles/2014/08/20/01demographics.h34.html

Miller, E.B., Farkas, G., & Duncan, G. J. (2016). Does Head Start differentially benefit
childrenwith risks target by the program’s service model? Early Childhood Research
Quarterly, 34, 1-12.

Mills, M.,'& Blossfeld, H. P. (2006). Globalization, uncertainty and the early life course. In
H7P™Blessfeld, M. E. Klijzing, Mills, M., & K. Kurz (Eds.) Globalization,
Uncertainty And Youth In Society: The Losers In A Globalizing World (pp. 1-23).
New Yark, NY: Routledge.

Mortimer, 3f¥.;,Zhang, F.L., Hussemann, J., & Wu, C-Y. (2014). Parental economic hardship
and children’s achievement orientations. Longitudinal and Life Course Studies 5, 105-

128. http://dx.doi.org/10.14301/llcs.v5i2.271.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 51

Nadworny, E. (2015). The Truth Behind Your State's High School Graduation Rate
http://www.npr.org/sections/ed/2015/06/04 /412093161 /the-truth-behind-
your-states-high-school-grad-rate.

National Asseeiation:for College Admission Counseling (2016). For-Profit Colleges.
Retrieved from: http://www.nacacnet.org/issues-action/LegislativeNews/Pages/For-
Profit-Calleges.aspx

National Center for Educational Statistics, Fast Facts, Educational Attainment (2106).

https#/nces.ed.qov/fastfacts/display.asp?id=27

National Center for Educational Statistics, Common Core of Data, Public high school 4-year
adjusted cohort graduation rate (ACGR) for the United States, the 50 states and the
Distrietsof:Columbia: School years 2010-11 to 2012-13
http://nces.ed.gov/ccd/tabless ACGR_2010-11_to _2012-13.asp

National.Science fFoundation. (2009). Women, minorities, and persons with disabilities in
sciencesand engineering. Arlington, VA: National Science Foundation.

Ogbu, J. U. (2004). Collective identity and the burden of “acting white” in Black history,
community, and education. The Urban Review, 36(1), 1-35.

O’Hara, R€E., Gibbons, F. X., Weng, C. Y., Gerrard, M., & Simons, R. L. (2012). Perceived
racial discrimination as a barrier to college enrollment for African Americans.
Personality and Social Psychology Bulletin, 38(1), 77-89.

Orfield,"G.,"& Lee, C. (2005). New faces, old patterns? segregation in the multiracial south.
Civil Rights Project at Harvard University (The).

Orfield, G., Lesén, D., Wald, J., & Swanson, C. B. (2004). Losing our future: How minority
youthsare being left behind by the graduation crisis. eScholarship:

http://escholarship.org/uc/item/4x44w1gh

This article is protected by copyright. All rights reserved.


https://nces.ed.gov/fastfacts/display.asp?id=27

SEEING THE DESTINATION AND THE PATH 52

Oyserman, D. (2007). Social identity and self-regulation. In A. Kruglanski & T. Higgins
(Eds.), Handbook of Social Psychology (2™ ed., pp. 432-453). New York, NY:
Guilford Press.

Oysermany Ds(2008). Racial-ethnic self-schemas: Multidimensional identity-based
mativation. Journal of Research in Personality, 42(5), 1186-1198.

Oyserman,4D. (2009a). Identity-based motivation: Implications for action-readiness,
procedural-readiness, and consumer behavior. Journal of Consumer Psychology, 19,
250-260.

Oyserman, D. (2009b). Identity-based motivation and consumer behavior. Journal of
Consumer Psychology, 19, 276-279.

Oyserman; Da(2013). Not just any path: Implications of identity-based motivation for
disparitiesiin school outcomes. Economics of Education Review, 33, 179-190.

Oyserman,.D. (2015a). Pathways to success through identity-based motivation. New York,
NY: Oxford University Press.

Oyserman, D. (2015b). Identity-based motivation. Emerging Trends in the Social and
Behavioral Sciences: An Interdisciplinary, Searchable, and Linkable Resource.

OysermangD. (2017). Culture three ways: culture and subcultures within countries. Annual
Review of Psychology 68, 15.1-15.29.

Oyserman; D. (in press). What does a priming perspective reveal about culture: Culture as
Situated"Cognition. Current Opinion in Psychology, Special Issue on Social Priming

Oyserman, D., Brickman, D., & Rhodes, M. (2007). School success, possible selves, and
parent.sehool involvement. Family Relations, 56(5), 479-489.

Oyserman, Ds, Bybee, D., & Terry, K. (2003). Gendered racial identity and involvement with

school. Self and Identity, 2(4), 307-324.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 53

Oyserman, D., Bybee, D., & Terry, K. (2006). Possible selves and academic outcomes: How
and when possible selves impel action. Journal of Personality and Social Psychology,
91, 188-204.

Oyserman D& Destin, M. (2010). Identity-based motivation: Implications for intervention.
The Counseling Psychologist, 38(7). 1001-1043.

Oyserman,D., Destin, M., & Novin, S. (2015). The context-sensitive future self: possible
selves'motivate in context, not otherwise. Self and Identity, 14(2), 173-188.

Oyserman, D., Elmore, K., & Smith, G. (2012). Self, self- concept and identity. In M. Leary
& J. Tangney (Eds). Handbook of Self and Identity, 2nd Edition (pp. 69-104). New
York, NY: Guilford Press

Oyserman P& Fisher, O. (in press). Social stigma and health: An identity-based
motivation perspective. In B. Major, J. F. Dovidio, & B. G. Link (Eds.) The Oxford
Handbook, of Discrimination, Stigma and Health, New York, NY: Oxford University
Press,

Oyserman, D., Gant, L., & Ager, J. (1995). A socially contextualized model of African
American identity: Possible selves and school persistence. Journal of Personality and
Sogial Psychology, 69(6), 1216-1232.

Oyserman, D.;"& Harrison, K. (1998). Implications of cultural context: African American
identity and possible selves. In Swim, J., & C. Stangor (Eds.). Prejudice: The Target’s
Perspective (pp. 281-300). San Diego, CA: Academic Press.

Oyserman, D., Harrison, K., & Bybee, D. (2001). Can racial identity be promotive of
academic’efficacy?. International Journal of Behavioral Development, 25(4), 379-

385!

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 54

Oyserman, D., Johnson, E., & James, L. (2011). Seeing the destination but Not the path:
Effects of socioeconomic disadvantage on school-focused possible self content and
linked.behavioral strategies. Self and Identity, 10(4), 474-492.

Oyserman, D Kemmelmeier, M., Fryberg, S., Brosh, H., & Hart-Johnson, T. (2003). Racial-
ethnic self-schemas. Social Psychology Quarterly, 66, 333-347.

Oyserman,D., Novin, S., Smith, G. C., ElImore, K., & Nurra, C. (2016). From difficulty to
importance: Interpretation of experienced difficulty matters for identity, motivation
and performance. Manuscript Under Review.

Oyserman, D., Smith, G. C., & Elmore, K. (2014). Identity-based motivation: Implications
for health and health disparities. Journal of Social Issues, 70(2), 206-225.

Oyserman; Raglerry, K., & Bybee, D. (2002). A possible selves intervention to enhance
school involvement. Journal of Adolescence, 25, 313-326.

Oyserman,.D.,.& Yoon, K. 1. (2009). Neighborhood effects on racial-ethnic identity: The
undermining role of segregation. Race and Social Problems, 1(2), 67-76.

Pals, H. & Kaplan, H. B. (2013), Cumulative and relative disadvantage as long-term
determinants of negative self-feelings. Sociological Inquiry, 83, 130-153.

Public Poliey Institute of California. (2003). Wage Gaps Between Racial and Ethnic Groups
Are Not Diminishing.

Pescosolide, B., & Martin, J. K. (2015). The stigma complex. Annual Review of Sociology,
41, 87-116.

Quadagno, J. (1994). The Color of Welfare: How Racism Undermined the War on Poverty.
New Yark, NY: Oxford University Press.

Quinlan, C¥2015). For Profit Colleges, Students of Color and The Debt Crisis No One

Really Talks About. Retrieved from: https://thinkprogress.org/for-profit-colleges-

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 55
students-of-color-and-the-debt-crisis-no-one-really-talks-about-
48742c0elfa#.pwqi97z6r

Quinn, D. M.,.& Cooc, N. (2015). Science achievement gaps by gender and race/ethnicity in
elementary.and middle school: trends and predictors. Educational Researcher, 44(6):
336-346. doi: 10.3102/0013189X15598539

Reardon, SgfF., & Robinson, J. P. (2008). Patterns and trends in racial/ethnic and
socioeeonomic academic achievement gaps. In H. A. Ladd, & M. E. Goertz (Eds.),
Handbook of Research in Education Finance and Policy, pp 497-516. New York,
NY: Lawrence Erlbaum.

Regner, L., Huguet, P., & Monteil, J. M. (2002). Effects of socioeconomic status (SES)
informatien on cognitive ability inferences: When low-SES students make use of a
self-threatening stereotype. Social Psychology of Education, 5, 253-2609.

Richardson, B..L., Macon, T. A., Mustafaa, F. N., Bogan, E. D., Cole-Lewis, Y., & Chavous,
T. M. (2015). Associations of racial discrimination and parental discrimination coping
messages with African American adolescent racial identity. Journal of Youth and
Adolescence, 44(6), 1301-1317.

Roberts, D¢F. (2000). Media and youth: Access, exposure, and privatization. Journal of
Adolescent Health, 27(2), 8-14.

Roderick, M. (2003). What’s happening to the boys? Early high school experiences and
sehooleutcomes among African American male adolescents in Chicago. Urban
Education, 38(5), 538-607.

Rose, J., & Baird, J. A. (2013). Aspirations and an austerity state: young people’s hopes and
goalsifor the future. London Review of Education, 11(2), 157-173.

Sampson, R. J., Morenoff, J.D., & Gannon-Rowley, T. (2002). Assessing neighborhood

effects.” Annual Review of Sociology 28(1), 443-478.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 56

Sedikides, C., & Brewer, M. B. (Eds.). (2015). Individual Self, Relational Self, Collective
self. New York, NY: Psychology Press.

Serra, M. J., & DeMarree, K. G. (2016). Unskilled and unaware in the classroom: College
students’(desired grades predict their biased grade predictions. Memory & Cognition,
44,1127-1137.

Shah, A. Kg Mullainathan, S., & Shafir, E. (2012). Some consequences of having too
little:"Setence, 338(6107), 682-685.

Shernoff, D, J., & Schmidt, J. A. (2008). Further evidence of an engagement-achievement
paradox among US high school students. Journal of Youth and Adolescence, 37(5),
564-580.

Smith, G. Cydames, L. E., Varnum, M. E., & Oyserman, D. (2014). Give up or get going?
Productive uncertainty in uncertain times. Self and Identity,13(6), 681-700.

Smith, G..C.,.& Oyserman, D. (2015). Just not worth my time? Experienced difficulty and
time investment. Social Cognition, 33(2), 85-103

Snyder, M., Tanke, E. D., & Berscheid, E. (1977). Social perception and interpersonal
behavior: On the self-fulfilling nature of social stereotypes. Journal of Personality
andrSoctal Psychology, 35(9), 656-666.

Staff, J., Johnson, M.K., Patrick, M., & Schulenberg, J. 2014. When teenage work disappears.
Longitudinal and Life Course Studies 5, 173-188.
hittp://dx-doi.org/10.14301/llcs.v5i2.275.

Steele, C. M. (2010). Whistling Vivaldi: How stereotypes affect us and what we can do
(issuessof‘our time). W. W. Norton & Co.

Taylor, A.;"& Appel, H. (2014, September). Subprime Students: How For-Profit Universities

Make a Killing By Exploiting College Dreams. Retrieved from:

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 57
http://www.motherjones.com/politics/2014/09/for-profit-university-subprime-student-
poor-minority

The Leadership. Conference (2008). Discrimination in Education: 2008 Concluding
Observations;of the Committee. Retrieved from:
http://www.civilrights.org/publications/reports/cerd-report-falling-further-
behind/discrimination-in-education.html?referrer=https://www.google.com/

Travernise, S™(2012, May 17). Whites account for under half of the births in the U. S. The
New York Times. Retrieved from https://www.nytimes.com/2012/05/17/us/whites-
account-for-under-half-of-births-in-us.html

Twenge, J. M., & Crocker, J. (2002). Race and self-esteem: Meta-analyses comparing
WhitespBlacks, Hispanics, Asians, and American Indians and Comment On Gray-
Little andiHafdahl (2000). Psychological Bulletin, 128(3), 371-408.

United Nations.Development Program (2011). Sharing Innovative Experiences: Successful
Social Protection Floor Experience. Volume 18. United Nations Development
Program (UNDP): USA, New York.

U.S. Department of Education, National Center for Education Statistics. (2012). The
Condition,of Education 2012 (NCES 2012-045), Indicator 47.

U.S. Department of Health and Human Services, Administration for Children and Families.
(2010a). Head Start Impact Study. Final report. Washington, DC: Author.

U.S. Department of Health and Human Services, Administration for Children and Families.
(2010Db). Head Start Impact Study. Technical report. Washington, DC: Author.

Vera, E. M., &Reese, L. E. (2000). Preventive interventions with school-age youth. In
Brown,.S. D., & R. W. Lent. (Eds.). Handbook of Counseling Psychology, 3™ Edition.

Hoboken, NJ: Wiley. pp. 411-434.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 58

Violato, M., Petrou, S., Gray, R., & Redshaw, M. (2011). Family income and child cognitive
and behavioral development in the United Kingdom: does money matter? Health
Economics, 20(10), 1201-1225.

Vuolo, M., Mortimer, J. T., & Staff, J. (2014). Adolescent Precursors of Pathways from
School to Work. Journal of Research on Adolescence: The Official Journal of the
Society for Research on Adolescence, 24(1), 145-162.
http://doi.org/10.1111/jora.12038

Walsh, M., Galassi, J., Murphy, J., Park-Taylor, J. A. (2002). A conceptual framework for
counseling psychologists in schools. Counseling Psychologist, 30, 682-704.

Weinger, S. (2000). Economic status: Middle class and poor children’s views. Children &
Society, 14, 135-146.

White House Facts and Figures (2016). Key Facts and Figures on Asian Americans and

Pacific Islanders. https://www.whitehouse.gov/administration/eop/aapi/data/facts-and-

figures

Wigfield, A., & Eccles, J. S. (2000). Expectancy-value theory of achievement motivation.
Contemporary Educational Psychology, 25(1), 68-81.

Wigfield, A., Tonks, S., & Eccles, J. S. (2004). Expectancy value theory in cross-cultural
perspective. Big theories revisited Vol 4: Research on Sociocultural Influences on
Motivation and Learning, 4, 165-198.

Williams, D. R., & Collins, C. (2001). Racial residential segregation: a fundamental cause of
racial disparities in health. Public Health Reports, 116(5), 404-416.

Wilson, J. (2012). The Truly Disadvantaged. Chicago, IL: University of Chicago Press.

Winters, J. V. (2015). The production and stock of college graduates for US states. Upjohn

Institute, Working Paper, 15-246, 2015. Available at

This article is protected by copyright. All rights reserved.


https://www.whitehouse.gov/administration/eop/aapi/data/facts-and-figures
https://www.whitehouse.gov/administration/eop/aapi/data/facts-and-figures

SEEING THE DESTINATION AND THE PATH 59
SSRN: http://ssrn.com/abstract=2701280 or
http://dx.doi.org/10.2139/ssrn.2701280

Yan, V. X., & Oyserman, D. (2016, January). Am | that kind of learner? Priming
interpretations of experienced difficulty for desirably difficult learning. Self-
Regulation Preconference to the 17" Annual Convention of the Society for
Personality and Social Psychology, San Diego, CA.

Yip, T., & Cross Jr., W. E. (2004). A daily diary study of mental health and community
involvement outcomes for three Chinese American social identities. Cultural

Diversity and Ethnic Minority Psychology, 10(4), 394-408.

This article is protected by copyright. All rights reserved.



SEEING THE DESTINATION AND THE PATH 60

Daphna Oyserman is Dean’s Professor of Psychology, Education
and Communication and co-founder of the Dornsife Mind and Society
Centeratthe"University of Southern California
(http://dornsife.usc.edu/daphna-oyserman). NIH, the W.T. Grant
Foundation;the: Templeton Foundation, and the Department of
Education have funded her work. She examines how small changes in
context'can'shift mindsets and so the perceived meaning of behaviors
and situations with downstream effects on judgment and behavior in
everyday, situations including academics and health. She translates
these insights into intervention based on identity-based motivation
theory andseulture-as-situated-cognition theory. Currently she studies
how mindsets influence people’s sense of when the future starts,
which strategies for action feel like identity-congruent “me” things to
do and what-experienced difficulty implies, as well as the effect of
expectation-gbservation mismatches on thinking and experience of
meaninguinlife.

Neil Lewisydr is a PhD Candidate in Social Psychology at the
University of Michigan and a LIFE Fellow at the International Max
Planck Research School on the Life Course at the Max Planck
Institute!for Human Development. His research examines how the
interplay.between social contexts and social identities shape
motivation and goal pursuit processes, and he uses this framework to
understanessacial disparities, particularly disparities in education and
health.outcomes. Neil earned his B.A. in Economics and Psychology
at Cornelldniversity and his M.S. in Social Psychology at the
University=ef'Michigan.

This article is protected by copyright. All rights reserved.



