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ABSTRACT 

In the last two decades the demographic composition of the United States has witnessed 

extraordinary changes in the numbers of ethnic minorities, and no where is this more 

evident than in our nation’s public school system.  Due to this proliferation of changes in 

the demographics of our country, serious issues and concerns have been raised with 

regard to the mental health and academic achievement of school-age children from 

diverse ethnic backgrounds. The major purpose of the study was to examine the 

implications of the relationship of psychological well-being variables (life satisfaction, 

self-esteem and ethnic identity), mental health depression, and Intergroup interactional 

competence and academic achievement of school- age adolescents. In group assemblies 

of varying sizes, seven measures were explained to students to fill out either in school or 

at home and return to be collected.   These measures have been previously utilized and 

have been found to have adequate reliability and validity (Crumly & Hyers, 2004).  The 

reliability of all the measures was also assessed in this study and was found to have 

moderate to high range.  The study utilized a total sample of 119 African American 

adolescents from low social economic status ranging in grades from ten through twelve. 

The findings indicated significant intercorrelations among some selected psychological 

variables and objective and self-reported measures of achievement.  Gender differences 

were noted in the predictability of achievement of reading.  The perceived caring, inter-

group anxiety, and psychological sense of membership measures were found to be the 

best predictors of academic achievement.  Implications of the study as well as 

recommendations for future research in this area are discussed. 
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CHAPTER ONE 

INTRODUCTION 

The demographic composition of the United States has become dramatically 

diversified during the last two decades.  According to the U.S. Census Bureau (2000) 

statistics on increase in population by race from April of 1980-1999, the members of 

African Americans in the United States have increased from 26,683 to 34,862 with 

projections for 2000-2005 and beyond being about 37,619.  From 2000 to 2005 the 

African American community is likely to comprise 12.8 to 13.1 % of the Untied States 

population.  Similarly, there has been a significant increase in the number of minority 

populations in the United States during the past two decades.  

The Center for Public Education (2008) for example states that the face of our 

nation is changing, and nowhere is the change more evident than in public school 

classrooms.  Compared to the last century, we are increasingly aged and white on one 

hand and young and multihued on the other.  Such rapid changes in demographics pose a 

number of challenges, particularly for our school system.  An accelerated emergence of 

minority cultures in schools has given rise to many issues and challenges such as an 

enhanced need for diversity in public schools such as an increase of bilingual teachers, 

high-quality pre-school programs, gaps in such areas as dropout rates, test scores, high 

school completion rates, college entrance rates, and the need to address issues of equity in 

resources among schools for African American students.  Nowhere is this more important 

than with the academic achievement of this student population.  Today African American 

students comprise 16% of the K-12 population.  Furthermore, the black student 
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population is projected to grow from 35.8 million to 61.4 million, an increase of 26 

million or 76%.  The black share of the population is anticipated to increase from 13 % to 

15 % of the United States population by 2050.  The largest places in total population and 

in African American population since the year 2000 have primarily been in metropolitan 

cities like New York, City, Los Angeles, Chicago, Houston, Philadelphia, Phoenix, San 

Diego, San Antonio, Detroit, Baltimore, Memphis, Washington, DC, & New Orleans.  

The states with the highest Percentages of African Americans are Indiana, Detroit, 

Michigan, Alabama, Mississippi, Louisiana, Maryland, Tennessee, Georgia, Washington, 

DC, and Virginia (U.S. Census Bureau, 2001).   

Although along with the growing population of children from minority cultures 

the high school graduation rates have also risen, the gaps still persist in high school 

graduation rates for black and Hispanic minorities and are still significantly lower 

compared to their non-Hispanic Anglo counterparts.  The lower graduation rates of 

minority and low-income students are symptomatic of a long-standing problem within the 

U. S public schools system and according to the (U.S. Census Bureau, 2001)  this issue is 

particularly  relevant to African American and Hispanic students.  Demographically, it is 

evident that the African American population continues to grow however, the educational 

achievement of this group, in particular, continuously lags behind the rest of the nation.  

Many scholars attribute the academic struggles of African American youth to a racially 

stratified society, and a U.S. public school one world view philosophy of education that 

prevails in the school system and manifested in society at large (e.g., Bell, 1994, Steel, 

1992, Goodenow, 1993, & Booker, 2006).         
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Psychological issues in research indicate that there are more than 400 studies that 

have addressed some aspect of ethnic identity with African American adults and children 

(Helms, 1989; Parham, 1989; Parham & Helms, 1985; Smith, 1989; Spencer & 

Markstrom-Adams, 1990).  Smith (1989) similarly states that there is now a great 

emersion in ethnic diversity research that has spawned the launching of a proliferation of 

studies related to ethnic identity and ethnic group relations.  Within the academic 

achievement domain, it is asserted that research of this nature has been done mostly with 

middle school age and college age African American adolescents (e.g., Phinney, 1990, 

1997; Booker, 2006).   

As noted by (Fisher, Jackson, & Villaruel, 1998; Steinberg & Morris, 2000) 

research on the normative psychological development of African American and other 

ethnic minority adolescents is very limited in the empirical literature, because the 

majority of studies have virtually ignored development within non-European, non-middle 

class children and families.  As described by Cooper and Denner (1998) this trend is 

likely to continue despite an exceedingly emerging need for studying the impact of 

culture on developmental processes.  In light of these realities it should be noted that 

current research however, in this proposed area with the African American high-school 

adolescent age group is limited and has not been fully explored (Booker, 2006).  All 

considered, (Frable, 1997) has proposed that it is important that current research is 

conducted on ethnic identification issues with emphasis on the importance of considering 

multidimensional and changing factors that affect ethnic identity development.     
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Regarding issues facing the African American student according to many 

researchers in the field, Black students are more likely than White students to encounter 

barriers on various levels that would interfere with a healthy ethnic identity development 

(Booker, 2006; Bybee, Lewis, & Sullivan, 2006; Helms, 1989; Parham 1989; Smith 1989; 

Rollins & Valdez 2006; Spencer & Markstrom-Adams, 1990; Thomson & Zand, 2005).  

Various researchers in the field suggest that for African American adolescent these issues 

can bring about negative educational changes like anxiety about school performance, 

self-esteem issues in academic achievement, assessing individual ability through the basis 

of social comparison, confusion about the causes of one’s academic outcomes, and even a 

decline in intrinsic motivation (Goodenow, 1993; Steele, 1992; Zimmerman, Ramirez, 

Valles, Zapert, & Maton, 2000).     

Moreover, these issues and experiences not only involve coping with general 

adolescent related stressors, but also having to negotiate the challenges of a racially 

hostile environment where their strengths, abilities, and culture are often ignored and 

ultimately exacerbate negative psychological and behavioral outcomes (Bybee et al. 

2006).  Given the above stated, there is a growing body of empirical research that 

expresses the importance and the need of conducting research of this nature on ethnic 

identity and its influence on the psychological well-being, personal adjustment, social 

adjustment, and academic achievement in school children and high school youth, 

particularly from diverse and ethnic backgrounds (Booker, 2006; Crumly & Hyers, 2004; 

Phinney, 1990, 1995, 1997; Rodriquez, Jones, Pang, & Park 2004; Thomson & Zand 

2005).  
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From the perspective of the (U.S. Census Bureau, 2001) there are negative and 

positive factors that are imbedded within the fabric of the United States educational 

system that have had a significant impact on the ethnic identity and academic 

achievement among African American adolescent and other minority groups.  Among the 

negative factors are long standing concerns of the United States educational system, and 

consequentially, its world-view philosophy of education which has been antithetic to the 

culture and learning styles of the African American student population (Bell, 1994).  This 

has manifested itself in different forms including a biased Eurocentric curriculum, 

culturally insensitive teachers coupled with low teacher expectations, and an 

unwelcoming school environment (Bell, 1994; Gay, 1993; Goddenow, 1993).    

In addition the literature also states that this worldview philosophy on education 

has given birth to other negative educational factors described various research 

paradigms as a lack of cultural sensitivity in school culture, the process of acculturation, 

each leading to what the literature describes as a posture of academic disidentification 

among African American students as a coping mechanism for the preservation of their 

ethnic identity and their self-esteem (Coleman, 1995; Ladson & Billings, 1994; Steele, 

1992).  As explicated by (Anderson, 1980; Gay, 1993), cultural differences have been 

difficult for educators from the majority culture to handle and accept because of their 

own cultural biases when teaching ethnic minority children and adolescents.  Furthermore, 

majority groups tend to reject or devalue any cultural style that is not congruent with their 

own.  As stated earlier by the (U.S. Census Bureau, 2001) this issue is symptomatic of a 
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long standing problems imbedded within the U. S. educational system with ethnic 

minorities. 

According to Berry and Kim (1998) these educational issues have had negative 

consequences on ethnic minorities leading to depression, anxiety, and other 

psychosomatic problems in the acculturating process.   One of the assertions of this study 

however, is to show through research that this is not necessarily true with African 

American students relative to their ethnic identity, self-esteem and academic achievement 

in the school environment.  On the other hand research has shown among other minority 

cultural groups in academic achievement that their mental health is often affected due to 

the stresses inherent in the ethnic identity and acculturating process (Berry, 1997; Berry 

& Sam, 1997).   

 As explained by The Surgeon General (U.S. Department of Mental Health and 

Human Services [DHHS], 1999), the mental health resilience with the African American 

student stems from the African American culture where African Americans are cradled 

within a collective identity and perceive themselves as having a significant sphere of 

collectively defined interests.  As a result many psychological and social frameworks 

have been catalytic in enabling African Americans to overcome adversity, and sustain a 

high degree of mental health.  Given this perspective, research shows with the African 

American student that there is no direct relationship between how mental health issues, 

shape their self-esteem, academic achievement and ethnic identity.   

Interestingly, research does show however, that there is a strong correlation 

between African American student identity and self-esteem with other non-academic 
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factors (e.g., African American community, sports, religious, etc) that serve as coping 

mechanisms to insulate their ethnic identity and self-esteem when not experiencing high 

academic achievement (Bachman & O’Mally, 1986; Steele, 1992).   Thus, one research 

question that may arise would ask, how does the relationship of self-esteem, life 

satisfaction, and depression psychologically impact African American high school 

adolescent ethnic identity in view of these negative racial biases on their academic 

achievement?    

This study does propose however, that there are other factors in the U.S. 

educational system that can be positive issues instrumental in shaping African American 

student identity and self-esteem.  Researchers in this area have cited a three factors that 

surface from the practices of the classroom teacher that serve as positive mediums for 

shaping ethnic identity and self-esteem among ethnic minorities that are culturally 

sensitive teaching practices, perceived teacher caring by students, and a teacher created 

atmosphere of school belonging and connectedness (Booker, 2006; Goodenow & Grady 

1993; McCroskey, 1996; Rodriguez et al. 2004).   

Sadowski (2003) states in order for African American students to thrive in the 

education environment they must have a positive African American identity.  The 

educational system has become an essential partner in the survival of African American 

identity development as a center where adolescents spend much of their time.  Thus, 

another research question would arise asking how do these positive educational 

experiences impact the relationship between psychological well-being, life satisfaction, 

and academic achievement among African American adolescent ethnic identity?   
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Adolescence is emphasized to be a turning point in the personal and educational 

lives of young people.  For many students in the United States, it is the beginning of a 

number of positive changes in their lives that involve self-reflection, identity exploration, 

emergence of a more complete self concept, self-esteem, and the development of attitudes 

and styles of behavior in social domains (Bybee et al. 2006; Erickson, 1968; Rosenburg, 

1965).  These positive experiences can also result in new intellectual interests, more self-

regulated learning, commitment to education, and ultimately creating interests for 

vocational plans and life aspirations (Forunet, Wilson, & Wallander, 1998).  

Consequentially, these positive life-changing events can also have a significant affect on 

the psychological and behavioral well-being of adolescents (Bybee et al., 2006).  

Self-esteem is described by research to be a measure of psychological well-being 

and an indicator of psychological resilience among ethnic minority groups (Berry, & Kim, 

1998; Fernando, 1994, Hocoy, 1997; & Jahoda, 1958,) and considered to be consistently 

correlated with mental health as a whole (Pilay, du-Plessis, Vawda, & Pollock, 1994).  

However, research has shown that African American youth have been socialized to 

devalue the experiences of their own culture along with equally ignoring or devaluing the 

historical and contemporary significance of issues facing their own ethnic group, as a 

result, these experiences have had, and continue to have a profound affect on their 

psychological and behavioral well-being (Baldwin, Duncan, & Bell, 1987; Hudley, 1997; 

Lewis, 2001).   Thus, based upon these issues the question can be asked of whether there 

is a direct relationship between African American student identity, self-esteem and life 

satisfaction?     
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 Phinney (1996) stated that inter-group competence research on the social 

interactions between minority groups and Whites, as well as between distinct ethnic 

minority groups, have become an increasingly important topic of focus for social scientist. 

Research has also shown negative consequences among African American Students when 

they psychologically fail to adequately connect to their community or their school 

(Baldwin, Harris & Chambliss, 1997; Chapman & Mullis, 2000; Grant et al., 2000; Miller 

& McIntosh, 1999; Peterson et al., 1993; Stevenson, Reed, Bodison, & Bishop, 1997).  

The ramifications of this is behaviorally, they are at risk for doing poorly in school and 

often see no point in becoming involved in community or social change (Baldwing et al., 

1997; Centers & Weist, 1998; Fry & Schiraldi, 1992; Gardner & Talbert-Johnson, 2000; 

Green, 2000; Hemmings, 1996; Williams, Stiffman, & O’Neal, 1998).  Thus, the question 

would be asked is there a significant relationship between the intergroup competence, 

psychological well-being, life satisfaction, self-esteem, and academic achievement of the 

African American student and their ethnic identity? 

Purpose of the Present Study 

Considering the increasingly accelerated growth of minority cultures in our 

contemporary society, particularly in the Nation’s public schools this study proposes to 

examine the relationship between a set of selected identity measures such as self-concept, 

life satisfaction, psychological well-being and academic achievement of African 

American high school adolescents.  A need for research in this area has been amply 

documented in the literature by (Suzuki-Crumly & Hyers, 2004).   However, these 



19                                       

authors have emphasized a need for more studies and data on this topic that can be 

generalized across other cultural groups. 

 According to (Booker 2006; Sadowski 2003), the school environment is a primary 

setting that plays a significant role in the healthy identity development of children and 

youth.  Interestingly, the field has yielded little research that has conclusively examined 

the relationship of ethnic identity, psychological well-being, academic achievement, and 

intergroup competence of the African American school-age adolescent group.  Thus, a 

prevailing research question would be whether there is a positive relationship between 

measures of self-esteem and ethnic identity scores across each of these four areas among 

African American high school age adolescents in the school environment.   

Based upon previous research by Hyers and Crumly (2004) that has yielded 

scores that have shown that a positive relationship does exist among ethnic identity and 

self-esteem, and intergroup competence with minority groups in their sample, it is 

hypothesized that a significant positive relationship between these constructs can surface 

among the African American high school adolescent age group.   

It is proposed by some researchers that when students feel a sense of belonging or 

school connectedness, this would in turn yield academic success and a satisfaction with 

life (Booker, 2006; Goodenow, 1993; Jahoda 1958).  Other researchers have taken the 

position that having a high self-esteem is contingent upon successful academic 

achievement (Harter, Whitesell, & Jenkin, 1998; Wiest, Wong, & Kriel, 1998).  With the 

African American student learner it is hypothesized within some research circles that 

academic achievement success is not contingent upon having high self-esteem (e.g., 
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Steele, 1992).  One of the efforts of this study is to explore whether academic 

achievement is contingent upon self-esteem or visa-versa with African American high 

school age adolescents.   In summary, this study seeks to provide answers to the limited 

research on the African American high school adolescent age group as well as replicating 

the findings of whether a positive relationship truly exists with ethnic identity and 

measures of psychological well-being, academic achievement and cross-cultural 

competence of African American high school adolescents.  Ultimately, the goal of this 

study is to show that these findings can be generalizable to other ethnic minority 

populations.      

The primary purpose of this study is therefore, an attempt to examine the 

relationship among academic achievement, satisfaction with life, psychological well-

being, self-esteem, depression, perceived caring, and inter-ethnic interactional 

competence of the African American high school adolescents in grades 10 through 12.  

This was accomplished by selecting African American school age youth attending local 

high schools in Southern Arizona.  A set of selected measures such as Rosenburg Self-

Esteem Scale, Satisfaction with Life Scale, & Beck Depression Inventory were used as to 

measures of psychological well-being.  Academic achievement of sampled students was 

measured by the scores on the AIMS test in the areas of reading, writing, and 

mathematics.  The relationships among these variables were examined to determine the 

predictability of academic achievement.   
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CHAPTER TWO 

 LITERATURE REVIEW 

Among the African American community, racial identity has received 

considerable research attention during the last two decades (Jones, 1991; Sellers, et al., 

1997).  Smith (1989) argued that the idea of ethnic identity is so significant that it creates 

a bond and tremendous feelings of people-hood such that it causes individuals to often 

define themselves relative to their ethnic identity in a particular group.  She contends that 

this is psychologically important for people of color to have a healthy regard for one’s 

ethnic identity status.  Attention to ethnic identity particularly among African American 

students dates back to the early work of (Clark & Clark 1939, 1943, & 1947) who used 

black and white dolls to examine the extent to which African American children would 

identify themselves as ethnic beings, and how they felt about themselves and being 

African American.   

Among African American adolescent age group, research has shown that there are 

not sufficient conclusive research studies done with this age group in a society where it is 

projected by 2010 that people of color will constitute the majority of the United States 

population (D’Andrea & Daniels, 1991).  Given this finding it is important that studies 

are done in areas that encompass the relationship between ethnic identity and other 

human traits related to psychological development, social adjustment, and academic 

achievement particularly as it relates to the psychological well-being of the African 

American adolescent age group.   
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 Research literature indicates that ethnic identity has been empirically associated 

with self-esteem (Hughes & Demo, 1989; Phinney 1992).  According to Smith, Walker, 

Fields, Brookins, and Seay (1999) it is also associated with academic self-efficacy.  

Furthermore, as noted in the literature, while psychology has long considered concepts 

such as self-worth and self-efficacy as important predictors of adjustment, only recently 

has the field as a whole begun to recognize ethnic identity and cultural socialization as 

important factors in adolescent development (McMahon & Watts, 2002).   

African American or what? 

The term “ethnicity” stems from the Greek term ethnikos, meaning for (“a 

people” or “a nation”).  As described by Smith, Walker, Fields, Brookins and Seay (1999) 

it is used to refer to a social group of people whose defining characteristics may be used 

to refer to physiology, language, ancestry, culture and/or nationality.  Harris (1995) 

suggested that for African Americans the maintenance of one’s ethnic identity is a major 

challenge as society continually devalues Blacks.  Thus, the need is significant for 

African Americans to have their distinctive identity in order to distinguish themselves 

and to sustain a sense of positive self-identity and self-concept.   

Sanders Thompson and Akbar (2003) conducted a study on the “understanding of 

race and the construction of African American identity” using a sample of 319 African 

American adults.  They were interviewed to determine the impact of group identification 

and term preference on racial identity salience attitudes.  They considered terms like 

American, Multiracial, People of Color, African, Black, Black American, Black or 

African American, and African American.  The categories that were part of their analysis 



23                                       

of data involved two of the above ethnic identity terms.  The categories were “mean 

racial identity salience by preferred racial term” and “preferred racial term frequencies by 

racial categorization strategy”.  From the eight identified ethnic identity terms, the 

preferred term in both categories among males and females within the sample was 

African American.  According to the study this term is continuing to evolve as this 

community struggles with self-identification and the importance of race as a social 

identity.  The results of this study, states that the historical realities of African American 

existence and the efforts of individuals to cope and adjust have resulted in numerous 

possibilities for African American identity, many of which have not been fully explored 

(White & Burke, 1987).   

The experience and history of African Americans in this country as explained by 

the literature has been characterized as one of sustained oppression and discrimination 

(Hudson, 1994; Roberts, 1988).  This thinking continues to prevail among modern 

contemporaries as it is emphasized that ethnicity’s influence on psychological 

development also operates through ethnic social situations and psychological processes, 

such as stereotypes, experiences of ethnic discrimination, ethnic identity, and ethnic 

socialization (Wong, Eccles, & Sameroff, 2003).  

Historically speaking, the literature further suggests because slavery was initially 

justified on the basis of a need for cheap labor, a racist ideology was birthed which 

resulted in the subjugation of people of African descent (Roberts, 1988).  These 

ideologies caused individuals of African descent to be characterized as subhuman, 

irresponsible, lazy, stupid which ultimately caused them to be deprived of human rights, 



24                                       

including the right of self-determination.  The violent reality of slave status was ever 

present.  The slave new that any advancement whether primary or secondary was 

contingent upon the internalization of this ideology and thus, became a viable option for 

slaves who ultimately had to face the reality that self-labeling and acceptance of 

derogatory terminology was almost a certainty (Sanders Thompson & Akbar, 2003).   

Moreover, as explicated by Hudson (1994), the emancipation of slaves brought 

only a brief period of relative freedom before people of African decent were again 

relegated to a system of oppression enforced by deprivation of political and civil rights.  

Rights were denied by law through a system of social norms, and terror tactics that 

involved lynching.  These events spurned political and social reprisals on behalf of 

African Americans in the Civil rights movement directed toward political and social 

equality.  As depicted by (Robertson, 1988) there were only brief periods prior to the 

1960s that directed community efforts toward helping to develop African American self-

image and pride.  Conversely, these minimal efforts resulted in the inhibition of 

discussions on group identification and identity focused on positive culture and image for 

people of African decent. 

Researchers in the field have now recognized because of the above historical 

events that African American identity has been incomplete (Cross et al., 1999; Hilliard, 

1985; Ponterotto, 1989; Smith, 1989).  In compliance other researchers state that we have 

not fully addressed the complexity, multidimensionality, or factors affecting 

identification.  Most efforts to address the inadequacies in the literature have focused on 

studying a broader range of phenomena related to racial identity (Asante, 1980; Baldwin 
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& Bell, 1985; Sellers, Rowely, Chavous, Shelton & Smith, 1998).  These efforts have 

involved Africentric aspects of African American racial identity (Asante, 1980; Baldwin 

& Bell, 1985), and Multidimensional components of the construct (Cross Strauss & 

Fhaghan-Smith, 1999; Sellers et al, 1998; Thompson Sanders, 1995, 1999).  

Ethnic Identity 

 Melucci (1996) says identity formation is the “process involving constant 

negotiation among different parts of the self, among different times of the self, and 

among different settings or systems to which each of us belong”.  According to Tatum 

(1997) the process of identity formation involves asking the questions, “Who am I at 

present?”   “Who was I in the past?” and “Who will I be in the Future?”  According to 

Peller (1990) an understanding of race involves examining “racial oppression in the 

social structure of prejudice and stereotype based upon skin color” (pp. 759-760).  The 

racial oppression within a social structure is stated to impact the identity development of 

African Americans, particularly the way they come to understand their ethnic identity 

development.  Ethnic identity involves the examination of a racial group’s shared cultural, 

social, political, and economic experiences (Cross, 1971; Helms, 1990; Sellers, Rowley 

Chavous, Shelton, & Smith, 1997).  In other words African American ethnic identity can 

be described as the attitudes and beliefs that an African has towards his or her belonging 

to the African American race, about the African American race (and community) 

collectively, and about other ethnic groups (DeCuir-Gunbyy, 2007).   

The Surgeon General (U.S. Department of Mental Health and Human Services 

[DHHS], 1999) has described the stress brought on by the psychological and social 
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frameworks of mainstream society as being instrumental in impacting African American 

culture and ethnic identity.  As a result, members of the African American community 

have been conditioned to develop a mental health resilience that enable them to 

psychologically thrive even though in many cases, these stresses are antithetic to their 

culture belief system and their ethnic identity. Thus, they have created coping 

mechanisms (e.g., church, community, family, leaders within the African American 

community etc.) that give them a collective identity, where they perceive themselves as 

having a significant sphere of collectively defined interests where they have 

psychologically been able to overcome adversity and sustain a high degree of mental 

health.   

As explained by some researchers in the field, these cultural influences have 

enabled the African American adolescent student to employ these coping mechanisms in 

academic environments that are often antithetic to their academic learning style to 

preserve their ethnic identity and self-esteem in order to sustain a high degree of mental 

health (Bell, 1994; Steele, 1992).  Similarly viewed, (Bybee et al. 2006) state that these 

issues and experiences not only involve coping with general adolescent related stressors, 

but also having to negotiate the challenges of a racially hostile environment where their 

strengths, abilities, and culture are often ignored and ultimately exacerbate negative 

psychological and behavioral outcomes.   In the midst of the above described experiences 

psychological factors like self-esteem and ethnic identity are described as significant for 

having a strong self-concept for the African American adolescent however, the school 

environment is not supported by research theory as strengthening these attributes in the 
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academic achievement of the African American student (Bachman & O’Mally, 1986; 

Steele, 1992). 

Many researchers say ethnic identity has probably been most extensively 

examined in relation to self-esteem (Phinney & Chavira, 1992; Phinney, Cantu, & Kurtz, 

1997; Wright, 1985).  Research has pointed out that self-esteem is one of the most 

important aspects of study in mental health research relative to the adolescent.  They have 

repeatedly used self-esteem as a gage for adolescent’s in psychological adjustment 

(Phinney, 1991), psychological well-being (Jahoda, 1958; Martinez & Dukes, 1997), 

positive mental health (Rosenburg, 1979), and (Kao, 1999 & Phinny, 1991) describes 

self-esteem as a commonly used index of psychological well-being for the adolescent 

experience. 

According to Akbar, Chambers, and Thompson (2001) there are a number of 

ways to operationally define identity particularly as it pertains specifically to ethnic 

identity.  Harris (1995) defined identity as a construct referring to an individual’s sense of 

uniqueness, of knowing who he/she is, and who he/she is not.  He further states that the 

development of a stable sense of identity is one of the central processes of childhood and 

adolescent development and maintaining one’s identity is an ongoing process throughout 

adulthood.   

Phinney (1992) described ethnic identity achievement as the extent to which 

people within an ethnic or racial group have developed a secure sense of themselves as 

members of that ethnic or racial group, along with an understanding and acceptance of 

their ethnicity or race.  Furthermore, during the process of ethnic identity formation the 
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individual is involved in understanding the meaning of their identity through exploration, 

this leads to a secure or more diffuse sense of one’s ethnic group membership.  

As defined by Rotheram and Phinney (1987, p. 13), it refers to “one’s sense of 

belonging to an ethnic group and part of one’s thinking, perceptions, feelings, and 

behavior that is due to group membership” and healthy pro-social attitudes within the 

context of multi-racial and ethnic minority adolescent groups (Romero & Roberts, 1998).  

The concept of ethnic identity itself is defined in many different ways across various 

disciplines, and in the present context it is used to refer to subgroups representing a 

micro-culture, within a larger context such as a nation representing a macro-culture, that 

share common elements like culture, religion, language, kinship and place of origin 

Hutchinson and Smith, (1996).  Banks (1989) suggested the importance of distinguishing 

and recognizing the significance of various micro-cultures as different from the macro-

culture (the larger core culture), because the “values, norm, and characteristics of the 

mainstream culture are frequently mediated by, as well as interpreted and expressed 

differently within various micro-cultures”.    

Phinney (1989) described the process of ethnic identity as a progression, where an 

individual moves from unexamined attitudinal changes during childhood defined by 

periods of exploration, to a secure achieved sense of ethnic identity at the end of 

adolescence.  This process can lead to a constructive effort aimed at affirming the value 

and legitimacy of one’s group (Brown, 2000; Tajfel & Turner, 1986) or lead to feelings 

of insecurity, confusion, or resentment over treatment of one’s group.   
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This point can best be understood in early research about racial identification in 

children on “doll preference” methodology (Clark & Clark, 1939, 1940).  Racial 

preference was assessed by the preference of either a black or white doll, and as a result 

racial dissonance was interpreted to represent “racial group,” self-hatred, and low self-

esteem because African American children demonstrated a preference for playing with 

White dolls, were interpreted as evidence that African American children hate themselves 

for being Black and wish that they were White.   

To further illustrate Clark & Clark’s work a subsequent socio-cultural study was 

done on children’s racial attitudes.  Cramer & Anderson (2003) found three studies of the 

racial attitudes of Black children living in a North American and non-North American 

predominately Black Society.  Gopaul-McNicol (1988) studied Black preschool children 

in Trinidad and New York and found that the majority of the children in both locations 

showed pro-White favoritism, both in racial preference and in self-identification.   

In a second study, Gopaul-McNicol (1995) interviewed Black children, ages three 

to five years, from four Caribbean countries, again finding pro-White favoritism.  Bagley 

and Young (1988) found that kindergarten children in rural Jamaica showed strong pro-

White favoritism, which increased with age.  Regrettably, it should also be noted in this 

study that according to (Booker 2006; Phinney, 1992) most work on ethnic identity 

development has mostly been done with elementary children, along with middle school 

and college age African American adolescents.   

  There are some researchers that have stated that many conceptual models have 

been used to understand the diverse influence on ethnic identity and psychological 
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development (e.g., Garcia et al., 1996; Graham 1992; McLoyd, 1991).  Others agree that 

the most common approaches have focused on ethnic group differences in psychological 

outcomes such as school achievement, academic motivation, mental health, and problem 

behaviors (Dillard & Perrein, 1980; Flemmings & Offord, 1991; Gibbs, 1990).     

Ethnic identity is identified by Cuellar, Nyberg, Maldonado, and Roberts (1997) 

as a complex construct in that it reflects various aspects of identification with an ethnic 

group, and in an ethnic group.  It is also described as considerable variations in the 

images that individuals construct and project regarding the characterization of their group 

(s) behaviors, beliefs, values, and norms together with their understanding of how these 

features are, (or are not) reflected in themselves (Ferdman & Horenczyk, 2001; 

Jasinskaja-Lahiti & Liebkind, 1999).  

For members of ethnic groups, ethnic identity has been shown to be a highly 

salient component of identity (Aries & Moorhead, 1989; Phinney & Alipuria, 1990).  

More broadly speaking, ethnic identity refers to an individual’s sense of self with regard 

to his/her membership in a particular ethnic group (Liebkind, 1992, 2001; Phinney, 1990).  

Although the term is sometime used according to (Rumbaut, 1994) to refer to one’s self-

label or group affiliation, ethnic identity is generally suggested in the literature as 

embracing various aspects such as self-identification, feelings of belongingness and 

commitment to a group, and having a sense of shared values with a group.     

From the perspective of Phinney, Horenczyk, Liebkind, and Vedder, (2001) the 

stages ethnic identity development are not necessarily inevitable, but rather are shaped by 

the socialization experiences in the family, the ethnic community, and the influences of 
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the larger macro-culture setting, and not all individuals reach the stage of ethnic identity 

achievement.  Phinney et al. (2001) also note that ethnic identity can be distinguished 

from one’s ascribed ethnicity, that is, how it is perceived by people from other ethnic 

groups, it changes in response to social psychological as well as contextual factors and 

that vary over time.      

Furthermore, ethnic identity has also been found in research to be positively 

associated with a variety of health-related outcomes among youth and adults (McMahon 

& Watts, 2002).   Yet, it is also recognized in this field of inquiry that this area of study 

continues to be in its infancy, and many theories of psychological development do not 

incorporate ethnic identity explicitly, and that most studies examining adjustment do not 

include an assessment of ethnic identity or interventions that include goals of enhancing 

ethnic identity (McMahon & Watts, 2002).  

Theoretical Implications 

 One of the proposed theories addressing ethnic identity is Erikson’s psychosocial 

theory (1968) which emphasizes the stages of child development.  Erikson pointed out 

that normal development must be understood in relation to each culture’s life situation. In 

the case of African Americans, in particularly school aged youth, according to Erikson’s 

theory the Identity versus Identity confusion stage suggests that the African American 

adolescent is asking two questions : (who am I ?); (what is my place in society?).  

 One of the first theoretical models of ethnic identity to be developed was Cross’ 

(1971) model on Black racial identity development.  The Cross’s Nigrescence model of 

racial identity development is the most widely used model of African American racial 
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identity (Cross, 1971, 1991).  According to this model, the African American experience 

involves an evolutionary process from having a self-view in which being Black is 

degraded to a self-view where they become secure with being black.  This model is 

comprised of five distinct stages through which Black individual’s progress.  They are the 

pre-encounter, encounter, immersion-emersion, internalization and internalization-

commitment stages.  

They are explained as follows:  (a) pre-encounter, in which attitudes fall along a  

continuum and range from race being an insignificant part of personal identity (race 

neutrality) to race being devalued by the individual to the point of self-hatred (race 

negative); (b) encounter, in which attitudes about race are directly or indirectly 

challenged by some personal or social event that provides a means for the individual to 

transform his or her existing conceptualizations of identity; (c) immersion/emersion, in 

which an individual’s previously held racial attitudes are discarded in an attempt to 

become more involved in his or her Black cultural heritage; (d) internalization, in which 

racial identity conflicts are resolved and, in turn, the individual internalizes a positive 

black identity; and (e) the fifth and final stage, internalization-commitment, involves a 

sustained interest in Black affairs and a long-term commitment to ethnic concerns.  The 

Cross model has since been modified to three stages: precounter, encounter, immersion-

emersion Cross and Vandiver, (2001). 

Based upon the ego-identity work of Erickson (1964, 1968; Marcia 1966, 1980 & 

Phinney 1989, 1993) empirical and conceptual work, it was proposed that the formation 

of ethnic identity is represented best as having three stages.  From Phinney’s perspective, 
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young people who had not examined their ethnic identity were referred to as unexamined 

(meaning they had not explored his or her ethnicity).  Adolescents in the second stage of 

formation of ethnic identity were called searchers.  For them, a turning point resulted in a 

marked beginning of a process of exploration that involved experimentation and inquiry.  

This search quite naturally took various paths that may in some cases lead to reading 

relevant books, taking certain courses in school, discussing ethnic issues, trying out 

different lifestyles, being more involved in the political process.  According to her theory 

individuals completing this search were said to be identity-achieved because they had 

reached a stage of clarity and understanding.  This is characterized by (“acceptance and 

internalization of ones ethnicity”) and the person is viewed as having a “high ethnic 

identity”. 

Ethnic Identity & Psychological Well-Being 

In life satisfaction research Seligman (2002) describes life satisfaction as an over- 

arching label that encompasses all of the positive emotions, appraisals, and expectations 

of interest to positive psychology.  Jahoda (1958) found that psychological well-being 

was congruently correlated to factors like happiness, contentment, and life satisfaction.  

Johoda (1958) and Huebner (1991) each a proponent of Subjective well-being (SWB) or 

psychological well-being research hypothesized that life satisfaction is strongly 

correlated to a well-balanced identity and psychological well-being.  

Myers and Diener (1995) described life satisfaction in association with positive 

psychological characteristics among adolescent youth such as (e.g., self-esteem, 

resiliency, hope, self-reliance, and pro-social behavior) and the absence of negative 
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characteristics such as (anxiety, loneliness, depression, school problems, and violence).   

Furthermore, these positive characteristics may act as a buffer against psychological 

disorders.  For example, SWB serves as a protective mechanism against depression 

(Lewinsohn, Redner, & Seeley, 1991) and suicide (Rebellon, Brown, & Keyes, 2000).    

Huebner (1991) found that a balance of intrapersonal and interpersonal factors 

like internal locus of control, high self-esteem, extraversion, and intrinsic motivation 

contribute to a sound psychological well-being.  Van Hoof and Raaijmakers (2002) found 

that adolescents having difficulties with identity formation was linked to having a low 

sense of subjective well-being.  Conversely, Diener (2000) explained the importance of 

having a SWB as an overall quality in the social and personal lives of individuals.  It is 

also reported  that the various benefits of life satisfaction indicate that individuals who 

are happy and satisfied with life are good problem solvers, show better work 

performance, have meaningful relationship with others, display virtues such as 

forgiveness and generosity, they tend to have a stronger resistance to stress, and 

experience better physical and mental health (Frisch, 2000; Veenhoven, 1989).   

Harter (1993) suggested that aside from the relationship ethnic identity has to self-

esteem, ethnic identity has also been found to be positively associated with a general 

psychological well-being however, negatively correlated with depression and 

hopelessness among the adolescent age group.  As noted by Yasui, Dorham, and Dishion 

(2004) the literature on ethnic identity supports the view that ethnic identity is associated 

with the psychological well-being of ethnic-minority adolescents. 
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  Research by Phinney et al. (2001) found that both social psychological and 

individual developmental factors are involved in ethnic identity development and a 

healthy psychological well-being.  Similarly viewed, Ford and Harris (1997) described 

ethnic identity as having a significant impact on one’s socio-emotional and psychological 

health because of the complex processes involved in identity development that increases 

with time as a function of color and physical features.  Developmental factors, also report 

that for African American adolescents, positive racial identity development has been 

associated with positive mental health and psychological well-being (Belgrave et al, 1994; 

Martinez & Dukes, 1997; Phinney, Lochner, & Murphy, 1990; Smith, Walker, Fields, 

Brookins, & Seay, 1999; Stevenson, 1998).   

Earlier research by Phinney (1991) similarly asserts that ethnic identity is crucial 

to the self-concept and the psychological functioning of individuals and according to 

Smith et al. (1999), African American adolescent positive racial identity development has 

been associated with positive mental health and psychological well-being.  An 

implication for this would be in accordance to Erikson’s psychosocial theory (1950) in 

his adolescent stage of Identity versus identity confusion where the adolescent tries to 

answer the question of who am I, and what is my place in society?  Thus, adolescence is 

the critical period for creating one’s own identity when young people begin to face the 

larger developmental issue of identity formation (Erikson, 1968).  Erikson also explained 

identity formation as a process during adolescence that is a critical developmental task 

that cannot be accomplished in isolation.   
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Aneshensel, Driscoll, and Yancey (2001) addressing Erikson’s point expresses 

that ethnicity distinguishes persons according to their membership in groups sharing a 

common social, cultural, and historical heritage.  Conversely, Helms (1990) explained 

that it has also been sufficiently argued that the denial of one’s ethnic heritage may lead 

to a negative self-concept.  However, Phinney (1993) postulated that an increase in ethnic 

identity is predicted to result in an increase of social-psychological well-being and 

because the formation of ethnic identity takes time, it is also predicted to increase with 

age.  

In agreement Negy et al. (2003) states that ethnic identity can change over time 

and varies depending on the individual and, it can be conceptualized on a continuum 

basis moving from low to high.  It is also suggested in developmental research that racial 

identity development represents an important individual characteristic and can be 

enhanced in an effort to promote psychological well-being among African American 

adolescents (Caldwell, Zimmerman, Bernat, Sellers, & Notaro , 2002). 

In support of the above positions Sellers, Rowley, Chavous, Shelton and Smith 

(1997) state that the developing a racial identity represents an essential domain in the 

identity-formation task for ethnic minority youth.  African American adolescent positive 

racial identity development is significant because it has been associated with positive 

mental health, and psychological well-being (Smith, Walker, Fields, Brookins & Seay 

1999).  
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Ethnic Identity and Self-Esteem 

As explicated by Phinney et al. (2001) there has been a substantial amount of 

research on ethnic identity and self-esteem and individual differences.  Self-esteem has 

been described in research to be the most salient aspect of Psychological well-being and 

considered another aspect of ethnic identity that is discussed frequently in the literature.  

Similarly viewed Negy, Shreve, and Jensen, (2003) state a strong ethnic identity is 

associated with higher levels of self-esteem, self-confidence, and a positive purpose in 

life.  

Huges and Demo (1989) in earlier research suggested that ethnic identity was 

empirically associated with self esteem.  Similarly stated, (Cross & Strauss, 1998; Hyers, 

2001) indicate that such a relationship has been demonstrated.  Subsequent research 

practices have continued to affirm that there is a positive correlation between ethnic 

identity and self-esteem that has been replicated in a number of studies on various 

populations, including middle school (Belgrave et al., 1994; Roberts et. al., 1999), high 

school (Booker, 2006; Phinney, 1989; Phinney, Cantu, & Kurtz, 1997; Phinney & Chivra, 

1992; Wright, 1985;), and College-age students (Phinney & Alpuria, 1990).   

These discussions continue to reinforce the long standing positions proposed by 

Helms (1990) and Cross (1991) that there exists a positive relationship between ethnic 

identity and self-esteem.  As indicated by Roberts, et al., (1999) people with a greater 

sense of ethnic identity tend to have higher self-esteem and better psychological 

outcomes.  While it is evident in the theoretical literature of the significance between the 

relationship of ethnic identity and self-esteem, it also emphasized that the empirical 
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research has yielded consistent but modest results in this context according to Negy et al. 

(2003).   

In the African American community as a primary point of emphasis, researchers 

have found that a higher ethnic identity was associated with a higher self-esteem or 

psychological functioning (Goddstein & Ponterotto, 1997).  Given some historical 

context of the African American culture in general, according to the Surgeon General 

(U.S. Department of Health and Human Services [DHHS], 1999) while the African 

American experience in the United States is frequently impacted with episodes of 

subjugation and displacement, it is also characterized by individual and collective 

strengths that have enabled African Americans to be resilient and do well under 

enormous odds.  They have developed many psychological coping strategies of which 

prayer is one in addition to other adaptive beliefs, traditions.   

According to Taylor and Chatters, (1991) the African American religious 

commitment was striking in that 85 percent of African Americans described themselves 

as either “fairly religious” or “very religious”,.  Another preferred coping strategy among 

African Americans for dealing with problems is not to shrink from them, but rather to 

confront them (Broman, 1996).   African Americans have also had to contend with 

stereotypical judgments about their behavior and have developed the ability to downplay 

these experiences by relying on the beliefs and behavior of other African Americans as a 

frame of reference (Crocker & Major, 1989).   

For example, the African American student education experience according to 

Steele’s (1992) academic dis-identification hypothesis depicts the stereotypes 
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encountered in the educational setting, that causes them to dis-identify with academics 

and focus on different outlets (e.g., sports figure, religious figure, successful community 

figure) in order to maintain a strong sense of self-esteem in spite of negative academic 

experiences.  For this reason, at least in part, it is suggested that most African Americans 

do not suffer from low self-esteem (Gray-Little & Hafdahl, 2000).   

The Surgeon General (U.S. Department of Mental Health and Human Services 

[DHHS], 1999) further notes that African Americans are cradled within a collective 

identity and perceive themselves as having a significant sphere of collectively defined 

interests.  Such psychological and social frameworks have acted as a catalyst enabling 

African Americans to overcome adversity, and sustain a high degree of mental health.  

Similar results were found in studies with various other ethnic groups (e.g., Whites, 

Native Americans, Hispanics, and Asians Martinez & Dukes, 1997).  It has long been 

argued among researchers that with monoracial groups a solid sense of ethnic identity 

may be especially important in the context of psychological functioning as a minority 

group member (Phinney, 1990).   

In summary, the individual developmental, racial socialization and life 

satisfaction factors according to research are very significant factors to consider, when 

trying to understand African American adolescent ethnic identity development, and its 

relationship to a strong psychological well-being.  In view of all these research 

perspectives past and present, this study seeks to show how they may have an impact on 

understanding the relationship between the ethnic identity and the psychological well-

being of the African American high school adolescent age group. 
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Self-Esteem and Academic Achievement 

Myers & Diener (1995) described life satisfaction in association with positive 

psychological characteristics among adolescent youth such as self-esteem.  Jahoda (1958) 

found that psychological well-being was congruently correlated to factors like life 

satisfaction.  Huebner (1991) found that a balance of intrapersonal and interpersonal 

factors like high self-esteem, contribute to a sound psychological well-being.  van Hoof & 

Raaijmakers (2002) found that adolescents having difficulties with identity formation was 

linked to having a low sense of subjective well-being.   

Steele (1992) asserted that conventional wisdom would suggest that there should 

be a significant relationship between academic performance and self-esteem.  In other 

words, the better the students perform academically, the higher the self-esteem.  As a 

validation to steel’s point, it is noted in a more contemporary study that self-esteem is a 

predictor of academic performance in minority and at-risk samples according to 

Baumeister, Campbell, Krueger, and Vohs (2003).  This prediction was based on 

previous studies done by Ortiz and Voloff (1987) using a limited sample of Hispanic 

students who were nominated for gifted education in grades 3 to 6 who found significant 

correlations between self-esteem and tests of IQ and school abilities, and Howerton, 

Enger, and Cobbs (1994), who studied a small sample (n = 42) of Black male students, 

and found that self-esteem predicted grades and school achievement.  However, the 

limitation to each of these studies was that in both cases, the sample was very small.    

  African American students have been depicted by many academic indicators 

(e.g., standardized test scores, grades, and attrition) as lagging behind European 
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American students thus, from Steel’s perspective, psychologists, counselors, and 

educators, might conclude that the personal self-esteem of African American students 

might be compromised further suggesting that lower academic performance should 

reflect a diminished self-esteem.  Interestingly, research trends have found that the 

contrary is the prevailing view in that this relationship has not been found with African 

American students.  Instead it shows that African American students are often reported to 

maintain high self-esteem in spite of poorer academic perfomance (Graham, 1997; vann 

Laar, 2000).   Other researchers like Goode and Watson (1992) have suggested that 

feelings of self-esteem and self-worth are necessary precursors for assisting students for 

academic success (Rosenburg, Schooler & Schoenbach, 1989).  

These findings from Steel’s research were validated by an earlier study done by 

Bachman and O’Mally (1977) who are considered the first researchers to conduct a 

thorough and sophisticated study of the impact of self-esteem on academic performance.  

Using a sample of more than 1600 hundred young men in a nationwide longitudinal study 

that tracked them from 1966, when they were in the 10th grade up through 1974.  Using a 

modified version of the Rosenberg (1965) self-esteem scale and a statistical test using    

(e, g., path analysis), they found that self-esteem correlated with school performance (e.g. 

white students), but that the path analysis statistical test did not point to any causal 

relationship for self-esteem on the other students (e.g. African American students).  

Instead they concluded that shared prior causes, including family background, ability, and 

early school grades predicted eventual levels of educational attainment, and self-esteem 

added little to the accuracy of prediction.   
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This study was validated by Maruyama, Rubin, and Kingsbury (1981) who  

measured self-esteem of minority students with grades and found in their study that self 

esteem and academic achievement are correlated but not directly related and (Bowles, 

1999) through a path analysis (a statistical technique for testing theories about complex 

chain of causes) found in their study with minority students that there was no direct 

causal path from self-esteem to achievement, each concluding that there is no direct 

causal relationship between those variables.    

Furthermore, a follow up study by Bachman and O’Mally (1986) was done to 

confirm the previous findings to their original study.  In this follow up study they sought 

to improve their methodological rigor in several ways.  One of these ways was to confine 

their analyses to White males in White-majority schools.  While not being considered 

desirable according to the standards then, Bachman and O’Mally’s reasoning was very 

persuasive in deciding that the inclusion of minority students would have weakened the 

chance for self-esteem to emerge as causally significant. 

From this they were able to ascertain that specifically in their original sample, 

African American students scored lower than White students on achievement and ability 

tests, but higher on self-esteem.  Therefore, combining data from these two groups might 

function to obscure a positive relationship between self-esteem and achievement.  The 

authors also acknowledged that the low achievement scores of African American students 

might indicate a lack of validity of those measures for such a sample thus, the lack of 

validity would make self-esteem look less effective than it actually is. 
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Despite their efforts to increase the potential for their study to demonstrate the 

effects of self-esteem, Bachman and O’Mally (1986) found that global self-esteem had a 

negligible relationship to eventual educational attainment.  They found that these results 

coincided with their original study in that family background (socioeconomic status), 

ability (IQ) and early school grades predicted eventual levels of educational attainment, 

and that self-esteem was correlated with ability, although self-rated ability was 

consistently inflated because people thought they were smarter than they really were.  In 

short, these findings support the role of illusion in self-esteem, but they contradict the 

view that self-esteem causes long-term educational success. 

In a more contemporary and related study, Gray-Little and Hafdahl (2000) 

proposed that the academic achievement of European Americans and African American 

students may differ with regard to its contribution to academic self-esteem.  However, 

even though academic self-esteem is related to both groups, their study results pointed 

out that European American students report higher academics than African American 

students, yet they do not have higher self-esteem.  In addition, they concluded for Black 

academic self-esteem to be equal to White academic self-esteem in spite of poorer 

academic performance something other than grades is responsible for Black Students’ 

evaluation of their academic performance and abilities.  Thus, they are suggesting that 

academic disidentification could be operating as the contributing factor as theorized by 

(Steele, 1992).  

Rosenberg (1985) addressing the salience of ethnic identity and it relationship to 

other outcomes stated that the interests in the relationship between ethnic identity and 
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self-esteem has become a prevailing thought linking it to theoretically important 

outcomes, such as academic motivation, and feeling in control of one’s life.  He also 

stated that the empirical data linking self-esteem to these outcomes is less readily 

available than popular discourse would indicate.  What is needed is research that 

examines not only the relationship to self-esteem and ethnic identity, but self-esteem to 

other salient outcomes like academic achievement, particularly in adolescence, the point 

in which identity development might be especially important.    

This prevailing thought process of the 1980’s is affirmed in other contemporary 

research as Yasui, et al. (2004) similarly state that the association of ethnic identity with 

adolescent development has largely been limited to variables such as self-esteem and 

academic achievement.   

Theoretical Implications 

 Within the field it is recognized that one of the challenges of studying the 

influence of ethnicity on psychological development is that there are so few specific 

theoretical tools already in place to address such needs.  Instead, as explained by Garcial 

et al. (1996) researchers interested in ethnic phenomena need to borrow from many 

theoretical paradigms and conceptual frameworks available in the larger field of child 

development.  The following theories are among the few to explicate the theoretical 

frameworks of the relationship of ethnic identity and psychological well-being among 

ethnic adolescent youth.   

There are several theories that provide a possible explanation as to why SWB acts 

as a strong buffer against the stresses encountered in life and in turn facilitate thriving 
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among ethnic adolescent youth.  According to Lazarus (1991) theory of coping, which 

suggests that a positive appraisal style is developed in individuals who have a high 

satisfaction with life that acts as a ground relative to various life events where they are 

likely to appraise stressful life events in more positive ways.  The benefits to this method 

of coping is that it leads them to have more positive emotional responses relative to 

stressful life events and manifests more effective coping behaviors.  

 Fredrickson (2001), in her broaden-and-build theory of positive emotions, argues 

in defense of positive feelings such as happiness as having more importance than just 

survival experiences in that it influences thriving.  She suggests that as individual’s 

experience more positive emotions in life, this creates an open-mindedness where 

individuals tend to think and act in more flexible ways, thus, creating enduring resources, 

both psychological and interpersonal, for future references at later points in life, stressful 

or otherwise.   

Caldwell, Zimmerman, Bernat, Sellers, and Notaro, (2002) explains that racial 

identity has been one of the most heavily researched areas of African American 

psychological functioning.  The Cross’ Nigrescence model is emphasized with it five 

stages of racial identity development to address the African American’s experience in 

their construction of a psychologically healthy Black identity (Caldwell et al., 2002).   

In the first stage, pre-counter, individuals do not believe race is an important 

component in their identity.  This stage may involve idealization of dominate White 

society, or simply by placing more emphasis on another aspect of identity placement such 

as gender or religion.  This view is supported by Fordham and Ogbu (1986) Black 
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identity and “Racelessness” strategy that makes possible the attainment of vertical 

mobility in a society in which Blackness is devalued.   

However, according to Fordham (1988, 1991) the adoption of this strategy places 

Blacks at risk for psychological disorders such as high stress levels, anxiety, and identity 

confusion.  Individuals in the second stage, encounter, are confronted with the profound 

experience or collection of events that are directly connected to their race.  The 

subsequent effects encourage individuals to re-examine their current identity and find or 

further their Black identity with ramifications that can be either positive or negative 

(Cross, 1991). 

 The third stage, immersion-emersion, is described as being pro-Black and anti-

White.  Externally, individuals portray themselves as being obsessed with identifying 

with Black culture, but internally they have not embraced the reality of committing to the 

endorsement of all values and traditions associated with being Black.  The fourth stage, 

internalization, evolves around the feelings of inner security and satisfaction about being 

black.  At this stage individuals tend to have less idealized view with regard to meaning 

of race.  They are able to see the positive and negative elements of being Black or White.  

Internalization-commitment, the final stage, represents those individuals who translate 

their internalized identities into action (Cross, 1991).  The Cross model has since been 

modified to three stages: precounter, encounter, immersion-emersion Cross & Vandiver, 

(2001). 

 Another theoretical perspective that addresses psychological well-being, ethnic 

identity and self-esteem is (Tajfel & Turner, 1979) Social identity theory.  This theory is 
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supported by both the social psychological and developmental approaches that support 

the view of a positive relationship between these two constructs (Phinney, et.al, 2001).  

This theory suggests a strong link between group identification and self-concept as 

people strive to achieve or maintain a positive social identity, thus boosting their self-

esteem (Tajfel & Turner, 1986).   

One of the earliest statements of the importance of the social identity was made 

by Lewin (1948) who asserted that individuals need a firm sense of group identification 

in order to maintain a sense of well-being.  According to this theory simply being a 

member of a group provides individuals with a sense of belonging that contributes to a 

positive self-concept.  

              Ethnic Identity & Academic Achievement 

Erikson (1968) indicated that adolescence is considered a crucial period for 

identity formation/development.  In addition, much of identity development occurs and is 

impacted in the school context.  According to Raible and Nieto  (2003) identity formation 

includes the impact of race and class within the school context.  This is particularly the 

case for African American adolescents (Ginwright, 2000; Tatum, 1997). 

In light of the aforementioned Hillard (1995), suggested that “the survival of a 

group’s identity is directly proportional to the degree to which it can replenish its identity 

through out education, ritual, and role taking”.  Sadowski (2003) says that within the 

educational context in order for African Americans to be successful, they must have a 

positive African American identity.  Thus, the educational system has become an 

essential partner in the survival of African American identity, and the school context 



48                                       

serves as a center of identity development for adolescents because adolescents spend 

much of their time in academic and school environments.  DeCuir-Gunby (2007) says 

this is especially salient when the school environments have a small African American 

student presence.   

Smith et al. (1999) described the relationship between ethnic identity and 

academic achievement as one that has received considerable attention with ethnic 

minorities, and suggesting that it is clear that pathways for predicting academic 

achievement among African Americans are complex.  For example, some researchers 

agree that there is a positive relationship between self-esteem and grades with some 

minority students (Booker, 2006 ; Goodenow & Grady, 1993; McCroskey, 1992; 

Rosenberg, Schooler, Schoenbach, & Rosentberg, 1995).   

However, other research findings have demonstrated that there is not a significant 

relationship between self-esteem and grades with the African American minority student 

population (Bachman and O’Mally, 1986; Hale, 1982; Osborne, 1995 & Steele, 1992). 

Thus, based upon these findings it is hypothesized in this study there is not a significant 

relationship between grades, self-esteem, and academic achievement of the African 

American high school adolescent.  However, based upon the research done by some in 

the field this study also seeks to explore the possibility that there may be a significant 

causal relationship between these two variables through the classroom teacher.   

Taken as a  whole, theories on African American achievement suggest that a 

combination of demographic, individual, and contextual variables may come into play 

that serve as avenues for predicting academic outcomes, all of which may find some 
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support in the empirical literature (Coley, 2001; Lockett & Harrell, 2003; Maddaox & 

Prinz, 2003; Sirin & Rogers-Sirin, 2004, Witherspoon, Spieght & Thomas, 1997).  

Demographic variables  

 While much data exists documenting a divergence in the academic outcomes of 

African American males and females (Belluck, 1999; U.S. Department of Education, 

1998), recent data show that by the end of high school, African American females 

significantly outperform their male counterparts in reading and writing (Coley, 2001).  

Interestingly, even though it is thought that African American females are more likely to 

graduate from high school and acquire a college or advanced degree then are African 

American males (Carter & Wilson, 1993; U.S. Bureau of Census, 2001; U.S. Department 

of Education, 1998; Wilds, 2000), African American males tend to score higher than 

African American females on the math subtest of the Scholastic Aptitude test, as well as 

on all subtests of the Graduate Record Exam (Coley, 2001). 

Demographic variables in other academic achievement research note that over the 

past four decades there has been a significant body of empirical research with primary 

emphasis on the achievement gap between African American students and their White 

counterparts (Coleman et al, 1966; Jenks & Phillips, 1998).  According to one source, the 

(National Center for Educational Statistics 1994; 2001; U.S. Bureau of Census, 2001; & 

Weiss, 2003) even differential patterns of achievement have been well described with 

African American students , as a whole, significantly falling  behind their White peers.   

Consequentially, less is known according to research trends about specific within-

group factors that predict academic success among African American students.  An 
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understanding of these factors however, would assist educators with a better 

understanding of how to meet the educational needs of these students (Thompson, & 

Zand, 2005).  Academic achievement for African Americans have also described them as 

showing significant improvement over the last three decades as measured by elementary 

and secondary attendance.  They are as follows:  (U.S. Department of Commerce 

Economics & Statistics Administration, 1998, p. 187), standardized test scores (U.S. 

Department of Commerce Economics & Statistics Administration, 1998, p. 184), and 

higher-education degree attainment (Department of Education, 1999; U. S. Bureau of the 

Census, 1998).   However, according to (Hedges & Nowell,1999) in the face of these 

accomplishments the ethnic gap among the highest-achieving African Americans and 

European American high-school students has remained virtually the same over the last 30 

years.   

These achievement patterns persist even after predictor variables, such as 

economic status, preparation level, and educational aspirations have been controlled 

(McMillan, 2003; Steele, 1992; Steinberg, Dornbusch & Brown, 1992).  For instance it is 

reported that African American youth from higher income households and well-educated 

families tend to have lower advanced placement scores than European and Asian 

American counterparts according to the (College Entrance Board, 1999).   

Additionally, it  reported that the most prepared African American students as 

evidenced by scores (as measured by SAT of 1400 and above) still drop out of college at 

a higher and more substantial rate than their European American counter parts (Steele, 

1992; McMillan, 2003)  thus, highlighting why over the past four decades there has been 
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a significant body of empirical research making comparisons between the achievement 

gap between African American students and their White counterparts  (Coleman et al, 

1966; Jenks & Phillips, 1998).   

In relationship to the above academic achievement concerns, many researchers 

emphasize that most of what we know in the educational arena about African American 

students comes from either comparative studies that focus on ethnic differences or studies 

conducted with low-income African American students (Asamen, 1989; Finn, 1993; Hill, 

1997; Sirin & Sirin, 2004).  They contend that the comparative studies that have been 

utilized are based on the results of national survey data that contrast racial groups across 

a variety of school outcomes under the assumption that there is equity in educational 

opportunity, and a shared ecological context between these racial groups (Hope, 1995; 

McCoy, 1999; Tatum, 1987).  It is further suggested that among studies conducted with 

the focus solely on within group differences among African American students, the 

choice of sample is usually low-income students who are at risk for school failure (Hill, 

1997). 

As a point of emphasis it is brought out that African Americans similar to other 

racial/ethnic groups are at all levels of socioeconomic strata.  A review of census tracts 

show that the majority of African Americans live in neighborhoods that are not low 

income in terms of socioeconomic status (SES) but are still largely African American in 

terms of racial background (McCoy, 1999).  Yet according to research findings that focus 

on the accomplishments of African American students, the results of the 

accomplishments are usually generalized from the experiences of low-income students to 
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the whole ethnic group consequentially, depicting the typical African American student 

as educationally at risk (Graham, 1992).  The consequence to this bias in sampling has 

contributed to the negative depictions of African American students over all without 

considering within-group differences (Graham, 1992; Hill, 1997).  As expressed by Sirin 

& Sirin (2004) race comparative studies based on low-income African American students 

are limited however, in their ability to draw conclusions about African Americans’ 

academic performance in general.   

Individual variables 

 Global self-worth refers to the value, either positive or negative, that one places 

on one’s own attributes (Coopersmith, 1967; Harter, 1999).  There is a widely held belief 

that higher self-worth predicts a variety of positive outcomes in youth (Thomson & Zand 

2005).  Accordingly, some research studies have shown the relationship between global 

self-worth and academic achievement has been equivocal, with some studies reporting a 

positive correlation (Keltikangas-Jaervinen, 1992) and others reporting no correlation 

(Gaskin-Butler & Tucker, 1995).  However, Sirin and Rogers-Sirin (2004) indicated that 

in a recent study with an African American adolescent sample found that global self-

worth was not a significant contributor to academic achievement.  In light of this research, 

the question can then be asked, what is/are the significant contributor (s) to academic 

achievement with the African American adolescent?   

Contextual variables 

 Marchant, Paulson, and Rothlisberg (2001), state that the relationship between the 

student’s perception of their school environment and academic achievement has received 
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much attention within education literature.  In line with Ogbu’s (1982, 1991) theoretical 

positions, it has been documented by several researchers that there is a predictive 

relationship between student’s self-report engagement with their schools and academic 

achievement (Finn, 1993;  Finn & Rock, 1997).  The connection a student feels with his 

or her school, also called school bonding, has been linked to a variety of positive life 

outcomes and has been highlighted as particularly important for promoting academic 

achievement because of its intervention qualities (Maddox & Prinz, 2003).   

The importance of school engagement is also reflected in Voelkl’s (1997) 

research, which showed that it is important for student’s to feel “a sense of belonging” in 

school.  Failure to identify with school had much to do with feeling that no one in school 

cared for them; in effect, students in Voelkl’s study (1997) felt they did not belong or that 

others in the school were concerned for their well-being.  Thus, without school 

engagement, African American students may not be able to develop adequate emotional 

behavioral strategies for school success (Sirin & Rogers-Sirin, 2004). 

Pros & Cons of Educational Issues Shaping African American Student Ethnic Identity 

Given what has been stated the purpose in this next section is to look at four 

critical areas and the pros and cons within those areas that look at issues in shaping ethnic 

identity and its affect on the academic achievement among the African Americans high 

school adolescent age group.  The United States educational system, and consequentially, 

its world-view philosophy of education have been in the forefront of shaping of the ethnic 

identity and the self-esteem of this student population Bell (1994).  Through the research 

of those in this field of study the negative consequences of the U.S. worldview on 
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education has given birth in what various research paradigms have cited in the literature 

as a lack of cultural sensitivity in school culture, acculturation, and experiences leading 

to academic disidentification each creating a negative effect in shaping the African 

American student ethnic identity (Coleman, 1995; Ladson & Billings, 1994; Steele, 1992).  

Conversely, other research paradigms suggest that there is a positive aspect of the 

U.S. educational system that has a positive effect on shaping the ethnic identity of the 

African American student and their self-esteem.  Researchers in this area have cited a 

three pronged approach focusing on the practices of classroom teacher as that positive 

medium for shaping ethnic identity among ethnic minorities because he/she utilize 

culturally sensitive teaching practices, is perceived by the students as caring, and creates 

an atmosphere of school belonging and connectedness (Booker, 2006; Goodenow & 

Grady 1993; McCroskey, 1996; Rodriguez et al., 2004).     

The United States Educational World View 

The United States educational world view has had a significant impact on shaping 

the African American student identity according to research.  Earlier researchers like 

Fordham and Ogbu (1986) suggested that from the experiences of African American 

ethnic minority youth, maintaining a strong ethnic identity may present problems in 

negotiating schooling in the United States.  Fordham (1988) observed that for African 

American ethnic minorities contending with the ethos of schools in the U.S.A. might 

necessitate compromising one’s ethnic identity for success.  From Fordham’s position, 

assimilating individualistic values into a belief system or meritocracy in order to 

successfully function is rewarded, while maintenance of one’s indigenous language, dress, 
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and collective values are often negatively sanctioned.  According to (Ford, Harris & 

Schuerger 1993; Smith, 1989) this can have adverse effects on the African American 

student’s self-esteem because having a strong sense of racial identity is significant for the 

attitudes of African American youth on academic achievement.   

Conceptually this idea of the adverse effects of an individualistic meritocracy on 

the ethnic identity of the African American student’s cultural identity is given some 

perspective by the “world view” scenario, in relationship to the individualistic and 

collective identity thinking of White and Black culture in the United States as depicted in 

the literature by Triandis (1995).  According to Dixon (1976) and Bell (1994), a world 

view incorporates several primary categories that define the reality characterizing 

racial/cultural groups.  It conveys a particular group’s structuring of reality (cosmology), 

it includes their basic assumptions and belief system (ethos), their value system 

(axiology), and basic assumptions about life, the universe, and the nature of reality-

ontology (Akbar, 1980; Baldwin, 1980; Dixon, 1976; Nobles, 1980, 1986 & Richards, 

1980).  

A worldview is also includes epistemology, the system of knowledge acquisition 

that characterizes racial/cultural groups (Bell, 1994; Dixon, 1976 & Richards, 1980).  In 

view of this Noble, (1980) asserts that these philosophical systems are reciprocal and 

constitute the primary source of reality within a given culture.  Thus an accurate analysis 

of knowledge acquisition must be based on this philosophical foundation (worldview), in 

relationship to a particular racial group.  In this case, the European worldview is 

dominant in the American society in that it is reflected for instance, in different levels of 
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American society like the American educational, social, and political institutions 

(Rappaport, 1977).  One particular area of emphasis is that Western behavioral science, in 

particular, projects the epistemological perspectives of the European worldview 

(Euro/American/European culture) as espoused by the assumptions and behavioral 

paradigms.    

Logical-analytical (rational) cognition is regarded as the essence of adaptability 

and self-actualization in European/Euro-American culture.  This philosophy is congruent 

to dominate definitions of intelligence in Western behavioral science (Bell, 1994).  For 

example, Charles Spearman’s two-factor theory of intelligence which defines abstract 

reasoning (the “g” factor) as the dominant factor of intelligence.  Similarly, David 

Wechsler, author of the popular Wechsler IQ tests, defined intelligence as “the aggregate 

of global capacity of the individual to act purposefully, to think rationally and to deal 

effectively with his/her environment”(Elkind, 1974).  Finally, Piaget’s theory another 

dominate theory of intelligence in Western psychology, posits abstract reasoning or 

logical processes to be the essence of intelligence (Bell, 1994).   

Based upon the above Cohen (1969) indicates that the two knowledge acquisition 

style constructs that predominate in Western behavioral science are the analytical, and 

relational in nature.  Cohen (1969) describes the analytical style construct as 

incorporating conceptual attributes of “stimulus centeredness” “field independence” and 

reflectivity” while the (“non-analytic” or “holistic”) style learners are characterized by 

Western behavioral science as (conceptual) attributes of “self-centeredness,” “field 

dependence,” and “impulsivity”.   
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Stimulus centeredness evolves around stimulus properties, instead of 

person/social cues, and predominates as a determinate of learning and problem solving 

according to (Cohen, 1969; Kagen, Moss, & Siegal, 1963).  Field independence is 

defined as “whole into parts” involving the analysis of the stimulus condition.  

Reflectivity, as an attribute of the analytic style, is defined as preference for sustained and 

cautious processing of stimuli, as apposed to more spontaneous and fluid reaction to 

stimuli which requires a tendency to think very cautiously and thoroughly analyze 

complex stimulus patterns before attempting problem solving (Kane, 1984; Shade, 1982).  

Hence, analytical learners prefer to work independently of others in learning experiences 

that are abstract and impersonal rather than socially focused (Harrison, 1979; Shade. 

1982).   

African American students are considered to be relational (“non-analytic” or 

“holistic”) style learners which are characterized by Western behavioral science by the 

(conceptual) attributes of “self-centeredness,” “field dependence,” and “impulsivity” 

(Cohen, 1969).  Self-centeredness as the antithesis to stimulus centeredness is defined as 

mental activity that prioritizes personal or social cues in learning and problem solving 

(Kagen et al. 1963).  Self-centeredness depicts the relational learner as more “people 

oriented” than “object oriented”.   

Field dependence (the antithetical attribute to field independence) is defined as 

suggesting a passive acceptance of (a non-analytic/descriptive interfacing with) the 

stimulus condition Kagen et al., (1963).  For example, research tasks requiring subjects to 

find hidden figures within a complex design was more challenging for field dependent 



58                                       

subjects versus field independent subjects in that they had to look significantly longer to 

find the hidden figures (Perney,1976).    

Impulsivity, as the antithesis to reflectivity, is defined as responding to the most 

obvious and global characteristics of the stimulus condition (Kagen, et al., 1963) instead 

of responding based on inferred or subdued features of the stimulus condition, the 

impulsive subjects are described by some researchers with the failure to mentally 

organize before problem solving (Shade, 1982).   

Taking into account the arguments of the above stated research paradigms the 

following is an attempt to further illuminate these arguments relative to the relationship 

of ethnic identity, academic achievement, and the self-esteem of the African American 

student when negotiating school culture in the United States in the context of contending 

with a Eurocentric curriculum, acculturation stress and ultimately a posture of academic 

dis-identification.   

Eurocentric Curriculum 

For the African American student it has been noted in the literature that because 

of there ethnic group identity there is a seeming paradox of high self-esteem and 

academic self-efficacy especially among low-achieving African American youth (Demo 

& Parker, 1987; Finn & Rock, 1997; Oyterman, Grant, & Ager, 1995).  Regrettably, it is 

also reported that the literature yields relatively little research focusing on African 

American youth and how ethnic group membership and group beliefs may influence 

achievement beliefs and behaviors especially among high school aged adolescents 
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(Graham, 1994).  However, much of the research in this area has focused on the middle 

school adolescent age group and minimal on high school age adolescence (Booker, 2006).   

  Issacs and Duffs (1992) found from their research that ethnic minority students do 

not value and do not strive aggressively towards attaining academic achievement.  This 

thinking was reflected in a question posed to a handful of African American middle 

school students by Issacs in an interview about their attitudes toward academic 

achievement.  Their responses were, “ It’s not for me,” “the teachers go to fast,” and 

“they do not talk about what I know.” 

Speaking more specifically about African American male as an example, he 

indicates that one reason there is a lack of value placed on academic achievement and 

attainment in this gender is that the Eurocentric curriculum used in most public schools is 

inclined toward students who process information more in a logical, sequential, linear, 

and/or judgmental fashion (Harrison, 1979; Kane, 1984; Shade, 1982).  Studies indicate 

that this style of learning is not indicative of most non-white students because their mode 

of learning and processing information is a more abstract, non-sequential, nonlinear style 

(Cohen, 1969; Kagen et al., 1963; Thompson, 1992).   

 Ford (1992) found in her research that Black males at all ability levels were more 

likely to underachieve in comparison to Black females.  She attributes this to the many 

problems that can influence the psychological well-being of Black students in general, 

and she says because of our limited understanding of these problems, more studies on 

racial identity development are needed and necessary in agreement with Rosenberg 

(1985).    
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Additionally, it is suggested that the African American male adolescents’ lack of 

interest and motivation in school can be attributed in part by his observation of the 

interest in African history and culture in formal educational materials and lessons (Hillard, 

1989).  Similarly as described by (Bass & Coleman, 1997) African American students do 

not see themselves in content or process in U.S. schools where African American history 

and culture is not an intricate part of the curriculum and feel, therefore, that school is not 

for them.  The impact of this experience is a significant reduction in academic aspirations 

and performance.   According to Banks and Banks (1995) addressing the African 

American gifted student indicates that few schools infuse multicultural content into the 

curriculum.  When students regardless of achievement level and racial background do not 

see the curriculum as personally relevant, they become disinterested, unmotivated, and 

underachieve. 

Acculturation 

Traditionally, it is stated that African American underachievers have had to learn 

how to negotiate the Eurocentric school culture just to succeed in the academic setting 

(Ladson-Billings, 1994).  Furthermore, this approach is described to be ineffective in 

assisting the student with resolving the cultural identity dilemmas they bring that 

contribute to underachievement as well (Bass & Coleman, 1997).  In their view, not only 

are there social and psychological factors that affect the African American students’ 

academic and motivational performance within the school setting, they also must contend 

with the cultural forces they bring from their own African American community that may 
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come in conflict with those of the majority culture that are represented within the school 

(Steele, 1992; Bass & Coleman, 1997).   

Several authors in discussions on second culture acquisitions have argued that the 

most effective manner for dealing with acculturation stress is to learn how to become bi-

culturally competent (Coleman, 1995; LaFromboise, Coleman, & Gerton 1993; Matute-

Bianchi, 1986; Ogbu & Padilla, 1980).  As a result of having to contend with 

acculturative stress, many researchers contend that African American students may 

exhibit characteristics found in low achieving students.  Examples of these characteristics 

are external locus of control and low sense of self-efficacy (Schunk, 1991); (low self 

concept Jordan, 1981); low sense of adequacy, feeling isolated, and having self-contempt 

(Ford, 1991; Ford & Harris, 1991; Ford, Schuerger, & Harris, 1991).   

Ford et al. (1991) also suggest that it is important to remember that within the 

ethnic minority student community those who achieve are not necessarily immune to 

acculturative stress and may also have identity developmental needs that focus on both 

their racial and achievement identities.  For example (Cross, 1995; Phinney, 1989), 

explains that within gifted education African American youth may deliberately 

underachieve and choose not to participate in gifted programs to avoid drawing the 

attention of negative peer pressure and accusations that they are acting white, or they may 

camouflage their abilities for social acceptance by their peers (Fordham, 1988, 1991, & 

1996; Fordham & Ogbu, 1986).   

Specifically with African American male underachievers traditional interventions 

have focused on gaining competence in the Eurocentric culture rather than focusing on 
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competence within the African American culture.  However, it is suggested by research 

literature that becoming grounded in the values and social support system of one’s own 

culture of origin is a necessary precursor to developing and demonstrating competence in 

a second culture (e.g., Berry, 1984; Phinney, 1997).  The ability for many ethnic minority 

students to handle the ambivalence associated with trying to fit into different worlds for 

academic success is by developing what Hale (1982) calls personality dislocation.  Hale 

argues that because so much of the mainstream culture is in conflict with the African 

American culture it cannot be easily integrated without some personality dislocation 

relative to the African American student learner.  

Academic Dis-identification 

 LaFromboise et al. (1993) suggests that with the African American male student 

the manifestation of a learned helplessness is developed as a by product of personality 

dislocation that causes him to feel the system is not designed to help him because of what 

he has to psychologically experience in order to function.  This point is better understood 

in a more current study stemming from “The No Child Left Behind Act” where a study 

was conducted using Steel’s (1995) dis-identification hypothesis on “is no child left 

behind wise schooling for African American male students” (McMillan, 2003-2004).   

The purpose of this study was to draw attention to improving the achievement 

among African American students in general however, special emphasis was placed on 

the idea that the education profession must pay special attention to African American 

male achievement, and reframe the academic achievement gap as a treatment gap because 
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engagement studies suggest that African American students, and African American boys 

in particular, are susceptible to academic dis-identification.   

Steele (1992) reported that academic dis-identification is a process that is 

prevalent among many African American students as a coping mechanism for protection 

against their self-esteem in the face of low academic performance.  Similarly Cokley 

(2002) noted the importance of examining specific facets of the self in addition to a more 

global self-evaluation when trying to understand its relationship to academic achievement.   

This study asserted this understanding as an imperative as (Osborne, 1995; Steel, & 

Aronson, 1995) suggested that education professionals’ “stereotypes about ability” are 

partly responsible for the disengagement and lagging achievement of African American 

male students.   

For example, Steele (1992) explains that when African American students start 

school, their personal identity, or self-identification, include identification with school 

achievement.  Furthermore, like other students there is an initial interest in school plus 

they are motivated to do well because school makes them feel good about themselves.  

However, their attitude changes by negative experiences they encounter in school (e.g., 

teacher bias, lack of culturally relevant materials) and the constant bombardment of 

negative messages about African Americans that create in their minds a sensitive 

awareness about the negative stereotypes associated with their racial/ethnic group.  This 

heightened sensitivity results in phenomenon (McMillan 2003-2004; Steele & Aronson, 

1995) calls the stereotype threat in which African American students fear that their 
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behavior (e.g., lower academic performance) will become a self-fulfilling prophecy of the 

stereotype associated with their ethnic group. 

According to Steel (1992) as a protective mechanism, African American students 

protect their self-esteem from being diminished because of their lower academics by 

adopting a posture where they disidentify with academics.  The end result is their self-

esteem, while still high in their minds eye, is not contingent upon or related to their 

academic performance.  According to Steele (1995), as ethnic minority students continue 

to struggle with their sense of self this will have an impact on how they may experience a 

lack of self-esteem and academic motivation.  In support of this position Ford & Harris 

(1997) suggest that self-perception in relationship to academics play a powerful role in 

student achievement.  From their position two areas most often studied relative to student 

achievement have been self-concept and self-esteem. Steele (1992) describes the 

academic dis-identification hypothesis as a process where as a result of the stereotypes 

encountered in the educational setting the African American student will dis-identify with 

academics and focus on a different outlet in order to maintain a strong sense of self-

esteem not involving academics.   

This hypothesis was validated in a study on psychological disengagement where 

the evidence that the relationship between academic performance and self-esteem is weak 

among some ethnic-minority students.  Osborne (1995) showed evidence of this in a 

sample of 8th and 10th-grade students and in (1997)  with a sample of 10th and 12th grade 

students, self-esteem was positively related to grades among European American students, 
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however, was unrelated to grades among African American males, and was weakly to 

grades among African American females.  

Other researchers in the field in support of Steels’ argument have also posited that 

as a result of discriminatory educational and occupational practices, African American 

students as a coping mechanism attempt to protect their sense of self-worth by 

disengaging from school and viewing academic achievement as irrelevant and futile 

(Fordham 1985; Gray-Little & Hafdahl 2000; Ogbu, 1991 & Steele, 1997).   

This coping mechanism is symptomatic of what Shade & New (1993) describes  

as observational learning stemming from the African American community when moving 

into a new community black or otherwise, the African American student has assesses 

people or institutions who might create problems for them, and finds it necessary to 

facilitate adaptation and survival.  

 Perceived Teacher Caring, School Connectedness & School Belonging  

Conversely, in response to the above arguments the following are other theoretical 

perspectives this study seeks to explore, that may lead to asking the question of whether 

there is a positive relationship that exists between the academic achievement and the 

ethnic identity of African American high school student that can be seen through the 

classroom teacher that uses culturally sensitive teaching practices for intergroup 

competence and psychological well-being.  Furthermore, one who creates an atmosphere 

of school belonging and connectedness and is perceived as caring by his/her students.  

McCroskey (1992) proposed the concept of the relationship of perceived teacher 

caring with student learning as an avenue to enhance student achievement and identity 
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development through three factors involving empathy, understanding, and responsiveness.  

Empathy is the capacity to see a situation from the point of view of another person and 

feel how they feel about it.  The research of Stiff, Dillard, Somera, Kim, and Sleight 

(1988) has given strong support to the theory that prosocial behavior is best interpreted as 

stemming from altruistic motives.  Hence, when students observe a teacher behaving in 

positive ways towards them, they will reasonably conclude that the teacher is motivated 

by concern for them.  When a teacher is able to understand the students view and respect 

it, the teacher is likely to be given more credibility, with the student’s belief that the 

teacher really cares about them. 

  Understanding is the ability to comprehend another person’s ideas, feelings, and 

needs.  Perceived understanding has been found by researchers to have a positive impact 

in a variety of communication contexts (Cahn, 1986; Cahn & Shulman, 1984; Cushman, 

& Cahn, 1985).  They assert that some teachers are quite good at determining when a 

student has problems either personally, with course content, while others seem insensitive 

to these things.  The presumption is that the teacher’s experiences have shaped their 

ability to understand these things about their student’s, and a teacher exhibiting such 

understanding is likely to be perceived by their students as caring about them.   

Responsiveness is exhibited by a teacher’s ability to react to student’s needs or 

problems quickly, when a teacher is attentive to a student, or when a teacher listens to 

what a student says.  Responsiveness according to (McCroskey, 1992, p. 111) has been 

found to be very important to the way teachers are perceived by their students (Robinson, 

1995; Thomas, Richmond, & McCrosky, 1994). A responsive teacher recognizes and 
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reacts to students, while the nonresponsive teacher’s behavior is not adapted to the 

students.   

Conceptually one assumption that is made here about teacher and student 

relationships is that the behavior patterns of teachers affect the behavior patterns of 

student.  A teacher’s classroom behavior is constantly under scrutiny by students.  

According to Galloway, (1976) students learn a lot from the teacher’s verbal and 

nonverbal behavior.  A teacher’s facial expression, gaze, posture and other body 

movements provide the student’s with valuable information about their emotional state, 

attitude toward the student, and familiarity and comfort level with the lecture format 

(McCroskey, 1992).   

Ramsey (1979) suggests that in addition to moving, standing, gesturing, use of 

eye contact and vocal inflection during a lecture, a teacher also tells his/her class about 

his/herself, how he/she feels toward the subject matter, and the very act of lecturing, and 

how he/she feels about them. The one presumption that can be made based on this view is 

the more the student perceives that the teacher cares about them, the more students will 

care about the class and the more academic achievement will be enhanced (McCroskey, 

1992).   

The relationship between students’ perception of their school environment and 

academic achievement has received much attention within the education literature 

(Marchant Paulson & Rothlisberg, 2001).  In agreement other researchers agree that there 

is a predictive relationship between a students’ self-report engagement with their schools 

and academic achievement (Finn, 1993; Finn & Rock, 1997; Ogbu 1982, 1992).   
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As reported by Maddox and Prinz (2003), the connection a student feels with his 

or her school, also called school bonding, has been linked to a variety of positive life 

outcomes and important for promoting academic achievement because it appears to be 

amenable to intervention.  Similarly, the socio-cultural theory states that teachers who 

create a sense of school belongingness especially in understanding the culture of the 

African American high school student who needs a sense of community or connection to 

others of which the teacher is included, to maximize student learning, motivation, and 

engagement (Booker, 2006).  

According to Eriksons’ (1968) theory on identity development explains that there 

are many psychosocial factors at play during high school that influence identity 

development that make teenage years particularly sensitive to the development of a sense 

of belonging in the high school environment.  Similarly viewed the concept of school 

connectedness refers to the extent to which one feels personally accepted, valued, 

supported, and encouraged by the teacher, peers, and other adults in the school 

environment (Goodenow & Grady, 1993). 

 In summary the arguments presented above have been an attempt to highlight the 

pros and cons that affect the relationship between ethnic identity and academic 

achievement of the African American adolescent student.  The philosophy of 

“individualism”, a  “world view”  that prevails on all levels of the United States society 

including the educational system, has been described as antithetical to the collectivistic 

learning style of the African American student due to cultural differences.   
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The literature on knowledge acquisition styles rather consistently draws a contrast 

between the learning styles of the African American and those predominately influenced 

by European American learning style “world view”.  The African Americans tend to 

manifest learning/problem solving attributes that are more consistent with the relational 

than the analytical style that prevails as the dominate problem solving style according the 

(Euro/American/European culture) (Bell, 1994; Cohen, 1969; Hale, 1982; Shade, 1982, 

1984;  Willis, 1989).   

Triandis (1995) in his research describes individualism in the U. S. world view as 

a broadly defined cultural syndrome encompassing a number of elements, including 

values, norms, goals, and behaviors.  For example, individualistic cultures (e.g., The 

United States) tend to emphasize individual self-determination, pursuit of self-interests, 

and self-actualization.  Its polar opposite is collectivism and collectivistic cultures tend to 

stress the importance of group goals over individual goals as well as traditional authority.   

According to (Fordham1988, 1991; Triandis 1995) African Americans are one 

minority group among other who culturally reflect that of a collectivistic orientation 

which is contrary in a society where an individualistic ethos prevails.  Given the above 

findings it is recognized that developmentally these learning styles are characterized in 

African Americans from childhood as patterns that express African American culture 

( Hillard, 1976; Shade, 1982; Willis, 1992 ; Kwate, 2001).  Communalism and 

cooperation are dimensions of learning styles that are described as manifest as early as 

childhood for African Americans (Abkar, 1975; Bonner, 2000; Boykin, 1983; Dillar, 

1999).   
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Watkins (2002) states the idea that African American children learn effectively 

with others, around others, and in interaction with others is consistent throughout the 

literature.  For example, Shade and New (1993) says “Observational learning is 

reinforced in the African American community for many reasons.  Through observation, 

individuals can determine rules, assess people who might create problems for them, and 

facilitate adaptation and survival”.  

  Other areas of concern include a Eurocentric school curriculum, acculturation 

stress, and academic dis-identification each symptomatic of why there may not be a direct 

causal relationship between the ethnic identity and academic achievement of the African 

American high school adolescent.  Conversely, this has also explored avenues that show 

the possibility of a  direct causal relationship between the ethnic identity and academic 

achievement of the African American high school adolescent through a culturally 

sensitive teacher, who is perceived as caring by their culturally sensitive teaching 

practices , and creates an atmosphere of school belonging and school connectedness. 

Self-Esteem 

 Self-esteem is conceptualized as the overall evaluation of one’s worth or value 

(Rosenburg, 1965).   According to Baumeister et al. (2003) self-esteem has become a 

household word.  Teachers, parents, therapists, and others have focused efforts on 

boosting self-esteem, on the assumption that high self-esteem will cause many positive 

outcomes and benefits.  However, the modest correlations between self-esteem and 

school performance do not indicate that high self-esteem leads to good performance.  

Instead, high self-esteem is partly the result of good school performance.  Efforts to boost 



71                                       

the self-esteem of pupils have not been shown to improve academic and may sometimes 

be counter productive.  In the case of the African American student, Steels (1992) 

disidentification theory supports this position as it asserts that they find other sources 

(e.g., community; sports figure etc.) to boost their self-esteem when they encounter 

cultural stereotypes or academic difficulties. 

It has also been found in research that self-esteem is widely acknowledged to be 

associated general psychological well-being, and negatively correlated with depression 

and hopelessness among adolescents (Harter, 1993).  In this current study, self-esteem is 

recognized by research to be positively correlated with well-being, and negatively 

correlated with depression in relationship to the African American student. Brown (1998) 

defines self-esteem as feelings of affections for oneself, and argues that there is a basic 

human need to feel good about our selves and because people across time and cultures 

may approach this need differently, it is universal.  However, while self-esteem of 

minority youth is of strong interest in research and is prevalent in the achievement 

process as explained by (Greenwald, Belezza, & Banaji, 1988; Taylor & Brown, 1988) 

according to research on the African American culture, the African American student’s 

self-esteem needs are fulfilled through other avenues as a result of the negative 

expectations they are conditioned by through society as a whole as described in the 

Surgeon General (U.S. Department of Mental Health and Human Services [DHHS], 

1999).  
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Depression  

Major depressive disorders are noted in research to be among the most common 

mental health problems in our society and appear to be affecting younger cohorts than in 

past generations (Cross-National Collaborative Group, 1992; Lewinsohn et al., 1993; 

Young et al., 2001).  Prevalence rate for depression as defined by the DSM-IV [American 

Psychiatric Association, 1994], range from 2 to 4% in adults to as high as 6% among 

adolescents (Kessler et al., 2001).  Lifetime prevalence is reported to be as high as 14 to 

16% for major depression among adolescents (Kessler, 2002; Kessler et al., 2001).  

Prevalence rates for subsyndromal symptoms are stated to reach as high as 20% in adults 

and 50% in children and adolescents (Kessler et al., 2001).  As described by the (National 

Institute of Mental Health (NIMH), n. d.), Depressive symptoms during adolescents can 

be cormorbid with other disorders like anxiety, eating disorders, substance abuse, and 

disruptive behaviors. 

Depression and Academic Achievement 

Academic failure has consistently been found to be associated with depression 

(Fauber, Forehand, Long, & Burke, 1987).  However, in a study done by Gaylord-Hardon, 

Ragsdale, Mandara, Richards, and Petersen (2006) they assert that existing research 

leaves a gap in explaining why African American adolescents do not exhibit more 

anxiety and depression than other youth at the same time they are being impacted by 

contextual risk factors that may cause internalizing problems such as these.  Adolescence 

is considered a developmental transitional period marked by rapid physical, 

psychological, social and environmental change, and these life changes have been found 
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to contribute to the onset or exacerbation of internalizing difficulties, such as anxiety and 

depression during the adolescent period (Burton et al., 2004; Peterson et al., 1991).   

According to (Kim, 1997; & Weist et al., 1995) African American adolescents 

report having more stressful events during this developmental period than their White 

counterparts, therefore potentially heightening their risk of developing internalizing 

problems.  Interestingly, the results of a number of studies have demonstrated that 

African American youth do not exhibit significantly higher rates of internalizing 

problems than their white counterparts (Maag & Irvin, 2005; Safren et al., 2000).  Thus, 

as expressed by (Gaylord-Harden et al., 2006), it becomes important to understand the 

factors that protect African American adolescents, despite their experiences with elevated 

contextual risks.   

Collins (1995) suggests that this is attributed to strong social ties in the African 

American community.  Davis et al. (1997) indicate that previous research suggests that 

social support received from family and peers is a factor associated with lower rates of 

depression and anxiety in African American adolescents.  Caldwell et al. (1998) report 

that higher levels of support from family and peers have been shown to be related to 

lower levels of depressive symptoms. The Surgeon General (U.S. Department of Health 

and Human Services [DHHS], 1999) reports that while the African American experience 

in the United States is frequently impacted with episodes of subjugation and displacement, 

it is also characterized by individual and collective strengths that have enabled African 

Americans to be resilient and do well under enormous odds.  They have developed many 
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psychological coping strategies of which prayer is one in addition to other adaptive 

beliefs, traditions.  

Furthermore, where depression and academic achievement is concerned, Sideridis 

(2005) explained that a failure for students to achieve academic goals may be due to 

stressful factors that may facilitate a proclivity for depression, especially if academic 

failure has long lasting ramifications.  In addition, other researchers report that in the 

student’s pursuit of academic achievement, a sense of meaning, purpose, and direction 

are rewards that are produced from their efforts, however, if they are derailed by failure 

the ramifications can lead to futility and despondency, and a feeling of inadequacy 

(Bandura, Pastorelli, Barbarnelli, & Caparara, 1999).  As explicated by Abramson, 

Metalsky and Alloy (1989) not achieving these academic goals can also lead to a series of 

aversive experiences that may potentially cause a susceptibility for depression among 

children and adolescents age groups.   

Conversely, with the African American adolescent student the experience with 

depression is different according to Steel’s (1992) academic disidentification theory and 

the above mentioned Surgeon General (U.S. Department of Health and Human Services 

[DHHS], 1999) report.  These research positions capture the African American student’s 

experience with academic failure as different because each position among others (e. g., 

Hale’s, 1982 Personality Dislocation Theory) agree that because of the stereotypes 

encountered in the educational setting and American culture in general,  the African 

American student’s culture has enabled him/her to develop coping mechanisms that 

enable them to dis-identify with academics and other negative internal and external 
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experiences in American society in an effort to preserve a sense of self-esteem by 

focusing on different outlets for psychological support  (e.g., sports figure, religious 

figure, successful community figure etc.).      

Theoretical Implications      

Theoretically, the concept of a sense of school belonging and academic 

achievement is also addressed by the Socio-Cultural theory in that it posits that students 

need a sense of community or connection to others in order to maximize student learning 

and engagement (Becker & Luthar, 2003; Dewey, 1958; Fredricks, Blumenfeld, & Paris, 

2004; Noddings, 1992 & Osterman, 2000).  Theoretically, the concept of perceived 

teacher caring with student learning is derived from the theoretical position that prosocial 

behavior is best interpreted as stemming from the teacher’s altruistic motives (Dillard, 

Somera, Kim, & Sleight, 1988). 

The theoretical reasoning behind why African American students maintain high 

self-esteem in spite of poorer academic performance is a coping mechanism that Steele 

(1992) refers to from a social psychological perspective as academic disidentification.  

This is described as a process where it is hypothesized that the general self-concept of the 

African American student becomes increasingly less identified with academic 

performance the longer one stays in school due to the stereotype threat they encounter in 

the academic environment.  He suggests that all students start school being identified 

with academics; that is, they are motivated to do well and their academic performance is 

related to how they feel about themselves.  However, something happens due to a social-

psychological phenomenon that occurs during the educational process in which the 
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longer the African American students remain in school, the less likely they are to identify 

with academics.  

According to Steel (1992) as a protective mechanism, African American students 

protect their self-esteem from being diminished because of experiences with lower 

academics by adopting a posture where they disidentify with academics and identify with 

other non-academic outlets to maintain high self-esteem.   McMillian (2003, 2004) 

validated Steel’s theory in her own study results by describing disidentification  as a self-

protective strategy in which African American students disassociate their self-esteem 

from academic domains because of negative stereotypes in test taking situations and 

instead focused on other domains (e.g., such as sports or peer relations). 

Ethnic Identity & Inter-group Competence 

Crumly and Hyers (2003) refers to intergroup competence as the ability to 

effectively interact with people of different backgrounds.  Consequentially, research in 

this area has shown that individuals who have more intergroup kinds of experiences are 

less likely to experience anxiety during intergroup contact situations (Hyers & Swim, 

1998; W. G. Stephan & Stephan, 1985).  Phinney (1996) noted that the way in which 

individuals conduct their lives, interact with individuals from other ethnic groups and 

view society as a whole is an influence of ethnic identity, related attitudes and behaviors. 

Phinney, Ferguson and Tate (1997) added more by stating that inter-group relations 

among adolescents from differing backgrounds are a result of complex interactions 

through factors that are developmental, social, and contextual.  
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Developmental factors 

Phinney et al. (1997) points out that the area of in-group and out-group attitudes 

has been studied by psychologists from a variety of research traditions using various 

models, research methods, and various measures of key constructs.  Phinney et al. (1997) 

also underscored that research in inter-group relations has been mostly carried out with 

college students or adults, and has not considered socialization processes that may 

influence inter-group attitudes among children and the adolescent age group.  However, 

in order to acquire a comprehensive picture of inter-group relations among adolescents 

growing up in ethnically diverse environments typical of most urban areas in the United 

States, it is necessary to consider that both the developmental and social psychological 

processes are likely to have an impact on inter-group relationships. Furthermore, they 

indicate that in areas of research done on the African American population, 

developmental psychologists focused much of their research on comparative studies on 

African American children toward members of their own group and those of Caucasian 

decent.   

According to Phinney et al. (1997) out-group bias appears to change with the 

process of development.  They state that although some minority children may hold 

negative in-group attitudes, these attitudes are likely to change over time as they grow in 

adolescent maturity.  This notion is a direct reflection of Eriksons, (1968) theory of ethnic 

identity formation process and supported by (Cross, 1991; Helms, 1990; Phinney, 1989, 

1990, 1993) that ethnic youth go through the process of exploring the meaning and 

implications of their ethnic or racial group membership.   
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This thinking is underscored in other research that during this period of 

exploration, or immersion in their culture, adolescents may have a contradictory and 

unstable attitude towards their own group as well as other groups.  However, with the 

passage of time, this thinking gives way to a secure and committed sense of self as a 

group member.  This secure sense of self is described as an achieved ethnic identity and 

is associated with a positive attitude towards one’s own group (Atkinson, Morten, & Sue, 

1993; Phinney, 1993; Phinney & Chavira, 1992).  Put another way, individuals at an 

achieved stage of ethnic identity have a working knowledge of their heritage, a clear idea 

of the meaning of their ethnic group membership, an a commitment to their ethnicity and 

the role it plays in their lives (Phinney, 1989; Phinney & Rosenthal, 1992). 

Contextual factors 

Marcia, Waterman, Archer, and Orlofsky (1993) depicts ethnic identity as a 

dynamic construct that changes in response to developmental and contextual factors, and 

is of critical importance in the developmental aspects regarding adolescents, particularly 

in the modern and complex society in which we live.  In consideration of context on 

inter-group competence the literature describes situational factors as being most salient in 

social psychology in response to racial discrimination.  As confirmed by prior research, 

features of the environment can influence behavior more strongly than personality or 

personality traits (Fiske & Tayor, 1991; Shoda, Mischel & Wright, 1993).    Examples of 

this scenario can be captured in a scenario describing introverted versus extroverted 

personality types.  The reverence shown in a Catholic church in contrast to a crowd at a 
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football game illustrates how research findings suggest that responses to discrimination 

will also vary according to the location in which they occur (Wakefield & Hudley, 2005). 

Developmental models of ethnic identity also suggest that the devaluation of 

one’s group need not result in self-derogation however exposure to negative stereotypes 

about their own group may cause children to hold conflicting or negative feelings about 

their ethnic identity (Phinney, 1989).  They are also influenced by messages they receive 

from family and community (Knight, Bernal, Garza, Cota & Ocampo, 1993), as well as 

by messages from other adults and the ethnic community, a vital community that 

provides a context where children can form a positive sense of their own group (Liebkind 

& Jasinskaja-Lahti, 2000; Rosenthal & Hrynevich, 1985).  According to Wong et al. 

(2003) when families, schools, peers, and other socializing agents communicate messages 

of devaluation that undermine individuals feelings of relatedness to that context, there is 

an increased likelihood of negative developmental outcomes. 

Martinez and Dukes (1997) in a study of the effects of ethnic identity, and gender 

on adolescent well-being found that many adolescents have not explored the meaning of 

their ethnic identity.  They assert that any negative stereotypes that these young people 

have accepted about their group will likely cause them to experience lower self-esteem, 

and self-confidence, and may result in them having difficulty finding meaning in their 

lives.   

However, according to Wakefield and Hudley (2005) in the United States, 

exploration of ethnic group membership for most minorities also requires confronting the 

meaning of being a member of an often oppressed and marginalized group.  One 
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consequence of ethnic exploration is a heightened awareness of discrimination directed at 

in-group members.  This heightened awareness becomes personally relevant when one 

commits to identifying with the ethnic in-group.  Moreover, these acts of discrimination 

may take on different meanings depending on the context in that they may not be 

perceived as isolated incidents but rather as part of the historical treatment of the in-group 

to which they are committed.  Therefore, the responses to discrimination for ethnic 

minority adolescents (e.g. African American) with an achieved ethnic identity may 

respond in quite different ways from their peers at lower stages. 

Social factors 

 One of the earliest statements of the importance of the social identity was made 

by Lewin (1948) who asserted that individuals need a firm sense of group identification 

in order to maintain a sense of well-being.  According to this theory simply being a 

member of a group provides individuals with a sense of belonging that contributes to a 

positive self-concept.  Ethnic identity and its relationship to social identity, as described 

by Phinney and Rosenthal (1989, 1992) is the degree to which a person is aware of, 

knowledgeable about, and committed to the ethnic and cultural heritage of his or her in-

group. 

While developmental research has done many comparative studies regarding 

contact and attitudes toward other groups, earlier research in the field contended that 

theoretical explanations in this area come mainly from social psychologists (Messick & 

Mackie, 1989).   In agreement Phinney (1996) stated that inter-group competence 

research on the social interactions between minority groups and Whites, as well as 
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between distinct ethnic minority groups, have become an increasingly important topic of 

focus for social scientist.   Phinney and contemporaries like Negy et al. (2003) state that 

the increased interest in this area may be due to the prevalence of interethnic conflict, 

prejudice or ethnocentrism.   

Aboud (1988) pointed out that many research paradigms do not make 

accommodations for the possible coexistence of preference for one’s own group and 

positive feelings toward other groups.  In contrast Phinney (1996) underscored that ethnic 

identity and related attitudes and behaviors influence the ways in which individuals 

conduct their lives, interact with people from other groups, and view society as a whole.   

The early work of (Clark & Clark, 1947) demonstrated this with African American 

children who preferred white dolls over dolls reflecting their own color.  This was 

replicated in later studies with young children by (Powel-Thompson & Hopson, 1992).  

The above studies can best be interpreted using Tajfel and Turner’s (1986) Social Identity 

Theory.  Research based on this theory has demonstrated that people have a more 

positive attitude about their own group membership as apposed to members of another 

group or in other words, they demonstrate in-group bias (Hinkle & Brown, 1990; 

Messick & Mackiek, 1989).  Another element of the Social Identity Theory is that 

experiences that cause a lower status within a group may also cause individuals to show a 

preference for a higher out-group (Tajfel, 1978).   

  Unfortunately, the literature on high school adolescent age group is very limited 

at this time, so the above Social Identity Theory hypothetical findings were documented 

in experimental research documented by Yee and Brown (1992) using children ranging in 
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ages 3,5,7,& 9 years of age.  Each child in each age group was assigned to teams, and 

team status was manipulated in ranking order from high or low.  Before manipulation 

each child showed a preference for his/her own group, thus demonstrating in-group bias.  

However, when a team was shown to have a lower status (i.e., losing a race), most 

children on the “slow” team wanted to switch to a “fast” team, thus demonstrating out-

group bias because their team was seen in an unfavorable light.  By implication, this 

demonstrates the thinking in minority children when their ethnic group is negatively 

stereotyped and they develop an out-group bias.  Similar views were explained by 

Phinney (1989) as she noted that some minority adolescents view out-group biases, as a 

preference for “being White. 

In consideration of other socio-psychological factors Yasui, Dorham, and Dishion 

(2004) indicate adolescence is a biological and social transition period that is critical for 

establishing developmental trajectories relevant to psychological adjustment, coping, and 

identity development.  Socio-psychological research, suggest that racial socialization is 

the process through which messages and behaviors about racial issues are communicated 

to children in an effort to help them cope with the realities of the adverse effects of 

discrimination in the racially stressful environments in which they live and function 

(Peters, 1988; Sanders Thompson, 1994; Stevenson, 1995; Thorton et al.,1990).   

This idea becomes evident in the literature on racial micro-aggression (Wing Sue, 

2007).  Racial microaggressions have been described as “subtle insults (verbal, non-

verbal, and/or visual) directed toward people of color, often automatically or 

unconsciously” (Solorzano et al., 2000).  Simply stated, microaggressions are brief, 
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everyday exchanges that send denigrating messages to people of color because they 

belong to a racial minority group (Franklin & Sue, 2004).   

For example, a microinsult is characterized by communications that convey 

rudeness and insensitivity and demean a person’s racial heritage or identity (e.g., when a 

white employer tells a prospective candidate of color “I believe the most qualified person 

should get the job).  A microinvalidation characterizes a communications that exclude, 

negate, or nullify the psychological thoughts, feelings, or experiential reality of a person 

of color (e.g., when Asian Americans born and raised in the U. S.) are complimented for 

speaking good English (Helms, 1992;  Hinton, 2004).   

A microassult is an explicit racial derogation characterized primarily by a verbal 

or nonverbal attack meant to hurt the intended victim through name-calling, avoidant 

behavior, or purposeful discriminatory actions (e.g., referring to someone as “colored”) 

Wing Sue, (2007).  Research states that understanding significant socialization contexts 

in which racial identity is developed is an important consideration with the influences of 

families, peers groups, schools, and neighborhood (Barber & Olsen, 1997; Brooks-Gunn, 

Duncan, Klebanov, & Sealand, 1993; Eccles, Lord, & Midgley, 1991; Hartup, 1996; 

Steinberg, 1990, 2001). 

Arnett (1995) expanded this list to include other agencies like the media, the legal 

system, and the cultural belief system also.  Bronfenbrenner (1977) refers to this as the 

“ecological niche” involving gender, social class, family, community, ethnicity and 

culture.  The innermost level of the environment is the microsystem which refers to 

activities and interaction patterns in the child’s immediate surroundings.  The second 
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level is the mesosytem which encompasses connections between the microsystem, such 

as home, school, neighborhood, and child-care centers that foster child development.  The 

exosystem refers to social settings that do not contain children but influence their 

experiences in immediate surroundings (e.g., formal organizations, such as the parent’s 

workplace, or health and welfare services in the community).  The macrosystem, the 

outermost level, of consists of cultural values, laws, customs and resources.  The 

influence of any particular factor varies widely, depending on the youth’s community and 

larger ecological context (Yusi, Dorham, & Dishion, 2004). 

From an ecological perspective (Bronfenbrenner, 1989; McLoyd, 1998), give 

several reasons explaining why ethnic identity may contribute uniquely to the well-being 

and successful development of ethnic-minority adolescents.  Ecological and cultural 

factors such as ethnicity, family environment (SES, number of children in the household), 

school environment, and peer relations are variables within the cultural niche of the 

adolescent that inevitably influence normative developmental paths.  

While all of these socializing agencies make a unique contribution to adolescent 

development, the family remains the most influential socializing environment in the lives 

of adolescents, because it is the first institution they experience in their development and 

often the only one with enduring qualities (Harrison, Wilson, Pine, Chan, & Buriel, 1990).  

Moreover, a critical function of the African American Family is to function as a buffer 

for the effects of racism and to promote a sense of pride and well-being within the lives 

of their children (Billingsley, 1992; Bowman & Howard, 1985; Harrison et al., 1990; 

Peters, 1985; Stevenson et. al., 1996).  A family environment of poverty, minority status, 
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or higher number of children, may challenge an adolescent’s sense of agency and self-

efficacy, which is critical to achievement and positive adjustment (McLoyd, 1990).   

Theoretical Implications  

One of the most commonly used theories in the literature on in-group preference 

where it is suggested that people like “we groups” better than “other groups” is the social 

identity theory (SIT) (Tajfel & Turner, 1986).  According to the Tajfel (1981) SIT ethnic 

identity is defined as “that part of an individual’s self-concept which derives from 

knowledge of membership in a social group, together with the value and emotional 

significance attached to that membership”.   

According to this theory group members view their group as different from other 

groups and are motivated to preserve and achieve positive group distinctiveness, which in 

turn enables them to preserve or enhance a positive social identity for group members.  

Therefore, the SIT proposes that the more strongly individuals identify with their group 

the more bias is developed for these groups at the expense of out groups. This achieved 

identity process is also captured within the context of Cross’s Nigrescence Theory which 

describes the process of understanding their black identity in five stages: pre-encounter, 

encounter, immersion-emersion, internalization, and internalization commitment (Cross, 

1971).  This model has most recently been modified by Cross and Vandiver (2001) to 

three stages: pre-encounter, encounter, immersion-emersion.  

 The idea of a positive relationship between in-group preference and out-group 

prejudice conflicts with the developmental and multicultural theory according to 

(Phinney et al., 1997).  Similarly speaking in earlier research, Messick and Mackie (1989) 
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suggested that in-group bias theoretically need not imply negative attitudes toward out-

group members.  According to the developmental view a more secure ethnic identity 

creates a greater acceptance of other groups, whereas the multicultural approach proposes 

that individuals with a positive and secure sense of their own culture will have positive 

attitudes toward other groups and a higher self-esteem (Berry, 1984).  The purpose for the 

SIT is not to contradict the process of successful cross-cultural competence but rather to 

explain the process of acquiring ethnic group identity.  Finally on the basis of research 

and theory from the past and present, this studies interest is to show it is likely that 

individuals particularly the African American high school adolescent who have a strong 

sense of their ethnic identity have developed ways to have significant relationships 

across-cultures. 

Academic Achievement and the Socio-Cultural Theory 

  Much research on intergroup attitudes has been on what research has defined as 

the contact hypothesis, the idea that contact with another group will, under certain 

conditions lead to more positive attitudes toward members of that group (Hewstone & 

Brown, 1986; Miller & Brewer, 1984).  A number studies have been carried out that have 

demonstrated that contact with other groups can result in positive intergroup outcomes 

that include expressed liking (Wagner & Machleit, 1986), reduced tension (Schwarzer, 

Bowler, & Rauch, 1986), and lowered anxiety (Stephen & Stephen, 1989). 

  In addressing inter-group competence and its impact on the academic 

achievement of ethnic minorities in context of the socio-cultural theory several studies in 

the literature are highlighted.   Among children and adolescents intergroup relations in 
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the classroom was studied by Hallinan and Teixeira (1987), with Black-White interracial 

friendships among fourth through seventh graders in an integrated classroom that varied 

from in the proportion of Black and White students.  They found that with a higher 

proportion of Black students in the classroom, White students would more likely choose a 

black peer as a best friend.   

When looking to find if the inverse was true with a larger White proportion of 

students they found that the opposite was not true.  A higher proportion of White students 

did not result in the likelihood of a Black student choosing a White friend.  They 

attributed these results to the fact that status difference such as those between Black and 

White students, as well as classroom composition, had the greatest influence on 

intergroup relations.  These findings were in accord with the social psychological 

position, which suggest that the impact of intergroup contact depends in part on the social 

structure (Pettigrew, 1986).   

Wong, Eccles, and Sameroff (2003) did a study where they discussed the 

phenomenon of ethnic discrimination explaining how variations within environmental 

and constitutional factors affect minorities during adolescence through what they called 

promotive and risk factors from a developmental and contextual Perspective.  In support 

Werner (1993) suggested that there are many developmental risks that threaten 

adolescent development, and variations within these environmental and constitutional 

factors that affect the likelihood those adolescents will have academic, socio-emotional, 

and behavioral problems.  The promotive factors are described as protective to children 

and adolescents from environmental or constitutional risks in that they counter the effects 
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of psychosocial threats (Sameroff, Bartko, Balwin, Baldwin, & Seifer, 1998).  One 

potential promotive or protective factor is the adolescent’s identification with their ethnic 

group Wong et al. (2003).  Different theories of ethnic identity suggest the same with 

adolescents of color that a healthy identification with one’s ethnic group is a healthy 

buffer against prejudice and discrimination (e.g., Cross, 1991; Phinney, 1996; Sellers, 

Smith, Shelton, Rowley, & Chavous, 1998).  

The risk factors proposed by Jessor, Van Den Bos, Vanderryn, Costa, and Turbin, 

(1995) are described where ethnic minorities (e.g., African American adolescents)  being 

in an unsupportive environment where individuals do not feel a sense of relatedness.  

Examples would be an unsupportive parent in their children’s lives who are uninvolved 

with affect school performance and consequentially, their children develop problem 

behaviors that lead to interactions with friends who have delinquent activities as apposed 

to the supportive parent in the daily lives of their children (Connell, Spencer, & Aber, 

1994; Eccles, Early, Frasier, Belansky, & McCarthy, 1997).  Within the school context it 

is suggested that there is an increased probability for negative academic and socio-

emotional outcomes as a risk factor when adolescents feel that their teacher do not 

respect or care about them as individuals (Eccles, 1993; Goodenow, 1993 ; Wentzel, 

1997).   

Wong et al. (2003) have also suggested that when families, schools, peers, and 

other socializing agents communicate messages of devaluation that undermine an 

individuals feelings of relatedness to that context, there is an increased likelihood of 

negative developmental outcomes.  Crocker, Major and Steele, (1998) in support state 
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that ethnic discrimination can convey to individuals that they are devalued because of 

their ethnic group membership.  Furthermore, discriminatory behaviors also 

communicate that one is different and not part of the in-group.  These risk factors and 

their impact on families, schools, and peers are affronting and depreciative to ethnic 

minority experiences and are likely to increase the probability of negative developmental 

outcomes.   

According to Wong et al. (2003) while few researchers have looked at ethnic 

discrimination as a risk factor, ethnic discrimination does potentially threaten the healthy 

development of children and adolescents and therefore fits the definition of a risk factor.  

All considered, the risk factor and ethnic discrimination experiences as described above 

would be perceived as antithetical to the ethnic identity and intergroup competence of the 

African American high school student according to Phinney’s (1997) multiethnic identity 

theory proposal which claims that individuals with a positive and secure sense of their 

own culture will have positive attitudes toward other groups and a higher self-esteem.  

Within the context of academic achievement for ethnic minorities a study done by 

Rodriquez et al. (2001) proposed several principles based upon the socio-cultural theory 

that teachers can use in an effort to gain an understanding of their students’ cultural 

backgrounds to ensure that they are more likely to utilize teaching practices that are 

culturally responsive.  From their position these culturally responsive teaching practices 

will serve as a catalyst for identity development thus, creating a connection between 

culture, teaching and learning.  
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 This theoretical position is supported in earlier literature by several researchers on 

the academic achievement of ethnic minorities.  First, Darder (1991) notes that with 

bicultural affirmation there is a dynamic interplay on the playing field between the 

primary and mainstream cultures in the lives of students when using the medium of 

values, norms, and expectations of each student’s respective culture to create a learning 

environment that is geared to foster a positive school engagement and multicultural 

development.  Teachers who have practices on bicultural affirmation recognize that 

students can learn cultural values and behaviors not only through academic work but 

through the social skills they encourage and model for their students.   

When teachers’ exemplify cultural diversity with a respectful mix of values, 

norms, and expectations themselves, students see first hand that they do not have to “give 

up” their cultural, language, or community values to be successful in school.  Instead, 

from their teachers’ example, they see that elements of mainstream culture and their own 

cultures create a new platform from which to move toward successful participation and 

involvement in school and society.  This notion of bicultural affirmation also negates 

potential sources of conflict between two or more ethnic groups in the school setting.  

Instead, cultural differences are seen as ripe opportunities for ethnic groups to form new 

friendships and to collaborate.  The above perspectives would be antithetical to the 

acculturation process as elaborated on by (Ladson-Billings, 1994), but supportive of the 

proposed concept of the relationship of perceived teacher caring McCroskey (1992). 

Secondly, Shade and New (1993) “says teaching materials that ignore the 

perspectives and the experiences of children of color make conceptualizations of the 
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material almost impossible.  Like code switching, the student must develop a frame of 

reference and then attempt to understand the concept.  This process of continual 

translation creates cognitive overload for the learner alluded to earlier as acculturation 

stress (e.g. Coleman, 1995).  Much of this pressure can be relieved by ensuring that the 

materials used represent the various communities and perspectives of different groups---

not just cosmetically, but intrinsically.”  

Finally, the concept of teacher sensitivity to culturally different students was also 

addressed by Gay (1993) speaking about ethnic minorities and educational equality and 

the classroom teachers’ attitudes, expectations, and competencies in promoting 

educational inequalities for ethnic minority students who asked a defining question on 

this issue.  “How can teachers who have grown up in ethnically, isolated communities 

and in a raciest society teach ethnic minorities as well as they can Anglos”?  She further 

emphasizes that this question is crucial in equations of educational inequality especially 

when most teachers are culturally white, culturally Eurocentric, middle class, and trained 

in White Eurocentric colleges and universities to teach White, Eurocentric students.  

Furthermore, most teachers know little about different ethnic groups’ life-style or 

learning habits and preferences.  They tend to be uncertain and insecure about working 

with African American, Hispanic, Asian, and Indian students and to have low 

expectations of achievements for these students.   

In order to over come this shortcoming she makes four proposals:  First, because 

teachers play such a central role in the kinds of educational opportunities their students 

receive in the classroom their reeducation should involve a self-knowledge where 
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teachers along with other school administrators and support staff should become familiar 

with their attitudes and behaviors they have toward different ethnic groups, and how 

these attitudes manifest themselves in school functions, and their impact on minority 

students self-concept, academic abilities, and educational opportunities.   

Second, in order to illuminate the concept of comparable human worth between 

White and ethnic minority students, understand the differences in codes between 

themselves as middle-class Anglos and ethnic minority students and how these codes 

manifest themselves in the classroom and how instructional processes can be restructured 

to accommodate them better.   

Third, the teacher should focus their reeducation and development of technical 

instructional skills that are more appropriate for use with ethnic minorities (e.g., 

understanding the specific traits of different teaching and ethnic learning styles).  Fourth, 

emphasis should be placed on the retraining of teachers, along with others in the 

education environment including administrators, and other school support staff on 

educational equality in public relations skill development with ethnic parents, and ethnic 

community resources to help in the education process. 

Socio-Cultural Theory 

The Socio-cultural Theory according to Rodriguez et al. (2006) describes three 

principles that guide this theoretical framework.  The first is principle is that development 

and learning occur within the socio-cultural context of the classroom and is defined by 

interaction between student and teacher.  According to Scribner and Reyes (1999) the two 

aspects of the developmental and socio-cultural should involve the developmental level 
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of the students and the mental model the teacher holds about teaching and working with 

culturally diverse students. 

The second principle is the social interaction which is considered critical to 

development and learning in the classroom environment.  This idea is explained based on 

Vygotsky (1962) theory of The Zone of Proximal Development in the area of scaffolding.  

Peregoy and Boyle, (2001) describe scaffolding as a temporary support to the learner 

based on the notion that what a learner can not do today without help today, she/he can 

do alone tomorrow.   

While the concept of scaffolding is normally geared towards the intellectual skills 

and competencies, it takes on additional meaning in the culturally relevant classroom.  

The idea is that in a culturally relevant classroom scaffolding occurs when a more expert 

learner with a particular competence works with a novice learner who has yet to acquire 

that competence.  The end product is that teachers and students who have varying degrees 

of competency in one or more cultural orientations can gain greater insights on each of 

cultural orientations present in the classroom.  Thus, scaffolding promotes social 

interactions and the development of multicultural competencies within a culturally 

diverse classroom as it supports academic achievement of which involves the African 

American Adolescent learner.  

The third socio-cultural principle claims that development and learning do not 

occur in a static environment.  Instead it occurs in a classroom environment that’s ever-

changing because of the dynamics of social and political contextual influences.  Because 

of the dynamic interactions of the culturally responsive classroom, opportunities are 
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always available for student and teacher interactions.  For teachers opportunities to gain 

more knowledge of who their students are culturally and developmentally are always 

available.  According to Moses and Cobb (2001) in this kind of environment students are 

made conscious of the social and political marginalization of minorities that impact their 

under representation in higher education, and students can also see their current efforts to 

develop as scholars and leaders to not only transform themselves but their communities.  

In summary there has been a divergence of research perspectives and theories 

supporting Crumly and Hyers (2003) assertion that intergroup competence is the ability 

to effectively interact with people of different backgrounds, particularly as it applies to 

the African American adolescent student learner in the academic environment.  There are 

citations by researchers like Phinney et al. (1997) who explain inter-group relations 

among adolescents from differing backgrounds as complex interactions through factors 

that are developmental, social, and contextual.    

In the literature on racial micro-aggression (Wing Sue, 2007) it is pointed out that 

the negative experiences encountered by ethnic minorities through subtle acts of 

discrimination described as racial microaggressions, microassults, microinsults, and 

microinvalidtions are avenues that affect African American identity in various social 

situations in society at large.  The Yee and Brown (1992) ingroup bias experiment using 

children ranging in ages 3,5,7, and 9 years of age on ingroup and out group bias gives 

perspective on how social situations within the school environment influence African 

American student identity at such early stages in life.   The argument made by Shade and 

New (1993) that teaching materials that ignore the perspectives and the experiences of 
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children of color make conceptualizations of the material almost impossible in shaping 

ethnic identity in the academic context. 

The research of Wong et al. (2003) gives another perspective that explains the 

impact of promotive and risk factors on African American adolescent student experience 

and how these factors are manifested contextually and environmentally in the school and 

community environment, as proposed by the socio-cultural theory.  Similarly   

Bronfenbrenner’s ecological systems model depicts some of the same social kinds of 

experiences from every level of society from a microsystem, mesosystem, exosysystem 

and macrosystem perspective and these systems influence on shaping ethnic identity in 

ethnic minorities from what he describes as the influence of the “ecological niche” on 

gender, social class, family, community, ethnicity, and culture.    

Regarding the academic achievement for ethnic minorities, several principals 

were proposed by Rodriquez et al. (2001) based upon the socio-cultural theory that 

teachers gain an understanding of their students’ cultural background, and utilize teaching 

practices that are culturally responsive.  Similarly, Gay (1993) emphasized the concept of 

teacher sensitivity with culturally different students with educational equality in the 

classroom teachers’ attitudes, expectations, and competencies.  All considered, in a 

diverse nation like the United States, ethnic identity is a critical component of the self-

concept, especially for those who are members of stigmatized cultures (Phinney & 

Chavira, 1992).  Furthermore, inter-group comparison research trends continue to prevail 

even to this day (e.g., Aneshensel et al., 2001; Cogburn et al., 2006; Cross, 1971; Cross & 

Vandiver , 2001; Phinney , 1990; Phinney, 1997). 
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                                             CHAPTER THREE 

METHODOLOGY 

 This chapter is devoted to providing detailed information about the methodology 

designed to substantiate specific hypotheses related to the overall mission of the proposed 

study.  More specifically, the chapter will contain information about sampling procedures, 

hypotheses to be tested, instruments used, procedures employed, and statistical 

techniques designed to analyze obtained information relative to an understanding of the 

relationship that potentially might exist among selected variables.  The variables chosen 

for this study are: ethnic identity, self-concept, interracial or inter-group interactional 

competence, anxiety, life satisfaction, and measures of achievement.     

All considered, theoretically and empirically it has been shown that the 

psychological aspect of ethnic identity in African American youth (e.g., Erickson, 1968; 

Cross, 1971), is a valid measure of their psychological well-being as it pertains to their 

self-esteem, life satisfaction (e.g., Jahoda 1958; Sellers et al., 1997; Tajfel & Turner, 

1979), along with their inter-group competence (e. g., Crumly & Hyers 2003; Phinney et 

al., 1997; Triandis, 1995; Tajfel & Turner, 1979).   

Hypotheses to be Tested  

Consistent with the overall purpose and objectives of this study, the following null 

hypotheses are proposed to be tested at a .05 level of statistical significance. 

1. There will be no significant relationship among variables of life satisfaction, 

self-esteem, ethnic identity, intergroup competence, perceived caring, 
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psychological sense of membership and academic achievement for African 

American high school students at selected grade levels. 

2. The academic achievement of selected sampled participants will have no 

significant relationship with regard to their levels of life satisfaction. 

3. There will be no significant relationship between self-esteem, ethnic identity, 

and mental health variables as measured by Becks depression inventory and 

Inter-group competence anxiety measures for African American high school 

students at selected grade levels. 

4. Measures of psychological well-being, perceived caring, and psychological 

sense of membership will not be a significant predictor of academic 

achievement for African American high school students at selected grade 

levels. 

5. Mental health variables, ethnic identity, life satisfaction, perceived caring, 

and psychological sense of membership measures will not significantly 

predict academic achievement of African American high school students at 

selected grade levels. 

6. There will be no significant difference in the academic achievement of 

subjects with high and low levels of anxiety and depression scores for 

African American high school students at selected grade levels. 

7. There will be no difference in predictability of academic achievement of 

male and female students with regard to their self-esteem, ethnic identity, 

intergroup competence, perceived caring and psychological sense of 
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membership for African American high school students at selected grade 

levels. 

Sample 

A sample of approximately 119 students was selected for this study from seven 

high schools in Southern Arizona.  All sampled students were African Americans and the 

sample consisted of 40 students in each of the respective 10th through 12th grades. 

Selected students approximately ranged in age from 15 to 17 years and the sample 

comprised an equal number of male and female subjects.  Both regular and special needs 

students were included in the sample.  Students were selected primarily on a voluntary 

basis.  To request voluntary participation, an oral presentation of the nature of the study 

in each high school was made by the principal investigator.   

Data Collection Procedures 

Permission to conduct the study in the selected school district and the use of students 

in selected grade levels was granted by the Research Project Director of the Office of 

Accountability and Research (Appendix B).  The proposal to conduct the study was 

submitted and reviewed by the University of Arizona’s committee on the Protection of 

Human Subjects and the Committee gave a written approval, suggesting conformity with 

human protection laws and conditions (Appendix C).  For collecting data for this study, 

packets of materials were prepared and given to students.  Disseminated packets included 

an instructional sheet, informed consent letter, parent consent letter, youth assent form 

(Appendix A) and copies of all self-administered questionnaire and instruments (tests).  

A meeting at each school was arranged through the school principal consisting of an open 
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forum in a designated place with interested African American student in each school 

sight.  Students were given packets of materials and were collectively given instructions 

on how the surveys and questionnaires in the packet were to be filled out.  Apart from 

instructions for completing questionnaires and tests, all potential participants were given 

information about the purpose of the study, time commitments, and specific directions for 

participating in the study.  The participants were also given assurances that their 

responses would be kept in strict confidence.  Participants were informed that their 

participation in the study was voluntary, and that they could withdraw their participation 

from the study at any time they wish to do so.  In order to protect the identity of 

participants, each one was assigned a numerical code and no names were used.  Students 

were instructed to return the packets to each participating high school’s central location 

(e.g., the principal’s office) for collection by the investigator.  The participants were told 

that free food coupons from a fast food restaurant like Pizza Hut, eegees, Burger King, or 

McDonald’s would be offered to them for participating in the study, and for completing 

and returning packets in a timely manner. 

Measures Used In the Study 

 This study used various measures and are summarized as the following:  

Measures included the Satisfaction with Life Scale (SLS), the Inter-group Anxiety (IA), 

the Beck Depression Inventory-Short form (BDI-S), the Multiethnic Group Ethnic 

Identity Measure (MEIM), the Rosenburg Self-Esteem Scale (RSES), the Perceived 

Caring Measure (PCM) and the Psychological Sense of Membership Scale (PSMS) and 

the Arizona Instrument to Measure Standards (AIMS).  
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Table 1 

Demographic Information of Participants 

________________________________________________________________________ 

  Demographic     (N = 119)  Percent 

________________________________________________________________________   

Gender 

     Male     44  37.0 
                Female     75  63.0 
 
 Grade 
     10th      31  26.1 
               11th       43  36.1 
               12th      45  37.8 
High School 
    #1      19  16.0 
    #2        6    5.0  
    #3      19  16.0 
    #4        2    1.7 
    #5      21  17.6 
    #6        9    7.6 
    #7        6    5.0 
    #8      21  17.6 
    #9                             16  13.4 
Self-Report Ethnicity 
   African American    98  82.4 
   Other      21  17.6 
 
Percent of Neighborhood that’s African American 
   00%        38  31.9 
   10%       42  35.3 
   20%       15  12.6 
   30%         6    5.0 
   40%         8    6.7 
   50%         2    1.7 
   60%         5    4.2 
   70%         2    1.7 
   80%         1      .8 
________________________________________________________________________ 
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Demographic Information of Participants Contd.. 

Percent of teachers/Culturally different 
  00%      20  16.8 
  10%      36  30.3 
  20%      15  12.6 
  30%        6    5.0 
  40%        6    5.0 
  50%        7    5.9 
  60%        3    2.5 
  70%        3    2.5 
  80%        6    5.0 
  90%      11    9.2 
  100%        6    5.0 
Percent of teachers/African American 
  00%      13  10.9 
    5%        1      .8 
  10%      39  32.8 
  20%      23  19.3 
  30%      13  10.9 
  40%      17  14.3 
  50%        7    5.9 
  60%        3    2.5 
  70%        2    1.7 
  90%        1      .8      
Dominant Language 
   English               112  94.1 
   Spanish        1      .8 
   Other         6    5.0 
Primary Language in the Home 
   English               109  91.6 
   Spanish        1      .8 
   Other         8    6.7 
Fathers Ethnicity 
    Mixed       16  13.4 
     African American    100  84.0 
   Caucasian         1      .8 
   Hispanic         2    1.7 
Mothers Ethnicity 
   Mixed       35  29.4 
   African American      66  55.5 
   Caucasian         4    3.4 
   Hispanic         1      .8 
________________________________________________________________________ 
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Survey Instruments 

A 14-item background questionnaire was used to gather information from study 

participants on their gender, age, grade, ethnic identity, percentage of their school and 

neighborhood that is African American to the best of their knowledge, the percent of their 

teachers from the same as well as other cultural backgrounds, the language they speak 

along with the primary language spoken in their home, and the ethnic background of their 

parents.  Each of the identity measures are worded as “What do you consider yourself to 

be?” Response options are the participant’s minority background (e.g., African American, 

European American, Mexican American, Asian American, Native American & other). 

The Satisfaction with Life Scale 

The Satisfaction with Life Scale (Diener, Emmons, Larsen, & Griffin, 1985) is a 

five item scale designed to measure global life satisfaction.  The items on this scale are 

designed for the subjects to express the degree of satisfaction with varied aspects of their 

lives in general.  The psychometric properties of this 5 item scale were established by 

administering it to a sample of 176 undergraduates at the University of Illinois enrolled in 

an introductory psychology class.  Diener et al, (1985) have consistently reported 

reliability coefficients of .80 and higher for short-term (two weeks and four years) 

administration of this scale.  Diener’s two month test-retest results obtained from 176 

undergraduates from the University of Illinois showed a correlation coefficient of .82, 

and the coefficient alpha was reported to be .87 (Diener et  al., 1985).    The SWLS item 

and factor loadings are as follows:  Item1) In most ways my life is close to my ideal 

(Factor loadings, .84) (Item Total correlations, .75); The conditions of my life are 
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excellent (Factor loadings, .77) ( Item Total Correlations, .69); I am satisfied with life 

(Factor loadings, .83) (Item Total Correlations, .75); So far I have forgotten the important 

things I want in life (Factor loadings, .72) (Item Total Correlations, .67); If I could live 

my life over, I would change almost nothing (Factor loadings, .61) (Item Total 

Correlations, .57).  The SWLS was used in more recent analyses to yield good results.  

Diener, Colvin, and Sandvick (1991) compared the SWLS to other related scales and 

found it to be valid and reliable for use with a variety of age groups and applications.  

Pavot et al, (1991) also found a high level of convergence on self and peer reported 

measures of subjective well-being and life satisfaction.    

The Inter-Group Anxiety Competence Measure 

The Inter-Group Anxiety Competence Measure is used for inter-group anxiety, 

which refers to “anxiety stemming from contact with out-group members” (W. G. 

Stephan & Stephan, 1985, p. 158).  Intergroup anxiety frequently occurs when members 

of different ethnic groups interact.  However, those who are more inter-group competent 

would feel less anxiety.  The Inter-group anxiety measure was adapted from Gudykunst 

(1998) and is a 10 item scale on which participants estimate their reactions to an inter-

group encounter on a 5-point Likert-type scale (1=almost never, 5=always).  This 

measure has been used in many studies with high reliability reported on most of the items.   

High internal reliability results were obtained on eight of the ten items on this scale in a 

most recent study by (Crumly & Hyers, 2003) on The Relationship Among Ethnic 

Identity, Psychological Well-Being and Inter-group Competence: An Investigation of 

Two Biracial Groups.  Of the ten items, items three and seven were dropped due to poor 
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internal reliability and individual scale items were averaged.  Statements on the 

questionnaire were worded as getting frustrated “with the group listed above”.  High 

scores indicated anxiety when interacting with other groups (Gudykunst, 1998).  Their 

study showed that for the intergroup competence measure, each participant group was 

given three measures that ask them to consider interacting with their own corresponding 

majority group (“majority measure’’) and minority group (“minority measure”) and 

interacting with ethnic groups other than one’s own (“other measure”).  Alphas for the 

majority measure were .89 for the Black/White sample and .90 for the Asian/White 

sample.  Alphas for the minority measure were .95 for the Black/White sample and .94 

for the Asian/White sample.  Alphas for the “other” measure were .80 for the 

Black/White sample and.86 for the Asian/White sample. 

Beck Depression Inventory 

The Beck Depression Inventory (Beck, Ward, Mendelson, Mock & Erbaugh, 

1961) is a 21 item self-report scale measuring supposed manifestations of depression.  

The internal reliability for the BDI ranges from .73 to .92 with a mean of .86 and similar 

reliabilities have been found for the 13 item short-form (Groth-Marnat, 1990).  The split-

half/ Cronbach’s Alpha has a split-half reliability co-efficient of .93. 

Multi-group Ethnic Identity Measure  

The Multi-group Ethnic Identity Measure (MEIM; Phinney, 1992) is a 12-item 

self-report inventory designed to assess the degree to which a person identifies with and 

affirms his or her ethnic group and it also utilized across ethnic groups (e.g., African 

American, Asian American, European American, Hispanic/Mexican American, and 
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Native American).  Respondents are presented with statements to which they indicate 

their agreement on a 4-point Likert scale.  The overall score is obtained by averaging the 

item scores.  Scores range from 1 to 4; the higher the score, the more strongly the 

respondent identifies with and feels attached to his or her ethnicity.  The MEIM includes 

three subscales which assess various dimensions of ethnic identity namely: (1) a sense of 

belonging to one’s ethnic group; (2) participation in a process of learning about one’s 

ethnic identity; (3) involvement in behaviors that might characterize one’s ethnic group.  

The MEIM was normed with 407 high school adolescents and 136 college-aged students 

(Phinney, 1992).  Phinney reported Cronbach’s of .81 with high school students and .90 

with college students.  The factor structure of the MEIM was confirmed in a study with 

2,184 adolescents in which two factors were identified:  Identification and Exploration 

(Spencer, Icard, Harachi, Catalano, & Oxford, 2000).  Reliabilities for the two factors 

were .84 and .76 respectively. 

The Rosenberg Self-Esteem Scale 

The Rosenberg Self-Esteem Scale (Rosenberg, 1965) is a 10-item Likert type 

scale ranging from 1 (strongly disagree) to 4 (strongly agree) to which respondents 

indicate their agreements to the statements.  This scale has been widely used in research 

and found to be highly reliable.  The RSE attempts to measure a person’s global self-

concept and has been found to have a test-retest reliability (2-week interval) of .85.  A six 

item version of the scale is also available which has been shown to have good internal 

consistency with African American adolescents (McCreary et al., 1996) with an internal 

consistency Cronbach’s alpha equaling 0.78.  It has also been found to correlate highly 
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(.60) with the Coopersmith Self-Esteem factor in Inventory and a psychiatrist’s rating of 

self-esteem (.56; Rosenberg, 1979).  Moreover, the 10-items factor into two dimensions, 

namely, a positive self-esteem factor and a negative self-esteem factor.  Examples of 

positive and negative items from each dimension are, (“I feel that I have a number of 

good qualities”) and (“I feel that I do not have much to be proud of”).  

Perceived Caring Measure  

This is a 10 item measure of the student’s ratings of their teachers caring attitude 

towards students in the instructional context (Teven & McCrosky, 1995).  The items 

utilized for this measure were part of 22 item bipolar scale in the original study in which 

competence and trustworthiness were part of by (McCrosky & Young, 1981).  The 

perceived caring construct was part of the ten items that were left to measure what the 

researchers presumed would be perceived caring.  The negative half of the bipolar 

construct perceived caring was left out of my study because of the likert (SA) to (SD) 

format I am employing for my study methodology.  The Likert should serve the same 

purpose of ascertaining the same information as the negative side of the perceived caring 

bipolar construct with the (SD) response.   

The factors in this measure that have been advanced which are believed likely to lead 

students to perceive the teacher as caring about their welfare are:  empathy, 

understanding, and responsiveness (McCrosky, 1992).  This measure is structured in a 

Likert-type format where participants will respond by circling responses ranging from 

Strongly Agree (SA) to Strongly Disagree (SD).  This proposed scale is part of the Teven 

& McCrosky, (1995) study measuring the relationship of perceived teacher caring with 
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student learner and teacher evaluation.  The results of the scales measure regarding the 

perceived caring construct is reported to have good face validity and it was found to have 

an alpha reliability of .95. The researchers of this study also indicate that in order to avoid 

item response bias the polarity of half of the 22 scales were reversed.   Their description 

perceived caring involved the following descriptors:  (A) empathy, which is described as 

the capacity to see a situation from the point of view of another person and feel how they 

feel about it Research by Stiff, Dillard, Somera, Kim, and Sleight (1988) supports 

strongly the theory that prosocial behavior is best interpreted by altruistic motives.  

Hence, when students observe teachers behaving in a positive way towards them, it is 

reasonable to interpret that behavior as motivated by the teacher’s genuine care for them 

as students.  Some teachers in instructional situations are able to see things from the 

student’s perspective, while others seem unable or unwilling to do so.  When a teacher in 

instructional situations are perceived to understand the student’s point of view and 

respect it, the teacher may be given more credibility, and the student is more likely to 

believe the teacher cares about them. (B) Understanding which is the ability to 

comprehend another person’s ideas, feelings and needs.  Perceived understanding has 

been found to have a positive impact in a variety of communication contexts (Cahn, 1986; 

Cahn & Shulman, 1984; Cushman, & Cahn, 1985).  Some teachers are quite good at 

determining when students are having a problem personally, or even with course content, 

while others seem very insensitive to these things.  Those teachers who seem able to 

understand this may indeed have more experiences that they can attribute to this ability.  

The idea is that when students observe a teacher exhibiting such understanding, they may 
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be more likely to perceive the teacher as caring about them.  (C) the third factor of 

perceived caring is responsiveness. “Responsiveness is exhibited when teachers react to 

the student needs or problems quickly, or when a teacher is attentive to the student, or 

finally when the teacher shows that he/she listens to what the student says” (McCrosky, 

1992).  Responsiveness has been found to be very important to the way teachers are 

perceived by their students (Robinson, 1995; Thomas, Richmond, & McCrosky, 1994).  

A responsive teacher recognizes and reacts to their students needs, while a highly 

unresponsive teacher is enslaved to the lecture to the extent that he/she reads the lecture 

to the students.  Conversely, an interactive and responsive teacher has the ability to 

modify his/her behavior through out a class depending on how the students are reacting in 

that class.  Students who see that a teacher regularly responds to their needs in various 

contexts may also be perceived as caring about them. 

Psychological Sense of Membership Scale 

Goodenow’s (1993) Psychological Sense of School Membership Scale (PSSM) is 

a measure of adolescent’s perceived sense of their sense of belonging is to school 

environment or psychological membership of the school community.  The PSSM is an 

18-item scale that has been normed on an ethnically and socioeconomically diverse 

sample of urban and suburban students (Goodenow, 1993).  The Internal consistency 

reliability was acceptable for an attitude scale, ranging from .77 to .88 for different 

samples. 
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Debriefing 

 Following completion of data collection procedures, students, parents and school 

administrators were debriefed verbally and in writing regarding the nature of their 

participation in the study.  This researcher’s contact information was made available to 

the parents, students, and administrators on the instructional sheet flyer for any questions. 

Statistical Analysis of Data  

Since the major purpose of this study, involved an examination of inter-relationship 

among selected variables of self-esteem, ethnic identity, life satisfaction, mental health 

measures, and academic achievement of African high school students, the collected data 

on these variables were analyzed by the use of three types of statistical paradigms.  The 

Statistical Package for Social Sciences (SPSS) for Windows 16.0 (SPSS, 2006) was used 

for the data analyses.  First, with the demographic information obtained scores on the 

instrument used in this study was analyzed by employing descriptive statistics such as 

indices of variability and central tendency statistics.  Such analysis helped in describing 

typical performance patterns of subjects on various measures.  The second set of 

statistical techniques that was used in the study consisted of the commonly used Pearson 

product capital, moment, correlation procedure.  The purpose of the use of the 

correlational procedure was to examine the magnitude of relationship among variables.  

The intent in examining the relationship was to look at the statistical significance of 

relationships among various variables.  The strength of relationship among variables will 

help make inferences about the statistical significance of relationship in predicting 

criterion variables of interest as hypothesized in the hypothesis section of the study.  To 
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examine the predictability of variables further, data was analyzed using a multiple linear 

regression analysis particularly to examine the predictability of certain predictor variables 

such as self-esteem, life satisfaction, and mental health measures for criterion variables of 

academic achievement.  The purpose of the multiple linear regression analysis was 

employed to look at how each independent variable made a contribution to the prediction 

of achievement used in the regression equation as a dependent variable.   The third and 

final statistical procedure consisted of a factorial analysis of variance (ANOVA) for 

making inferences about the impact of independent variables on academic achievement 

measures.   The variables that went into the ANOVA consisted of gender, life satisfaction 

measure, mental health measures, and ethnic identity as independent variables.  Gender 

was used as a partitioning variable in the ANOVA analysis.  The obtained F-Ratios were 

examined for their statistical power by using Cohen’s effect 
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CHAPTER FOUR 

RESULTS OF THE STUDY 

 This chapter is devoted to examine the obtained findings in light of major 

hypotheses as stated in Chapter 3.  In order to describe the findings, each hypothesis is  

re-stated and the results obtained from statistical analyses associated with each 

hypothesis are described.  The decision about accepting or rejecting the stated hypotheses 

is made at the .05 alpha level.   

Relationship among Life Satisfaction, Self-esteem, Ethnic Identity, Inter-Group 

Competence, Depression and Academic Achievement 

Hypotheses 1 was developed to examine whether there is any significant 

relationship among the measures of satisfaction with life, self-esteem, ethnic identity, 

inter-group competence, and academic achievement.  The results related to hypothesis 1 

are summarized in Table 2.  The obtained findings as presented in Tables 2, suggest that 

obtained correlation coefficients between SWL, SE, EI, ICA and all three academic 

achievement measures ranged from -.03 to .27.  Significant relationships -.26** (r² = .07) 

were only found between student reported MG and SWL, and between objective RSS and 

ICA .27** (r² = .07), and the BDI with student reported MG .21* (r² = .04).  Additional findings 

show that the PSSM variable was significantly correlated with all three of the student 

reported reading .210* (r² = .04), writing -.305* (r² = .09), and math-.231* (r² = .05), grades 

and the PC variable significantly correlated with all three of the AIMS reading, -.200* * 

(r² = .04), writing, -.359** (r² = .13) and math -.196* (r² = .04) test scores. 
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Table 2 : The Relationship Among  SWL, RSES, MEIM, ICA, and Academic Achievement   

________________________________________________________________________ 

                               Objective Test Scores                                 Self- Reported Grades 
                    
                           Reading    Writing    Math                        Reading     Writing       Math 
 Measures 
                          

1. SWL              -.085          -.184          .021               -.084         -.068         -.256**                                          
   2. RSES              .065           .050          .154               -.033          .016           .034                                        
   3. MEIM           -.054           -.040          .049                .023          .018  .045                                                                                                       
   4. ICA                .268**       .060          .179                                -.142             -.071         -.148 
   5. BDI                .004            .012         -.100               -.094            -.105           .210* 
   6. PSSM             .025           -.025          .082                                .210*          -.305*        -.231*  
   7. PC                 -.200*         -.359**    -.196*                               .110             .098          -.063 
______________________________________________________________________________                                                                                               

 
Note. 1. SWL = Satisfaction with Life, SES = Rosenburg Self-esteem Scale, MEIM = 
Multi-Ethnic Identity Measure, ICA = Inter-group Competence Measure, BDI = Beck, 
Depression Inventory, PSSM = Psychological Sense of Membership, PC = Perceived 
Caring     
  
Note. 2 * p < .05 level  
          ** p < .01 level 
 

These results suggest that while the SWL variable and the SRG variable are 

significantly correlated, there is a negative relationship between the two.  In contrast, the 

significant correlation between the ICA and AIMS reading test score shows a positive 

relationship between the two variables.  The PSSM variable was significantly correlated 

with all three of the student reported reading, writing, and math grades, but only positively 

correlated with the SRG.  Lastly, the PC variable was shown to be significantly correlated 

with all three of the AIMS reading, writing and math test scores, however the 

relationships were all found as negative.     

Hypothesis two was intended to examine whether there is any significant 

relationship between academic achievement indicators and SWL.  Based upon the 
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correlation coefficients as presented in Table 2 the only significant relationship was found 

between SWL and self – reported MG.   This result indicated however that the relationship 

between these two variables is negative and that the SWL variable is not significantly 

correlated with any of the other achievement indicators.   

The third hypothesis focused on the exploration of the relationship between self-

esteem, ethnic identity, and mental health variables as measured by the Beck depression 

inventory, and intergroup competence anxiety measures.  Results indicate no significant 

relationships were found between measures of SE -.15 (r2 = .02), depression .13 (r2 = .02), 

MEIM -.04 (r2 = .0014), and ICA.  Findings are summarized in the following table.   

Table 3: The Relationship among RSES, BDI, MEIM, and ICA 

_______________________________________________________________________                            

 Measures             RSES  BDI       MEIM    
                                      
   1. ICA                 -.150                .133         -.038                                                                                                                                                 
______________________________________________________________________________                                                                                                

 
Note. 1. SES = Rosenburg Self-esteem Scale, MEIM = Multi-Ethnic Identity Measure, 
ICA = Inter-group Competence Anxiety, BDI = Beck Depression Inventory.     
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Hypothesis four was intended to look at the predictability of academic 

achievement as measured by six indicators using a simple linear regression analysis.  The 

three AIMS test scores, as well as the student reported RG, WG, and MG served as 

dependent measures.  The independent variables (SWL, SE, PC, and PSSM) were used as 

predictor variables.  Table 4, 5, and 6 displays the summaries of each independent 

variable’s unique contribution to the prediction of the six academic achievement 

indicators (three AIMS scores and self reported grades in reading writing and math). The 

results of hypothesis four as summarized in table 5 indicate that SWL, SE, PC, and PSSM 

only significantly predicted the AIMS WSS (R2 = .149, R2 
adj. = .114, F (4, 99) = 4.33, p 

= .003), however these predictor variables did significantly predict all three of the student 

reported RG(R2 = .085, R2 
adj. = .052, F (4, 113) = 2.62, p = .04), WG(R2 = .142, R2 

adj. 

= .111, F (4, 113) = 4.66, p = .002), and MG (R2 = .129, R2 
adj. = .098, F (4, 113) = 4.17, p 

= .003).  With regard to the PC measure, its purpose according to the proposed research 

of (Teven & McCrosky, 1992) is to measure the academic achievement of students of 

color through their observation of whether the classroom teacher demonstrates cultural 

sensitivity by a consistent display of empathy, understanding, and responsiveness to their 

culture needs in the classroom setting.  Similarly viewed, the PSSM measures academic 

achievement is measured by the student of color feelings of school connectedness and 

belongingness referring to the extent to which they feel personally accepted, valued, 

supported, and encouraged by the teacher, peers, and other adults in the overall school 

environment ((Booker, 2006; Goodenow & Grady, 1993).  
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The SWL, SE, PC, and PSSM variables did not predict any of the other measures 

of achievement.   A review of the beta weights in Table 6 indicated that independently 

PC significantly predicted academic achievement as measured by two of the AIMS scores 

WSS (β = -22.802, t (103) = -3.347, p = .001), MSS (β = -17.692, t (105) = -2.26, p = .03) 

and student reported RG (β = .442, t (117) = 2.196, p = .03) and WG (β = .400, t (117) = 

2.45, p = .02) .  The PSSM variable made a significant prediction of academic 

achievement as measured by all three student reported RG (β = -.842, t (117) = -2.687, p 

= .008), WG (β = -1.009, t (117) = -3.971, p = .000) and MG (β = -.801, t (117) = -2.49, p 

= .02). The SWL variable made a significant prediction of academic achievement as 

measured by the student reported MG (β = -.561, t (117) = -2.977, p = .004)   

Table 4: Regression Coefficients – Model Summary based on Life Satisfaction, self-
esteem, Perceived Caring, Psychological Sense of Membership                                                                                         
________________________________________________________________________ 

        Model                               R                    R2                     R2
adj.                 SE                       

________________________________________________________________________ 

             1 
  RSS  .231  .053    .015  41.86 
  WSS  .386  .149    .114  39.05 
  MSS  .276  .076    .040  45.41 
  RG  .291  .085    .052               1.23 
  WG  .376  .142    .111               1.00 
  MG  .359  .129    .098               1.27 
________________________________________________________________________ 
 
Note.1 RSS = Reading Scale Scores, WSS = Writing Scale Scores, MSS = Math Scale 
Scores, RS = Reading Grades, WS = Writing Grades, MS = Math Grades 
Note. 2 Adjusted R-squared = R2 

adj.  
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Table 5:  ANOVA Summary of Regression Analysis based on Life Satisfaction, self-
esteem, Perceived Caring, Psychological Sense of Membership 
________________________________________________________________________

Source           SS           df        MS             F         P 

________________________________________________________________________ 
 
Regression         9871.102                4              2467.890                 1.408       .237 
Residual         175254.403            100             1752.544 
Total            185125.962       104 
 
Regression        26387.102           4  6596.776         4.326*       .03 
Residual         150982.191         99             1525.078 
Total            177634.800       103 
 
Regression       17177.455            4   4294.364         2.082       .09 
Residual         208285.602        101             2062.234 
Total            225463.057        105 
 
Regression              15.888                 4         3.972               2.62*       .04 
Residual      171.578        113                   1.518 
Total       187.466        117 
 
Regression        18.590                 4        4.648                4.66**            .002 
Residual      112.698        113                    .997 
Total       131.288        117 
 
Regression        26.745            4         6.686               4.172**         .001 
Residual               195.524             116                   1.686 
Total       211.277        118 
________________________________________________________________________
Note.1 Dependent variables: RSS, WSS, MSS, RG, WG, MG respectively  
 
Note. 2    Significant at the < .05 level * 
                Significant at the <.01 level ** 
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Table 6:  Summary of Standard Multiple Regression Analysis Variables Predicting 
Academic Achievement 
________________________________________________________________________ 
 
 Variable     B  SE B     β     t     p 
________________________________________________________________________ 
RSS 
Life Satisfaction        - 4.491            7.201  -.068   -.624  .53       
Self Esteem                  5.540             9.401   .062                  .589               .56  
Perceived Caring       -13.861  7.221   -.207            -1.920  .06 
Psychological Sense   9.969           11.006    .094     .906  .37 
of Membership 
_______________________________________________________________________     
WSS                            
Life Satisfaction        - 8.630            7.290  -.129          -1.184  .24 
Self Esteem                  5.532             9.008                 .063                .614                 .54  
Perceived Caring      - 22.802             6.812  -.346          -3.347**  .001 
Psychological Sense   11.165           10.465    .106            1.067  .29 
_______________________________________________________________________   
MSS 
Life Satisfaction          1.591           7.808    .022    .204  .84   
Self - Esteem             11.544           10.188                  .117                1.133               .26 
Perceived Caring      -17.692             7.824   -.239            -2.261*   .03 
Psychological Sense  15.863          11.890    .136   1.334   .26 
_______________________________________________________________________   
RG 
Life Satisfaction  -.203  .183  -.108           -1.108   .27 
Self - Esteem                 .105              .252                 -.039                  .417                .68 
Perceived Caring           .442  .201  .216  2.196*   .03 
Psychological Sense     -.842  .314  -.255            -2.687*   .01    
________________________________________________________________________   
WG 
Life Satisfaction          -.142  .149   -.090  -.955  .34 
Self – Esteem                .225               .204                   .100              1.102                .27 
Perceived Caring           .400  .163    .233  2.448*  .02 
Psychological Sense   -1.009  .254   -.365            -3.871*  .00  
________________________________________________________________________ 
MG 
Life Satisfaction  - .561             .188  -.283           -2.977*            .004       
Self Esteem                    .328             .259   .116                1.267              .21  
Perceived Caring            .196  .207   .091    .949            .35 
Psychological Sense   -.801  .322  -.231            -2.488*            .01 
________________________________________________________________________ 
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In summary, with regard to the hypothesis four, the variables of SWL, SE, PC, 

and PSSM predictor variables only made significant contributions to the prediction of the 

AIMS WSS in addition to the student reported reading and writing grades.   

Hypothesis five was intended to look at the predictability of academic 

achievement in the areas of math, reading and writing by use of AIMS and self reported 

grades by using the BDI, ICA, MEIM, SWL, RSES, PC, PSSM variables as predictors 

into the regression equation.  Table 7, 8, and 9 displays the summaries of each variable’s 

unique contribution to the prediction of the six academic achievement measures.  Results 

presented in Table 8 indicated that these predictor variables did significantly predict 

academic achievement as measured by all three AIMS RSS (R2= .154 R2
adj. = .092, F (7, 

95) = 2.476, p = .02), WSS (R2= .168 R2
adj. = -.106, F (7, 94) = 2.709, p = .01), MSS 

(R2= .133 R2
adj. = .070, F (7, 96) = 2.105, p = .05).  These predictor variables also made a 

significant prediction all three of the student reported RG (R2= .136 R2
adj. = .079, F (7, 

108) = 2.419, p = .02), WG (R2= .160 R2
adj. = .106, F (7, 108) = 2.95, p = .01), and MG 

(R2= .211 R2
adj. = .160, F (7, 108) = 2.208, p = .000) as achievement indicators.   

A review of the Beta weights in Table 9 suggested that the PC made the most 

significant contribution to the model by predicting academic achievement as measured by 

the three AIMS reading (β = -.294, t (103) = 2.105, p = .02), AIMS writing (β = -.378, t 

(101) = 2.709, p = .01), and AIMS math (β = -.294, t (103) = 2.105 p = .05) test scores.  

The ICA predictor variable contributed significantly to the model in the prediction of 

achievement as measured by the AIMS reading (β = .320, t (102) = 3.310, p = .001), and 

AIMS math (β = -.242, t (103) = 2.489, p = .02) test scores. The PSSM contributed 
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significantly as well by predicting academic achievement with student reported RG (β = -

.268, t (115) = -2.789, p = .01), WG (β = -.369, t (115) = -3.899, p = .000) and MG (β = -

.246, t (115) = -2.677, p = .01).  The student reported MG were also significantly 

predicted by the ICA measure (β = -.171, t (115) = -1.960, p = .05), the SWL measure (β 

= -.227, t (115) = -2.362, p = .02), the SE measure (β = .237, t (115) = 2.218, p = .03) and 

the BDI measure (β = .287, t (115) = 2.622, p = .01). 

Table 7:  Regression Coefficients – Model Summary Based on Independent Variables: 
BDI, ICA, MEIM, SWL, RSES, PC, PSSM 
________________________________________________________________________         

Model                                          R                    R2                     R2
adj.               SE   

________________________________________________________________________                    
1 

RSS                               .393  .154    .092              40.54                  
            WSS                              .410  .168    .106              39.59 
            MSS                              .365  .133    .070            44.86   
            RG                                 .368  .136    .079              1.22 
            WG                .400  .160    .106              1.01 
 MG                .459  .211    .160              1.23 
________________________________________________________________________ 
 
Dependent Variables: RSS = Reading Scale Scores, WSS = Writing Scale Scores, MSS = 
Math Scale Scores, RG = Student Reported Reading Grades, WG = Student Reported 
Writing Grades, MG = Student Reported Math Grades 
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Table 8:  ANOVA Summary of Regression Analysis Based on independent variables BDI, 
ICA, MEIM, SWL, RSES, PC, PSSM 
_______________________________________________________________________                          

Source              SS  df         MS     F                  P 

________________________________________________________________________ 

Regression 28483.033       7 4069.005          2.476*               .02 
Residual        156146.404            95 
Total           184629.437          102 
 
Regression  29729.312              7 4247.045  2.709*    .01 
Residual         147364.031            94         1567.702 
Total            177093.343          101 
 
Regression 29651.470              7 4235.924   2.105*              .05 
Residual        193170.530                  96 
Total           222822.000          103 
 
Regression            25.338      7        2.620   2.419*              .02 
Residual     161.628          108                1.497 
Total      186.966          115 
 
Regression        20.956                    7        2.994    2.946*    .01 
Residual     109.734          108                1.016 
Total      130.690          115 
 
Regression       43.575              7        6.225          4.126**    .000 
Residual     162.933          108                1.509 
Total      206.509          115 
_____________________________________________________________________ 
Note.1 Dependent Variables RSS, WSS, MSS, RG, WG, MG,  
Note. 2  * p <.05* 
           ** p < .01 
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Table 9 
Summary of Standard Multiple Regression Analysis Variables Predicting Academic 
Achievement  
________________________________________________________________________ 
 
 Variable     B  SE B     β     t     p 
________________________________________________________________________ 
RSS: 
Beck Depression  - .598          14.957   -.005    -.040  .97 
Intergroup Anxiety     33.128          10.008                  .320                3.310**          .001 
Ethnic Identity            -7.009            9.527                 -.072                 -.736              .46 
Life Satisfaction         -2.875            7.189                 -.044                  -.400              .69 
Self – esteem                9.688          10.858                  .108                   .892              .38 
Perceived Caring       -17.431            7.180  -.260    -2.428* .02 
Psychological Sense   11.434           11.029   .106     1.037 .30 
Membership   
________________________________________________________________________ 
WSS: 
Beck Depression        -7.408           14.623                 -.061                 .507                .61 
Intergroup anxiety      11.784            9.774                  .116               1.206                .23 
Ethnic Identity            -4.153            9.404                 -.043                -.442                .66 
Life Satisfaction        - 8.768             7.576                -.131               -1.157                .73 
Self – esteem               3.687           10.926                  .042                  .337                .23 
Perceived Caring       -24.940            7.104   -.378            -3.511**  .001 
Psychological Sense   12.853          11.032    .120   1.165   .247 
of Membership 
________________________________________________________________________                  
MSS: 
Beck Depression         -9.592          16.495                 -.072                  -.582               .56 
Intergroup anxiety      27.179          10.920                  .242                  2.489*            .02 
Ethnic Identity              2.311         10.468                  .022                    .221               .83 
Life Satisfaction           2.065            7.940                  .029                    .260              .80 
Self – esteem              16.216          11.955                  .165                   1.356             .19 
Perceived Caring        -21.668          7.929   -.294     -2.733**   .007 
Psychological Sense   14.802          12.122    .125      1.221   .23 
of Membership   
________________________________________________________________________ 
 

   *p <.05 
** p < .01 
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Table 9 Contd. 
________________________________________________________________________ 
  

Variable     B  SE B     β     t     p 
________________________________________________________________________ 
RG: 
Beck Depression          -.656               .429                  -.175                 -1.528            .13 
Intergroup anxiety       -.417               .272                  -.140                  -1.537           .13 
Ethnic Identity              .202               .270                   .069                     .747           .46 
Life Satisfaction          -.294               .189                  -.156                   -1.552          .12 
Self – esteem               -.229               .302                   -.084                   -.756            .45  
Perceived Caring          .412  .204                    .201       2.020*         .05 
Psychological Sense    -.899  .322   -.268                 -2.789*  .01 
of  Membership 
________________________________________________________________________ 
 
_______________________________________________________________________
WG: 
Beck Depression         -.449                .354                 -.143                  -1.270           .21 
Intergroup anxiety      -.134                .224                 -.054                    -.601            .55 
Ethnic Identity             .172                .222                  .071                     .773            .44 
Life Satisfaction         -.198                .156                 -.126                   -1.272           .21 
Self – esteem                .002                .249                  .001                      .010           .99 
Perceived Caring          .367  .168   .214       2.185* .031 
Psychological Sense  -1.036  .266  -.369     -3.899* .000 
of Membership 
_______________________________________________________________________ 
 
________________________________________________________________________ 
             
MG: 
Beck Depression         1.129               .431                 .287                 2.622*             .01 
Intergroup anxiety       -.534               .273                -.171                -1.960*  .05 
Ethnic Identity              .195               .271                 .064    .720  .47 
Life Satisfaction          -.449               .190                -.227                -2.362*  .02 
Self – esteem                .673  .304  .237  2.218*  .03  
Perceived Caring          .327  .205  .152  1.597  .11 
Psychological Sense    -.867  .324            -.246            -2.677*  .01  
of Membership  
________________________________________________________________________ 
Note.  Summary of Standard Multiple Regression Analysis Variables Predicting 
Academic Achievement for (RSS, WSS, MSS, RG, WG, MG)  
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In summary the results obtained from the regression analyses about hypothesis 

five indicated that the BDI, ICA, MEIM, SWL, RSES, PC, PSSM predictor variables did 

significantly predict academic achievement as measured by the AIMS reading, writing 

and math test scores as well as the student reported reading, writing and math grades.   

Hypothesis six was aimed at examining the effect of high and low levels of 

depression and anxiety on six indices of academic achievement (as measured by scores 

on AIMS as well as by self reported grades for reading, writing and math).  Two separate 

factorial (two levels of anxiety and gender x two levels of depression and gender) 

analysis of variance were performed to examine the effect of anxiety and depression.  In 

order to examine the effect of anxiety and depression, two levels of anxiety and 

depression (high and low) were obtained by taking the above the median scores as high, 

and below the median scores as low levels of anxiety and depression.  The results of the 

analysis as summarized in the Tables 10 and 11 indicate that the main effect for anxiety 

and gender was found to be statistically significant.  The results therefore suggested that 

there were significant differences in achievement on the RSS between males and females 

with female subjects scoring significantly higher in reading (F = 6.249, df = 1, p = .01).  

Findings in Table 10 show that female subjects scored significantly higher in AIMS 

reading (M = 723. 8 SD = 39.7) as compared to their male counter parts (M = 711.25, SD 

= 59.2).      
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    Results in Table 11 also shows that there were significant differences in 

achievement on the math test scores between males and females with different levels of 

anxiety and depression with male subjects scoring significantly lower in math MSS (F = 

6.178, df = 1, p = .01 < .05).  These findings indicate from the MSS in Table 10 that 

female subjects having above the median scores on depression scored significantly higher 

on MSS (M = 693.6 SD = 24.7) as compared to males who scored lower on MSS with 

higher levels of depression (M = 689.71, SD = 31.07). With regard to anxiety female 

subjects with lower levels of anxiety scored higher on MSS (M = 716.19, SD = 27.6) in 

comparison to males with similar levels of anxiety (M = 699.58, SD = 53.5) for gender.  

This suggests that in terms of gender similar patterns of math performance was evident 

for males and females scoring above the median for anxiety.        

Furthermore, as shown from Table 11 there were significant differences in 

achievement on the student reported reading grades between males and females with 

male subjects scoring significantly higher on RG (F = 4.676, df = 1, p = .03 < .05).  

Findings from Table 10 displaying student reported RG indicate that males who had 

higher above the median scores for depression (M = 1.38, SD = 1.77) scored higher as 

compared to females for depression (M = 1.10, SD = 1.04).  With regard to anxiety, there 

were no significant differences in above the median self reported reading grades for 

males (M = 2.00, SD = 1.22) and females (M = 1.25, SD = .856) for gender.    

In contrast the main effect of gender and depression on RSS (F = .875, df = 1, p 

= .352), WSS (F = 1.645, df = 1, p = .203), WS (F = .756, df = 1, p = .386), and MG (F 

= .052, df = 1, p = .820), was not found to be statistically significant.   
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Table 10:  ANOVA Summary 

_______________________________________________________________________ 

                                                                        Academic Achievement,RSS 
Variable        BDI   IAM                 M                            SD 

________________________________________________________________________ 

Gender                    BDI 
 Male 
Main effect  Below median   683.28   34.64                             
                         Above median   714.83   35.49 
 
2 way effect     Below median              696.57   42.19 
                         Above median   711.25   59.22 
                         
                               IAM 
 Main effect      Below median   683.28   34.64 
                         Above median   711.25   59.22 
 
 2 way effect    Below median              696.57   42.19                    
                         Above median   714.83   35.49 
                          
           BDI 
  Females 
 Main effect      Below median   696.88   25.18   
                         Above median   701.86   47.41 
 
2 way effect     Below median              701.86   47.41 
                         Above median   716.08   39.53 
 
                                IAM 
 Main effect      Below median   696.88   25.18 
                         Above median   723.81   39.65 
 
2 way effect  Below median              701.86   47.41 
   Above median   716.08   39.53 
________________________________________________________________________  
 Note. BDI = Beck Depression Inventory, IAM = Intergroup Anxiety Measure 
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Table 10 Contd.:  ANOVA Summary 

________________________________________________________________________ 

                                                                Academic Achievement,MSS 
Variable        BDI   IAM                 M                            SD 

_______________________________________________________________________ 

Gender  
Male                       BDI 
Main  effect  Below median   689.71   37.07            
                        Above median   669.43   24.91 
  
2 way effect     Below median              661.33               24.91 
                         Above median   699.58    53.53   
                         
                               IAM 
 Main effect     Below median               689.71   37.07 
                         Above median   699.58   53.53 
   
2 way effect     Below median              669.43    24.91 
                         Above median   661.33             129.50 
                          
 Females                BDI 
 Main effect     Below median               693.56   24.71   
                         Above median   696.71   31.77 
 
2 way effect     Below median              716.19   27.60 
                         Above median   708.46   45.67 
 
                                IAM 
Main   effect     Below median   693.56   24.71   
                         Above median   716.19   27.60 
 
2 way effect     Below median              696.71   31.77  
   Above median   708.46   45.67 
_______________________________________________________________________  
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Table 10 Contd.:  ANOVA Summary 

________________________________________________________________________ 

                                                                Academic Achievement,RG 
Variable        BDI   IAM                 M                            SD 

________________________________________________________________________ 

Gender                    BDI 
Male 
Main  effect  Below median   2.133   1.884            
                        Above median   1.375   1.767 
  
2 way effect     Below median              2.000   1.224 
                         Above median   1.625   1.686   
                         
                               IAM 
 Main effect      Below median   2.133   1.884 
                         Above median   2.000   1.224 
   
 2 way effect    Below median              1.375   1.767 
                         Above median   1.625   1.685  
                          
           BDI 
  Females 
  Main  effect    Below median   1.350     .988   
                         Above median   1.095   1.044 
 
  2 way effect   Below median              1.250     .856 
                         Above median   1.333                             .840  
  
                                IAM 
   Main effect    Below median   1.350       .988   
                         Above median   1.250     .856 
 
  2 way effect   Below median              1.095   1.044  
   Above median   1.333     .840 
________________________________________________________________________ 
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Table 11:  A 2 x 2 (gender x depression) ANOVA Summary based on Academic 
Achievement   
________________________________________________________________________     

Source      df  F  P 

________________________________________________________________________ 
 
Gender       1  .875  .35 
Depression      1  .163  .69 
________________________________________________________________________
      
Note. Dependent Variable Academic achievement (RSS) Reading Scale Score  
                                                                                                                                 
________________________________________________________________________ 

Gender                                                             1                   1.65                  .20 
Depression                                                       1                     .097                .76 
 
________________________________________________________________________ 
 
Note. Dependent Variable Academic Achievement (WSS) Writing Scale Score 
 

________________________________________________________________________ 

Gender                                                            1                   6.178*               .02 
Depression     1          2.734                 .10 
________________________________________________________________________ 
Note. Dependent Variable Academic Achievement (MSS) Math Scale Score * p < .05 

________________________________________________________________________ 

Gender      1          4.670*  .03 
Depression                                                      1                   1.794                  .08 
 
________________________________________________________________________ 
Note. Dependent Variable Academic Achievement (RG) Reading Score * p < .05 
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Table 11 Contd.:  A 2 x 2 (gender x depression) ANOVA Summary based on Academic 

Achievement 

________________________________________________________________________ 

Gender      1            .756  .39 
Depression                                                      1                   3.176                  .08 
 
________________________________________________________________________ 
Note. Dependent Variable Academic Achievement (WG) Writing Grades 

________________________________________________________________________ 

Gender      1             .052  .82 
Depression                                                      1                      .231                 .63 
________________________________________________________________________ 
 
Note. Dependent Variable Academic Achievement (MG) Math Score 
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Table 11 Contd.:  A 2 x 2 (gender x anxiety) ANOVA Summary based on Academic 
Achievement   
________________________________________________________________________     

Source      df  F  P 

_______________________________________________________________________ 

 
Gender       1  .875  .35 
Intergroup Anxiety                                          1                   6.249*               .01  
 
________________________________________________________________________
      
Note. Dependent Variable Academic achievement (RSS) Reading Scale Score * p < .05 
                                                                                                                                 
________________________________________________________________________ 

Gender                                                             1                   1.65                  .20 
Intergroup Anxiety                                          1                     .615                .44 
 
________________________________________________________________________
Note. Dependent Variable Academic Achievement (WSS) Writing Scale Score 
 
________________________________________________________________________ 

 
Gender                                                            1                   6.178*               .02 
Intergroup Anxiety    1            .897                 .35 
________________________________________________________________________ 
Note. Dependent Variable Academic Achievement (MSS) Math Scale Score * p < .05     

________________________________________________________________________ 

Gender      1          4.670*  .03 
Intergroup Anxiety                                         1                   1.794                  .18 
 
________________________________________________________________________ 
Note. Dependent Variable Academic Achievement (RG) Reading Score * p < .05 
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Table 11 Contd. A 2 x 2 (gender x anxiety) ANOVA Summary based on Academic 
Achievement   
________________________________________________________________________ 

Gender      1            .756  .39 
Intergroup Anxiety                                         1                     .241                  .62 
________________________________________________________________________ 
Note. Dependent Variable Academic Achievement (WG) Writing Score 

________________________________________________________________________ 

Gender      1            .052  .82 
Intergroup Anxiety                                         1                   1.200                  .28 
________________________________________________________________________ 
 
Note. Dependent Variable Academic Achievement (MG) Math Score   
 

In summary the results obtained from ANOVA analysis indicated that depression 

did not have any significant effect on academic achievement indices of African American 

high school adolescents.  However, ICA had a significant impact on the RSS academic 

achievement indicator, while gender had a significant impact on the academic 

achievement MSS indicator and student reported self reported RG.  
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 Hypothesis seven examined whether there is difference in the predictability of 

academic achievement of male and female African American students by using as 

predictor variables of SE, MEIM, ICA, PC, and PSSM.  Findings are summarized in 

Tables 12, 13, and 14.  The results indicated that the independent variables used in this 

study did significantly predict academic achievement as measured by the AIMS WSS 

score for African American male subjects (R2 = .286, R2 
adj. = .178, F (5, 33) = 2.642 , p 

= .04).  Academic achievement was also significantly predicted as measured by the 

student reported RG (R2 = .269, R2 
adj. = .173, F (5, 38) = 2.793, p = .03), and WG (R2 

= .288, R2 
adj. = .195, F (5, 38) = 3.081, p = .02) for African American male subjects.   

A review of the beta weights in (Table 13) revealed that the PC contributed to the 

model in predicting the AIMS RSS academic achievement indicator (β = -.401, t (38) = -

2.553, p = .02) and the AIMS WSS (β = -.504, t (38) = -3.307, p = .02) for African 

American males. The PSSM measure significantly predicted academic achievement as 

measured by the student report RG (β = -.418, t (43) = -2.561, p = .02), WG (β = -.508, t 

(43) = -3.155, p = .01) and MG (β = -.415, t (43) = -2.483, p = .02).  Additionally, the 

MEIM has significantly predicted academic achievement with student reported RG (β 

= .360, t (43) = 2.406, p = .02), and WG (β = .330, t (43) = 2.234, p = .03).  Lastly, 

academic achievement as measured by the student reported MG was significantly 

predicted by the ICA measure (β = -.294, t (43) = -2.013, p = .05) for this male sample.  
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Table 12:  Regression Coefficients – Model Summary (Reading Scale Score) (Writing 
Scale Score) (Math Scale Score) (Reading Grades) (Writing Grades) (Math Grades) 
dependent variables respectively for males and females 
________________________________________________________________________   

                Male      Female 
             ______________________         ________________________ 

   Model R   R2   R2
adj.      SE                R          R2         R2

adj         SE 

________________________________________________________________________ 

  1 RSS .492 .243  .128 42.301   .400 .160 .088 38.860 

 WSS .535 .286  .178 50.759   .278 .077    -.004 29.304 

    MSS .384 .147 .018 61.181   .422 .178 .108 31.238 

    RG .518 .269 .173   1.476   .368 .136 .070         .912 

    WG .537 .288 .195   1.132   .358 .128  .062     .893 

    MG .481 .231 .130   1.281   .310 .096  .028    1.309       

________________________________________________________________________
Note. Adjusted R – squared = R2

adj. 
Note.  Independent Variables = Self – esteem, Ethnic identity, Intergroup competence, 
Perceived Caring, and Psychological Sense of Membership 
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Table 13 

ANOVA Summary of Regression Analysis (RSS) (WSS) (MSS) (RG) (WG) (MG)  

________________________________________________________________________   

                      Male     Female 
                ______________________         ________________________ 

      Source  df   F   P   df    F     p         

________________________________________________________________________ 

 Regression    5 2.113 .09     5 2.216 .07 
  Residual  33     58 
  Total   38     63 
________________________________________________________________________ 
Note. Reading Scale Score Analysis 
________________________________________________________________________ 
 
 
Regression    5 2.642* .04     5 .953 .46 
Residual  33     57 
Total   38     62 
________________________________________________________________________
Note. Writing Scale Score Analysis 
________________________________________________________________________ 
 
Regression    5 1.142 .36     5 2.552* .04 
Residual  33     59 
Total   38     64 
________________________________________________________________________
Note. Math Scale Score Analysis                                                                         
________________________________________________________________________
   
Regression    5 2.793* .03     5 2.216 .07 
Residual  40     58 
Total   43     63 
________________________________________________________________________ 
Note. Student Reported Reading Grade Analysis 
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Table 13 Cont.:  ANOVA Summary of Regression Analysis (RSS) (WSS) (MSS) (RS) 
(WS) (MS)  
________________________________________________________________________   

                      Male     Female 
                ______________________         ________________________ 

      Source  df   F   P   df    F     p         

________________________________________________________________________ 

  Regression  5 3.081* .02     5        1.940   .10     
  Residual  38     66   
  Total   43     71 
________________________________________________________________________ 
Note. Student Reported Writing Grade Analysis 
________________________________________________________________________ 
 
 
Regression    5 2.289 .07     5          1.407    .23     
Residual  38     66   
Total   43     71    
________________________________________________________________________
Note. Student Reported Math Grade Analysis 
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Table 14:  Summary of Regression Coefficients for Variables Predicting Academic 
Achievement  
________________________________________________________________________   

                      Male          Female 
                    ____________________     _____________________ 

      Variable     B       SE B       β      p        B           SE B          β           p          

________________________________________________________________________ 

SE             12.903 17.329   .136   .46  16.151       10.755     .185 .14 
MEIM             -9.930 16.642   -.099   .56   -2.895       11.575    -.030 .80  
ICA             34.617 18.027    .310   .06  27.921       12.084     .285* .02 
PC                  -26.481 10.371   -.401*  .02                -12.209        9.440     -.176      .20 
PSSM             -10.548 19.939   -.096    .08                  26.819      14.992     .247      .08 
________________________________________________________________________ 
 
Note.1Regression Coefficients as independent predictors of Reading Scale Scores 
 
Note.2 SE = Self = Esteem, MEIM = Multi Ethnic Identity Measure, ICA = Intergroup 
Competence Anxiety, PC = Perceived Caring, PSSM = Psychological Sense of 
Membership  
 
________________________________________________________________________   
 
      Variable     B        SE B       β      p        B           SE B          β           p          

________________________________________________________________________ 

SE           15.690   20.794   .134    .46    4.698         8.302    .075      .57 
MEIM          -18.468     19.969  -.148   .36    6.047         8.830    .089      .50        
ICA           29.351     21.632   .213    .85               1.701         9.120    .024      .85 
PC                -41.154     12.445  -.504**.002             -12.763        7.120   -.257      .08 
PSSM             3.466      23.926    .026   .89                 14.958      11.768    .187      .21            
________________________________________________________________________ 
Note.  Regression Coefficients as independent predictors of Writing Scale Scores 
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________________________________________________________________________   
 
      Variable     B       SE B       β      p        B           SE B          β           p  

________________________________________________________________________ 

SE           36.282     25.063   .280   .16                  8.619        8.645      .121       .32 
MEIM             9.307     24.069   .068   .70                 -1.098        9.199     -.014       .91          
ICA           20.554     26.073   .135   .44                25.803        9.542       .338*    .01 
PC                -23.185     15.000  -.257   .13              -14.065        7.544      -.248      .07 
PSSM           -3.061      28.839   -.020   .92               19.247       11.980      .217       .11            
________________________________________________________________________ 
Note. Regression Coefficients as independent predictors of Math Scale Scores 
________________________________________________________________________   

                      Male          Female 
                    ____________________     _____________________ 

      Variable     B       SE B       β      p        B           SE B          β           p        

________________________________________________________________________ 

SE                  -.237     .556     -.071    .67                       .045       .241        .022       .85 
MEIM           1.309     .544      .360*  .02                      -.404       .255       -.186       .19                   
ICA          -1.007     .522     -.275   .061                     -.101       .266       -.045      .70 
PC                   .158     .332      .067    .130                      .325       .212        .197       .13 
PSSM           -1.690    .660      -.418*  .02                 -.808       .343       -.307*     .02 
________________________________________________________________________ 
Note. Regression Coefficients as independent predictors of Student reported RG 
 
________________________________________________________________________   
 
      Variable     B       SE B       β      p        B           SE B          β           p          

________________________________________________________________________ 

SE                   .030    .426     .011       .43                      .185        .236          .093       .44 
MEIM             .932    .417     .330       .03*                    -.254       .250        -.120       .31        
ICA            -.482    .400    -.169       .94                       .018       .260         .008       .95 
PC                   .261    .255     .141       .31                       .258        .208         .160       .22 
PSSM             -1.597  .506    -.508      .01*                 -.873        .336       -.341*     .01 
________________________________________________________________________ 
Note.  Regression Coefficients as predictors of student reported WG 
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________________________________________________________________________   
 
      Variable     B       SE B       β      p        B           SE B          β           p      

________________________________________________________________________ 

SE                  .563      .483      .198     .25                       -.194        .346       -.068     .58 
MEIM            .760      .472      .247     .12                       -.073        .366       -.024     .84          
ICA               -.912      .453     -.294    .05*                     -.912        .453       -.294     .77 
PC                 -.158      .288     -.079    .59                         .148        .305        .064     .62 
PSSM          -1.422      .573     -.415    .02*                    -1.422       .573        -.415*  .01             
         
________________________________________________________________________ 
Note. 1 Regression Coefficients as predictors of student reported MG 
 
 For females subjects, however, the ICA, MEIM, RSES, PC and PSSM variables 

used in this study only significantly predicted the AIMS MSS (R2 = .422, R2 
adj. = .178, F 

(5, 59) = 2.552, p = .04).  However, none of the other academic achievement indicators 

were predicted for this sample.   A review of the beta weights in Table 14 indicated, that 

the ICA predictor variable significantly predicted the AIMS RSS (β = .310, t (63) = 2.311, 

p = .02, and MSS (β = .135, t (64) = 2.704, p = .01) for female subjects. The PSSM made 

a significant prediction of academic achievement as measured by the student reported RG 

(β = -.307, t (71) = -2.355, p = .02), WG (β = -.341, t (71) = -2.599, p = .01) and MG (β = 

-.320, t (71) = -2.400, p = .02).  In summary, the results of the regression analysis for 

both African American male and female subjects indicated that the AIMS RSS, MSS, and 

student reported RG and WG were predicted by variables of SE, ICA, EI, PC, and PSSM. 
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CHAPTER FIVE 

DISCUSSION AND IMPLICATIONS 

 This chapter presents an overall review of the purpose of the study, analysis and 

summary of results.  Furthermore, this chapter encompasses a discussion of the findings 

relative to this study and how these findings relate to current research literature in 

addition to the implications and limitations of the study.  As elaborated on earlier, the 

major purpose of this study was to examine the relations among psychological well-being 

variables comprised of (ethnic identity, life satisfaction,  and self – esteem,), mental 

health variables (Beck depression  inventory and intergroup competence anxiety 

measures) relative to the academic achievement of African American high school 

adolescents.  A total of 119 students were sampled in grades 10th through 12th to 

participate in this study.   

The sampled subjects were drawn from families of low socio-economic status 

with some African American mothers and fathers who were of different ethnic 

backgrounds or of mixed identity.  In addition, some of the sampled students were from 

African backgrounds who are now American citizens.  Seven measures were elaborated 

on as part of survey packets to students in small group assemblies at participating high 

schools.  After each presentation students were then given the opportunity to take the 

survey packets home, fill them out, and return each packet to their respective schools and 

receive a free fruit drink coupon for their efforts.  The measures utilized in this study 

have been found to have adequate reliability and validity in previous studies by (Suzuki-

Crumly & Hyers, 2004; Teven & McCrosky, 1992 & Goodenow’s 1993).  The reliability 
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of these measures was assessed in this study and was found to have moderate to high 

range.    

Summary of Findings 

 Consistent with overall objectives of the study, seven variables (RSES, MEIM, 

BDI, ICA, SWL, PC, and PSSM) were used to examine academic achievement in the 

area of reading, writing and math for sampled group of African American adolescents.  

The Arizona Instrument for Measuring Standards (AIMS) was used for obtaining 

achievement scores as indicators of academic achievement.  In addition, the student were 

also asked to indicated there level of performance in reading writing, and math.  After 

correlating the six measures of achievement with the seven measures of Multiethnic 

Identity measure, Rosenburg Self-esteem Scale, Beck Depression Inventory, Satisfaction 

with Life Scale, Intergroup Competency Anxiety Measure, Perceived Caring Measure, 

and Psychological Sense of Membership it was found that the ICA correlated 

significantly with AIMS reading, PC correlated significantly with all three measures of 

AIMS reading, writing and math subjects.  These relationships provide an indication that 

ICA correlates with the AIMS reading which potentially suggests that the ICA is a good 

predictor or AIMS reading performance.  The PC was found to have significant 

correlations with all three measures of AIMS, however, all these relationships were found 

to be negative.  The PC however, can potentially be construed as important contributor to 

academic performance of African American students.  A possible interpretation for this 

pattern of relationships might be indicative of a negative relationship between perception 

and academic achievement.     
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 With regard to the relationship of psychological measures and self-reported 

grades in reading, writing and math correlations were found to be significant between 

SWL and SRM grades, between BDI and SRM grades, and PSSM and  SR reading, 

writing, and math. It is interesting to note that the only two positive relationships were 

between ICA and SR reading and BDI and SR math.  These scores are discrepant from 

the relationships between psychological variables and AIMS test scores in reading, 

writing, and math.  One possible reason for this discrepancy might be related to the 

validity or accuracy of reported grades.   

 Another set of analyses using a simple linear regression paradigm were used to 

determine the predictability of six types of academic achievement indicators with seven 

selected psychological variables.  The findings with regard to the predictability of 

achievement indicated that there clearly were differences in the predictability of male and 

female subjects by use of seven predictor variables.  It was however noted that the AIMS 

and reading, writing and math achievement measures were significantly predicted by the 

PC, PSSM, ICA, RSES, SWL, MEIM and BDI variables.  It should be especially noted 

that the PC, PSSM variables in addition to the ICA variable were frequent predictors of 

academic achievement in comparison to the other predictor variables in this study.  A 

possible explanation for these findings would indicate that in addition to having strong 

correlations with academic achievement as indicated by the correlation analyses, the PC, 

PSSM, and ICA variables are also strong predictors of achievement with subjects in this 

sample as indicated by the regression analyses.    
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 The analysis of variance procedure was used to look at the achievement of male 

and female subjects in relationship to their depression and Intergroup Anxiety scores.  

The obtained results indicated that there clearly was a gender effect in achievement, 

indicating that female subjects significantly scored higher in AIMS reading and math.  

No such gender difference was noted for self-reported grades.  It is interesting to note that 

no gender differences were noted with regard to differential levels of depression or 

anxiety.    

Limitations of the Study  

 A limitation to this study is that it was limited to the high school population and 

composed entirely of 10th through 12th graders.  However, research does suggest this is a 

critical period in the lives of this age group according to developmental and social 

psychologists.  Erikson’s psychosocial theory (1968) has noted that normal development 

must be understood in relation to each culture’s life situation. In the case of African 

Americans, especially the high school age group in this study , his Identity versus Identity 

confusion stage would suggest that like adolescents from other ethnic groups, the African 

American adolescent would be at the stage of wondering (who am I ?); (what is my place 

in society?).   

Another limitation of this study was that many of the students in this study were 

born in the United States.  However, there were some participants who were born in other 

countries and migrated to the United States and obtained American citizenship.  

Therefore, their experiences to some degree would not mirror the experiences of African 

American students who were native born.  Another limitation of this study was that 
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participants in this study were impacted by how they should identify themselves.  The 

demographic survey was limited in the number of mixed identities that a participant had 

to choose from.  Our society has become so diverse and many adolescents come from 

many different mixed backgrounds.  This study was not designed to allow them to give a 

perspective from each of their cultural backgrounds, but rather it limited them to identify 

with their African American experience. 

 While the sample size of this study was sufficiently large enough to produce the 

findings with medium statistical power, a larger sample size would have been more 

desirable to enhance statistical power as well as generalizability of these findings.  

Furthermore, there were more female participants than male participants.  During the 

recruitment process it seemed to be very difficult getting African American males to 

participate in this study.  The psychological difficulties of getting African American 

males to participate in education and educational studies are strongly emphasized in 

research literature (e.g., Issacs and Duffs 1992; Ford 1992; Osborne, 1995; Steel, & 

Aronson, 1995).   
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Implications for Research 

Future studies of this nature should examine the socio- economic status of African 

American students.  The recruitment process for this sample of students was limited in 

terms of socioeconomic status.  There was no measure of parent education as one 

indicator of social economic status (SES).  Taken into consideration this factor would 

have brought a different perspective to the results of this study.  Other variables such as 

living in very affluent neighborhoods, parental income and occupation would also give a 

different perspective to study results. 

Additionally future studies of this nature should be given to African Americans of 

different generations in order to gain more of a holistic perspective from not only the 

adolescent, but from mother to grandmother in order to see how these views would 

manifest themselves from each generations perspective.   

Future studies should examine the perspective of elementary school age children 

as well.  Measures should be simplified to the level that children would understand what 

is asked of them with regard to their ethnic identity, psychological well-being academic 

achievement and cross cultural interactional competence in relationship to how they are 

treated in their overall school environment as well as their classroom. 

Future studies should consider the use of different measures for this same purpose 

keeping in mind our increasingly biracial society to explore the unique effects of their 

ethnic identity, intergroup competence and their implications for psychological well-

being, mental health, and academic achievement.  
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Further studies will need to be done that would differentiate the experiences of 

how African students would understand the relationship of ethnic identity, psychological 

well-being, intergroup competence as determinants of Academic achievement in contrast 

to the African American student. 

Future applications of this study should be employed within the context of the 

classroom where educators should consider using empathy, understanding, and 

responsiveness on a consistent basis with students of color in their daily classroom 

practices. 

School psychologists should take these findings and do school workshops with 

teachers and overall school staff on ways of employing these ideas to create a climate of 

overall feeling of school connectedness among students of color to the extent that they 

feel personally accepted, valued, supported, and encouraged not only by the teacher, but 

peers, and other adults in the school environment. 

Educators should use these findings to create a pro-social climate where students 

of color see the above mentioned ideas not only practiced in personal interactions, but 

evidenced in the curriculum year round rather than once a month when celebrating 

cultural holidays.  
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APPENDIX A 

CONSENT FORMS 
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APPENDIX B 

 
PERMISSIONS 
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APPENDIX C 
 

HUMAN/ANIMAL SUBJECTS APPROVAL 
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APPENDIX D 
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Table 10 Contd. 

ANOVA Summary 

________________________________________________________________________        

                                                    Academic Achievement,WSS 

Variable        BDI   IAM                 M                            SD 

________________________________________________________________________ 

Gender                    BDI 
Male  Below median   689.14              42.72            
                        Above median   691.86   43.90   
                         Below median   693.58   80.00 
                         Above median   718.83   43.34   
                         
                               IAM 
                         Below median   689.14   42.72   
                         Above median   693.58   80.00   
                         Below median   691.86   43.90                    
                         Above median   718.83   43.34 
                          
           BDI 
  Females          Below median   707.88   15.34   
                         Above median   713.20   35.15 
                         Below median   719.69   25.32 
                         Above median   697.23                         32.32 
 
                                IAM 
                         Below median   707.88   15.34   
                         Above median   719.69   25.32 
   Below median   713.20   35.15  
   Above median   697.23   32.32 
_______________________________________________________________________  
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Table 10 Contd. 

ANOVA Summary 

________________________________________________________________________ 

                                                                       Academic Achievement,WG 
Variable        BDI   IAM                 M                            SD 

________________________________________________________________________ 

Gender                    BDI 
Male  Below median   1.600     .985          
                        Above median   1.375   1.685 
                         Below median   1.125   1.356 
                         Above median   2.077   1.187   
                         
                               IAM 
                         Below median   1.600     .985 
                         Above median   2.077   1.875   
                         Below median   1.375   1.685 
                         Above median   1.125                          1.356 
                          
           BDI 
  Females          Below median   1.500     .888   
                         Above median   1.143   1.108 
                         Below median   1.375     .885 
                         Above median   1.444     .704  
  
 
                                IAM 
                         Below median   1.500     .888   
                         Above median   1.375     .885 
   Below median   1.143   1.108  
   Above median   1.444     .704 
_______________________________________________________________________  
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Table 10 Contd. 

ANOVA Summary 
________________________________________________________________________ 
 
                                                                                     Academic Achievement, MG 

________________________________________________________________________ 

Variable        BDI   IAM                 M                            SD 

 
Gender                    BDI 
Male  Below median   2.533   1.187          
                        Above median   2.250   1.752 
                         Below median   2.000   1.350 
                         Above median   1.875   1.457   
                         
                               IAM 
                         Below median   2.533   1.187 
                         Above median   2.000   1.350   
                         Below median   2.250   1.752   
                         Above median   1.875   1.457  
                          
           BDI 
  Females          Below median   2.000   1.076   
                         Above median   2.333   1.653 
                         Below median   1.750   1.125 
                         Above median   2.333   1.328  
  
 
                                IAM 
                         Below median   2.000   1.076   
                         Above median   1.750   1.125 
   Below median   2.170   1.394 
   Above median   2.059   1.253 
________________________________________________________________________ 
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