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ABSTRACT 

 

Latino male students lag far behind their Latina and European American counterparts in 

academic achievement (Yosso & Solorzano, 2006; Moll & Ruiz, 2002). One potential 

explanation for this discrepancy is the pressure to resist school behaviors (Fordham & 

Ogbu, 1986) that Latino male students may encounter from their same-sex and same-

ethnic peer group members. The current dissertation research explores how messages of 

school resistance from peers impact Latino student achievement and how self-monitoring 

strategies (i.e., regulating one’s behaviors; Snyder, 1974) may provide a coping strategy 

for this school resistance. In Study 1, Latino and European American male and female 

undergraduate students (N=95) completed peer school resistance items and reported 

GPAs. Analyses revealed that while male students reported higher perceptions of peer 

school resistance than female students, peer school resistance was only negatively 

correlated with achievement for Latino male students, and was unrelated to achievement 

for European American male students. In Study 2, Latino and European American male 

and female undergraduate students (N=413) completed self-monitoring items and 

reported SAT math scores. Analyses revealed that self-monitoring strategies were 

positively correlated with achievement for Latino male students, but were unrelated to 

achievement for Latina and European American male and female students.  While 

Studies 1 and 2 used correlational methods, in Study 3, Latino high school students 

(N=174) who were randomly assigned to read messages of high or low peer school 

resistance completed self-monitoring items, thoughts about achievement items, and an 

achievement task (i.e., AIMS math items). Analyses revealed that high peer school 
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resistance encouraged Latino male students to present more negative thoughts about 

achievement compared to low peer school resistance. Additionally, self-monitoring was 

positively related to achievement for Latino male students. Peer school resistance and 

self-monitoring had no effects on Latina students’ thoughts or achievement. These 

findings demonstrate the negative impact of peer school resistance on Latino male 

student achievement, and the positive effects of self-monitoring on achievement for this 

cultural group. This research aims to offer new perspectives on the Latino male student 

achievement gap. Implications for future research are discussed. 
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CHAPTER 1 

 

 

 

INTRODUCTION 

In the 1988 film, Stand and Deliver, the character of Angel Guzman, a Latino 

male high school student from East Los Angeles, struggles to remain loyal to his peers, 

while pursuing his desires to achieve academically in his math class. The difficulty arises 

when the values of the peer group context and the school context clash as his peers 

pressure him to resist doing well in class. In some instances in the film, Angel decides, 

despite his motivation to learn, to join his peers and to demonstrate behaviors that are not 

conducive to success in the classroom (e.g., walking out of class, talking back, and not 

responding or participating in class). These resistant behaviors hinder his ability to learn 

and to establish a positive relationship with his math teacher.  

The cultural conflict that Angel encounters is an appropriate illustration of the 

conflict that many Latino male students experience when attempting to become 

academically successful (Cooley, Cornell, & Lee, 1991, Ford & Harris, 1997). School 

domains predominantly reflect middle-class European American values (Lubrano, 2003; 

Stephens, Markus, & Townsend, 2007), and as a result, Latino male students find it 

difficult to integrate into these contexts (Castellanos & Gloria, 2007). In response, as in 

the case with Angel and his friends, some students may oppose school behaviors (Ogbu 

& Simons, 1998), and consequently, underperform in the classroom. 

There are several explanations for the behaviors and underperformance of Latino 

male students like Angel. My research focuses on the process and effects of opposing 
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white American institutions (Ogbu & Simons, 1998; Fordham & Ogbu, 1986). That is, 

Latino male students may begin to underperform in the classroom context because of the 

cultural pressure to resist white academic institutions. They may not regulate their 

behaviors in order to meet the demands of the “white” classroom context, which 

subsequently, leads to underachievement in the domain.  

In some instances, however, Latino male students who are pressured to resist 

school behaviors may still meet the demands of the classroom context, and as a result, are 

quite successful in school. Throughout the film, for example, despite the messages of 

resistance that he receives from his peer group, Angel is motivated to do well in his math 

class and develops strategies that enable him to do so, meanwhile remaining loyal to his 

friends. In other words, Angel begins to monitor his behavior in the classroom context 

and in the peer context separately. The differences in the extent to which students 

regulate or monitor their behaviors in the classroom and peer group context, also known 

as self-monitoring strategies, may contribute to levels of academic success for these 

students.  

The purpose of the current research is to examine the effects of school resistance 

and self-monitoring strategies on achievement for undergraduate (Studies 1-2) and for 

high school (Study 3) Latino male students. In order to develop the rationale for these 

studies, I will address issues and explanations regarding the underperformance of Latino 

male students. Then, I will discuss how oppositional culture theory explains the 

achievement of Latino male students. Finally, I will discuss the different coping strategies 
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that Latino male students use to deal with the peer and school conflict and how these 

strategies differentially impact achievement.  

Issues and Explanations Regarding Latino Student Achievement 

Latino students have lagged far behind their European American peers in 

academic achievement. This discrepancy in achievement is evident in standardized test 

scores, grades, high school graduation and dropout rates, college enrollments and 

completions. For example, Moll and Ruiz (2002) state that the “national percentile rank 

of tests scores for all Latino students is considerably below the national average” (p. 

366). Latino American students also demonstrate higher dropout rates and lower high 

school graduation rates than other racial groups (Cammarota, 2008). A closer look at the 

data demonstrates that Latino male achievement also lags behind that of their Latina 

counterparts. For example, 28.4% of Latino males 16 to 24 years old were high school 

dropouts compared to 18.5% of Latinas (NCES, 2005). Latino males are also more likely 

than Latinas to join the workforce immediately out of high school and to not finish a 

college degree (Solorzano, Villalpando, & Oseguera, 2005; Yosso & Solorzano, 2006).  

In an attempt to explain the low achievement levels of Latino students, 

researchers and scholars offer many theories and arguments. For example, proponents of 

biological explanations for the achievement gap argue that racial differences in IQ scores 

are due to genetic causes. That is, they argue that White Americans possess more 

intellectual ability than their minority counterparts (Hernstein & Murray, 1994; Jensen 

1969; 1998; Spearman, 1927). Later evaluations of these biological explanations not only 

demonstrate that there is “certainly no support for a genetic interpretation” (Neisser et al., 
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1996, p. 97), but also that factors from the surrounding social environment (e.g., negative 

stereotyping, lack of academic resources) may play a more key role in creating 

achievement differences.   

In academic contexts, for example, African American and Latino students 

encounter a higher frequency of negative stereotypes about their group’s intellectual 

ability compared to European American students (Steele, 1997). Research shows that the 

mere presence of these negative stereotypes is enough to disrupt one’s performance in the 

school domain (Steele & Aronson, 1995; Rosenthal & Jacobson, 1968). For example, in a 

classic study, Steele and Aronson demonstrate that even after controlling for SAT 

differences, African American participants underperformed relative to European 

American students on an SAT task when it was framed as a measure of their ability. 

Additionally, stereotype threat research demonstrates that when the task is framed as non-

diagnostic of intellectual ability (control condition), then racial achievement differences 

are alleviated, providing evidence against biological arguments for the achievement gap. 

The stereotype threat phenomenon has been demonstrated in Latino students (Gonzales, 

Blanton & Williams, 2002), and helps to explain achievement differences between Latino 

and European American students.  

 In addition to the negative effects of group stereotypes, differences in the 

availability and quality of academic resources also help to explain the underperformance 

of Latino students. Latino students, especially those from working-class backgrounds, are 

more likely to attend schools with inadequate funding, poor quality teaching, and limited 

classroom resources (Ainsworth-Darnell & Downey, 1998). As a result, these students do 
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not acquire the appropriate cultural capital (e.g., skills, practices, behaviors) to succeed 

academically.  

 Although theories that focus on problems in the situational context (e.g., negative 

stereotypes, lack of academic resources) are an improved model of thinking about 

achievement differences between Latino and European American students, these theories 

do not fully account for differences in achievement between Latino male and Latina 

students. Both Latino male and Latina students encounter negative stereotyping and a 

lack of academic resources, yet differences in achievement between these two groups 

exist. However, examining differences in social resources, that is, the quality and 

availability of positive social representations, for Latino male and Latina students, offers 

one explanation for the achievement discrepancy between Latino male and Latina 

students.  

Social representations are prevalent ideas and practices in everyday social 

contexts that influence how individuals will understand, and ultimately, engage those 

contexts (Moscovici, 1984). Research indicates that Latino male students have access to 

less positive academic representations in the school context compared to Latina students 

and to European American male students. For example, only 34% of public school 

teachers are male (NCES, 2010), and less than 2% of all public school teachers are 

Hispanic males (Koebler, 2011). Latino male students, instead, are inundated with 

stereotypic representations of their group as athletes, entertainers, and celebrities, or 

worse yet, as urban gang members or drug dealers (Bender, 2003). Assibey-Mensah 

(1997; Hooks, 2004), in his work with African American male youth, argues that 
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minority male students dismiss academic figures as positive role models and 

disproportionately identify with the publicly available stereotypic roles. Without 

sufficient academic role models, Latino male students may be at disadvantage when it 

comes to learning about the kind of success that is possible and of how one might achieve 

this success (Lockwood, 2006; Lockwood & Kunda, 1997; Lockwood, Jordan, & Kunda, 

2002). Additionally, past research on role models and achievement (Marx & Goff, 2005; 

Marx, Ko, & Friedman, 2009; Zirkel, 2002) suggests that having a few or no academic 

role models may decrease achievement for Latino male students compared to Latina 

students or to European American male students.  

Whereas social representation theory suggests that fostering more positive group 

representations for Latino male students will positively affect achievement, other scholars 

address an important point about the effectiveness of providing these self-relevant 

academic role models. Assibey-Mensah (1997), for example, argues that minority male 

youth may not readily identify with these self-relevant academic figures because they 

learned to identify with other more popular cultural representations. The alternative 

cultural representations can include messages that are seemingly unrelated to academic 

achievement (i.e., identifying with popular athletes or entertainers) or that are altogether 

in contrast to academic achievement (i.e., achieving in school is not “a Latino male thing 

to do”). To improve Latino male student achievement, then, may require more than 

changing cues in the situation (e.g., creating more self-relevant positive representations); 

it may require a closer examination of the prevalent messages that exist in Latino male 

culture. Researchers need to ask, what role does culture play in Latino male student 
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achievement? What specific messages do Latino male students encounter in their culture 

that may influence how they perform in school and how they react to self-relevant 

academic role models? To address these questions, one must understand the cultural 

history of Latinos in the United States.  

Understanding the Latino Male Experience: A Closer Look at Culture and Achievement  

Based on a cultural-ecological perspective, Ogbu and Simons (1998) contend that 

minority groups’ histories, namely the manner in which the minority group migrated to 

the United States, dictate not only the status that minority groups will occupy, but also 

how they will respond to U.S. institutions. Involuntary migration, for example, refers to 

minority groups (i.e., American Indians, Latino Americans in the Southwest, and African 

Americans) who were brought to the United States against their will through colonization 

or enslavement (Ogbu & Simons, 1998). These minority groups perceive their presence 

in the United States as forced upon them by white individuals. Subsequently, this 

involuntary history shapes the ways in which members of these minority groups 

understand or interpret American culture and its institutions. For example, involuntary 

minorities perceive their conditions (e.g., academic, social, political, economic), as 

inferior to those of middle-class white Americans, and that these inferior conditions are a 

direct result of discrimination, prejudice, and racism (Ogbu & Simons, 1998). This 

history of racial injustice fosters feelings of distrust toward white American institutions 

and reinforces beliefs that barriers to success (e.g., inferior schooling, negative 

stereotypes, ceiling effects in the workplace) will persist.   
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In response to perceived discrimination and imposed barriers, involuntary ethnic 

minorities, such as African Americans or Latino Americans, may develop strategies in 

order to protect their identities and to create boundaries between themselves and the 

majority group. One such strategy, as proposed by oppositional culture theory (Ogbu & 

Simons, 1998; Fordham & Ogbu, 1986; Ogbu, 1987, 1991, 2003; Flores-Gonzalez, 2005; 

Fordham, 1996), is to develop an identity or culture that is oppositional to the social 

identity of white Americans. African American and Latino American students, for 

example, may resist behaviors such as speaking standard English, conforming to public 

school rules, studying in the library, getting good grades, or taking AP courses because 

they are typically  deemed characteristic of white Americans. 

Fordham and Ogbu (1986) demonstrate this notion of school resistance in an 

ethnographic study of 33 African American students from a predominantly black high 

school. They found that African American students engage in a variety of behaviors that 

demonstrate their opposition to school behaviors, such as avoidance of school tasks, 

limited effort on schoolwork, and ditching class. Importantly, Ogbu and Simmons (1998) 

argue that students are engaging in school resistant behaviors not because they devalue 

education or because they are unmotivated to achieve. In fact, past research shows that 

African American students report more positive attitudes regarding school than European 

American students (Downey & Ainsworth, 2002; Mickelson, 1990). Ogbu and Simmons, 

instead, argue that ethnic minority students are rejecting the “White” attitudes and 

behaviors that relate to success in school.  
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Fordham and Ogbu (1986; Farkas, Lleras, & Maczuga, 2002) assert that ethnic 

minority students, in general, demonstrate more school resistant behaviors than European 

American students. However, given that they only present case studies and experiences of 

eight African American high school students, this limits what the authors can conclude 

regarding gender differences in school resistance. Other research, however, offers some 

important insights. Lundy and Firebaugh (2005), for example, find that resistance to 

school behaviors is more common among male students than female students, across all 

cultural groups. Davis (2001) finds that African American male middle school students 

develop a strict masculine code of conduct that includes behaviors that are in conflict 

with school achievement (e.g., being perceived as cool). In contrast, Horvat and Lewis 

(2003) find that peer groups often affirm and embrace school-related achievements of 

urban African American females, suggesting that the notion of school resistance is not as 

strong for minority female students.  

Extending the work to Latino groups, Cammarota (2008) finds that Latino male 

students resist educational contexts in the form of “escaping school”, which includes 

behaviors such as skipping class, acting out, or dropping out of school altogether. 

Cultural research on gender roles in Latino culture also shows evidence of school 

resistance. For example, in traditional Latino cultural contexts, Latino males are often 

socialized to become independent, tough, and aggressive (Boulding, 1990), 

characteristics often associated with masculinity and machismo (Casas, Wagenheim, 

Banchero, & Mendoza-Romero, 1994). Masculinity also involves the belief that school 

achievement and studiousness are associated with femininity and with something that 
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“girls do” (Renold, 2001; Parry, 1996; Epstein, 1998; Paetcher, 1998; Hooks, 2004). As a 

result of these cultural messages, Latino male students may reject behaviors that are 

conducive to academic success as way to be “cool” and to appear “tough”. The problem 

is that these self-defeating resistant behaviors may ultimately contribute to their 

underperformance in school.  

In summary, Latino male students encounter multiple messages of school 

resistance both from their same-sex peers (i.e., doing well in school is a “female” thing to 

do) and from their same-ethnic peers (i.e., doing well in school is a “white” thing to do).  

Although cultural notions regarding masculinity and school achievement may foster 

feelings of school resistance for male students, in general, the added cultural message that 

doing well in school is related to “white” culture may deter Latino male students from 

engaging in positive academic behaviors. As a result, the combined cultural messages of 

school resistance from both same-ethnic and same-sex peers may make Latino male 

students particularly susceptible to underperformance in the academic domain. 

Although, in general, Latino male students are vulnerable to low academic 

achievement because of cultural messages of school resistance, there are individual 

differences in how Latinos cope with the messages, and some of these students still 

manage to be quite academically successful. As Ogbu and Simmons (1998) highlight, it 

is not the case that minority students devalue education, but rather that they engage in 

anti-school behaviors as a way to demonstrate their opposition to white culture, and 

additionally for minority males, to demonstrate that they are masculine and “cool”. 

Therefore, for Latino male students, the school resistant behaviors act as a way to 
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maintain their loyalty to peer groups and to maintain their identities as Latino males. The 

problem, however, is that this loyalty may impede one’s goal to perform well in the 

classroom, as with Angel from the opening story. An important question then is how do 

some Latino male students cope with this problem to succeed academically despite 

cultural messages of school resistance?  

Coping with Messages of School Resistance 

Latino male students may develop various strategies to cope with the conflict of 

peer school resistance that have differential effects on performance. To illustrate these 

strategies, I draw on research regarding African American students. Fordham and Ogbu 

(1986) outline the different strategies that low-achieving and high-achieving African 

American students employ when facing school resistance from their peers. One response 

to school resistance is to underachieve in school as a way to avoid ridicule from and to 

remain loyal to peers (Ford, 1996). Fordham and Ogbu (1986) find that low-achieving 

African American high school students cope with the resistance by endorsing the same 

beliefs regarding school behaviors as their peers and, therefore, behave in ways that 

oppose school achievement. Grantham and Ford (2003) argue that, when trying to 

manage the conflict, African American students “sabotage their achievement by 

procrastinating, failing to do assignments, and refusing to be in gifted education and 

advanced-level classes”. This coping strategy creates barriers to performance for these 

students.  

High-achieving African American students, however, cope differently with this 

conflict. Their goal is to achieve academically, but to also remain loyal to their peer 
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group. In fact, Fries-Britt (1997) argues that the pressure to earn the respect of peers is a 

considerable source of stress for high-achieving minority male students. In managing 

these dual goals, Fordham and Ogbu (1986) find that high-achieving African American 

students display positive academic behaviors in the classroom, but that they also behave 

like a clown in class, make friends with “bullies” for protection, demonstrate athletic 

prowess, downplay the effort that they place on school tasks, and camouflage their 

accomplishments to peers.  

By embracing aspects of both the academic culture and the school resistance 

culture, high-achieving minority students demonstrate that they manage the images they 

portray to different groups better than low-achieving minority students. In fact, Fries-

Britt and Turner (2002) argue that academically inclined minority students “have learned 

to become bicultural, developing a repertoire of expressions and behaviors from both the 

white and [the minority] community and switching between them as appropriate” (p. 

320). High-achieving minority students, in other words, have learned to monitor and 

regulate the behaviors they display in specific situations (i.e., they behave studiously in 

school contexts and resist school behaviors in peer group contexts). This ability to 

regulate one’s behaviors in different situations is known as self-monitoring (Snyder, 

1987). The extent to which they engage in self-monitoring strategies may be one potential 

explanation for the discrepancy in achievement for Latino male students.  

Self-Monitoring Theory and Latino Male Achievement  

According to self-monitoring theory (Snyder, 1987; Gangestad & Snyder, 2000), 

there are differences in the extent to which people monitor, regulate, or control the public 
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appearance they display in social situations. At one extreme, high self-monitoring entails 

monitoring or controlling projected self-images to a great extent and regulating one’s 

behaviors in order to fit different situations. In academic and peer-group contexts, for 

example, learning to self-monitor would enable students to adopt behaviors that are 

conducive to academic success (e.g., studying for tests, completing homework), 

meanwhile engaging in behaviors that ensure their popularity with the peer group (e.g., 

wearing “cool” clothes, downplaying school effort).   

Low self-monitoring, in contrast, entails regulating or monitoring one’s projected 

self-image to a lesser extent and the tendency to display more consistent behaviors across 

situations and contexts (Snyder & Cantor, 1980; Snyder & Swann, 1976; Zanna, Olson, 

& Fazio, 1980). For example, individuals lower in self-monitoring were found to express 

attitudes that paralleled a counterattitudinal essay they wrote (i.e., they experienced more 

dissonance as a result of being inconsistent) when compared to individuals higher in self-

monitoring, suggesting a stronger need for consistency between attitudes and behavior 

(Snyder & Tanke, 1974). In academic and peer-group contexts, therefore, not engaging in 

self-monitoring strategies means that students would likely behave similarly in academic 

situations as they would in peer-group situations.   

These contrasting self-monitoring propensities may contribute to differences in 

achievement and performance in the school context. For example, Inzlicht and colleagues 

(2006) argue that students who manage their impressions to a great extent react more 

effectively in situations that otherwise produce stereotype threat. In two studies, Inzlicht 

and colleagues (2006) show that in numerical-minority status situations (i.e., women 
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taking a difficult math test with two men, black undergraduates completing a GRE test 

with two other white undergraduates), these students tend to show fewer performance 

decrements than students who do not monitor their behaviors. That is, in response to an 

academically threatening situation, students who were high in self-monitoring 

outperformed those who were low in self-monitoring. Inzlicht and colleagues (2006) 

argue that self-monitoring strategies make students more resilient and better able to cope 

with stressful situations.  

This resiliency may help explain the achievement of Latino male students who 

encounter messages of school resistance. For example, school resistance from peers may 

pose a threat to school achievement and performance for Latino male students. These 

students may find it difficult to achieve in the classroom when they are confronted with 

pressure from their friends to resist working on school tasks. However, in line with 

Inzlicht and colleagues (2006), in a situation of school resistance, Latino male students 

who engage in self-monitoring strategies (as indicated by higher scores on a self-

monitoring scale) may be better able to cope with this resistance, and therefore show 

greater academic performance, than those who do not engage in self-monitoring (as 

indicated by lower scores on a self-monitoring scale). Nevertheless, previous research has 

not directly examined how self-monitoring relates to achievement for Latino male 

students, and how the relationship between self-monitoring and perceptions of school 

resistance impact achievement for Latino male students. The current research aims to 

address these limitations. 

Overview of Studies 
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The purpose of this dissertation is to examine the effects of school resistance and 

self-monitoring on achievement for undergraduate (Studies 1 and 2) and high school 

(Study 3) Latino male students. As part of two larger projects, Study 1 and Study 2 were 

designed to provide preliminary evidence for the relationship between school resistance 

(Study 1) and self-monitoring (Study 2) on achievement. Specifically, Study 1 was 

designed to examine the link between school resistance and school achievement (i.e., 

self-reported GPAs) for Latino and European American male and female students. 

Consistent with past research on gender differences in resistance (Lundy & Firebaugh, 

2005; Davis, 2001; Horvas & Lewis, 2003; Cammarota, 2008), I predict that male 

students will report higher school resistance than female students. However, given the 

combined cultural messages of resistance from both the gender and ethnic groups, I 

predict that, for Latino male students, school resistance will negatively correlate with 

achievement.  

Study 2 aimed to establish the link between self-monitoring and achievement 

(e.g., SAT math performance) for Latino male undergraduate students. Given that self-

monitoring strategies are particularly important for resiliency in academically stressful 

situations, I predict that self-monitoring will be positively related to achievement for 

Latino male students, but unrelated to achievement for Latina students, and European 

American female and male students.  

 While Studies 1 and 2 focus on undergraduate student samples in order to 

establish initial relationships between variables, Study 3 focuses on students in high 

school. High school is a time when students are especially sensitive to the feedback they 



27 

 

receive from their peer groups (Larson & Richards, 1991; Steinberg & Monahan, 2007), 

as well as a time when students begin to seriously contemplate their academic careers and 

identities as students. As such, this period in development is optimal for exploring the 

effects of peer school resistance on achievement. Given this, Study 3 was designed to 

examine whether Latino male high school students who are high in self-monitoring can 

perform well when peer school resistance is high. I predict that when peer school 

resistance is high, Latino male students high in self-monitoring will demonstrate greater 

performance on the achievement task compared to Latino male students low in self-

monitoring. Unlike students who are low in self-monitoring, Latino male students high in 

self-monitoring have the appropriate skills to manage the peer school conflict, and 

therefore, will not succumb to the pressure of their peers to underperform on the task. 

Additionally, when peer school resistance is low or absent, I predict no differences 

achievement between Latino male students high and low in self-monitoring. This is 

because under conditions where there are no conflicting messages about school, Latino 

male students, regardless of their ability to self-monitoring, should perform well on 

achievement task. Together, these studies aim to offer news ways to understanding and to 

improving Latino male student achievement. 
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CHAPTER 2 

 

STUDY 1 

Method 

Participants 

 Participants included 55 European American (33 females, 22 males; M age = 

18.84, SD = .81) and 40 Latino (25 females, 15 males; M age = 18.68, SD = .61) 

undergraduate students from the University of Arizona. Students received course credit 

for their participation.  

Procedure  

 In a larger study about “college students and the different environments they 

occupy”, participants were told that they would answer questions about school, friends, 

and themselves. Students were given survey packets that included the dependent 

measures and demographic questions (e.g., age, gender, and ethnicity). After completing 

the survey, students were thanked and debriefed. Participation took approximately 20 

minutes.  

Measures 

Peer school resistance was measured using a 12-item scale from Harris (2006).  

On a scale from 1 (strongly disagree) to 5 (strongly agree), participants rated the extent to 

which they agreed with each item, (Mean = 2.41, SD = .76). Example items included: 

Most of my friends in high school did not like coming to school, Most of my friends in 

high school thought it was cool to talk back to their teachers, Most of my friends in high 
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school thought working hard to get good grades was a waste of time, and Most of my 

friends in high school thought getting good grades was part of “acting white.” For the 

last item, the phrase ‘acting white’ was changed to ‘not being cool’ for white participants 

only. See Appendix A for complete list of items. The scale was reliable (alpha = .85).  

Self-reported GPA. Students were asked to report their overall high school GPA, 

(Mean = 3.64, SD = .36). 

Results 

Peer School Resistance  

 A 2 (gender: male, female) X 2 (ethnicity: European American, Latino American) 

ANOVA was conducted with perceptions of peer school resistance as the dependent 

variable. Analyses revealed a main effect for gender on peer school resistance such that 

males perceived more peer school resistance (Mean = 2.84, SD = .71) than females 

(Mean = 2.15, SD = .67), F(1, 94) = 21.35, p = .00. See Figure 1. Contrary to hypothesis, 

no main effects for ethnicity were found (p = .91), and the two-way interaction was not 

significant (p = .93).  

Peer School Resistance and Achievement  

Given that males perceived more peer school resistance than females, Pearson 

correlations were used to determine the relationship between perceptions of peer school 

resistance and high school GPA for males and females. Analyses revealed that peer 

school resistance was negatively related to high school GPA for male students (r = -.392, 

p = .018), but was unrelated to high school GPA for female students (r = -.092, p = .49).  
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Figure 1. Gender differences in peer school differences.  

 

When comparing the relationship between peer school resistance and high school 

GPA within the male group, analyses show that peer school resistance is negatively 

related to high school GPA for Latino American male students (r = -.597, p = .02), but 

was not significantly related to high school GPA for European American male students (r 

= -.261, p = .25). See figure 2.  A Hotelling’s t-test (one-sided) was used to compare the 

magnitude of the correlations for females and males. Analyses revealed that the 

correlation for males was marginally stronger than the correlation for females (p < .07). 

The correlation for Latino males was not significantly different from the correlation for 

European American males (p = .12).  

Discussion 
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Figure 2. The relationship between peer school resistance and high school GPA.   

 

 Study 1 found that, consistent with past research (Lundy & Firebaugh, 2005), 

male students reported higher peer school resistance than female students. Latino male 

students and European American male students report similar levels of school resistance, 

which suggests that, to some extent, all male students do report experiencing school 

resistance from their peers. Nevertheless, consistent with predictions, resistance was 

found to relate to achievement differently for Latino and European American students. 

Specifically, for Latino male students, the more experience with peer school resistance 

the worse they reported performing academically (i.e., lower GPAs). For European 

American male students, experiences with peer school resistance did not relate to their 

academic performance.  

Latino Male Students 

European American Male Students 

Female Students 
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 One limitation to these findings, however, is the small numbers in our groups, 

particularly in our Latino male group. So although peer school resistance uniquely relates 

to achievement for Latino males only, the small sample size did not reveal differences in 

magnitude of the correlations when compared to European American males. To address 

this, Study 2 recruits a more substantial sample to test significance between correlations. 

While Study 1 establishes the link between peer school resistance and achievement for 

Latino male students, Study 2 examines a coping strategy for Latino male students. 

Specifically, Study 2 explores whether or not self-monitoring strategies relate to 

achievement for Latino male students.  
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CHAPTER 3 

 

STUDY 2 

Method 

Participants 

 Participants included 265 European American (73 males, 192 females) and 148 

Latino (43 males, 105 females) undergraduate students from the University of Arizona. 

Students received course credit for their participation.  

Procedure and Measures 

 As part of a large survey in an Introduction to Psychology course, students 

completed questionnaire packets that included the following dependent measures:  

Self-monitoring was measured with an 18-item scale from Snyder (1987). On a 

scale from 1 (strongly disagree) to 5 (strongly agree), participants rated the extent to 

which they agreed with each item, (Mean = 3.05, SD = .52). Example items included: I’m 

not always the person I appear to be, In different situations and with different people, I 

often act like very different persons, and I have trouble changing my behavior to suit 

different people and different situations (reverse-coded). See Appendix B for complete 

list of items. The scale was adequately reliable (alpha = .71).  

An item analyses revealed 3 different subscales within the larger scale. 

Specifically, the items loaded onto the following categories: acting (e.g., I would 

probably make a good actor, I have considered being an entertainer), situation 

specificity of expressive behavior (e.g., In different situations and with different people, I 
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often act like very different persons, I’m not always the person I appear to be), and 

finally, extraversion (e.g., At a party, I let others keep the jokes and stories going, In a 

group of people I am rarely the center of attention). The subscales were adequately 

reliable, alphas ranged from .65 to .73. 

Math Performance. Students were asked to report their scores from the math 

portion of the SAT. 

Results 

Self-Monitoring and Achievement 

Pearson correlations were used to determine the relationship between self-

monitoring and SAT math performance. Analyses revealed that self-monitoring scores 

were positively related to SAT math scores for Latino students (r = .276, p = .00), but not 

related to SAT math scores for European American students (r = -.003, p = .97). Self-

monitoring scores were also positively related to SAT math scores for male students (r = 

.199, p = .05), but not related to SAT math scores for female students (r = .024, p = .75). 

When comparing across the four groups, analyses revealed that self-monitoring scores 

were positively related to SAT math scores for Latino male students (r = .492, p = .00), 

but not related to SAT math scores for Latina students (r = .099, p = .43), European 

American male students (r = .029, p = .83), or European American female students (r = -

.07, p = .45). See Figure 3.  

A Hotelling’s t-test (one-sided) was used to compare the magnitude of the 

correlations across the four groups. Analyses revealed that the correlation for Latino 

males was stronger than the correlation for Latinas (p < .01), for European American 
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Figure 3. The relationship between self-monitoring and SAT math scores.  

 

females (p < .01), and for European American males (p < .01). There were no significant 

differences in correlations between Latinas, European American females, and European 

American males (all p’s > .17). 

Self-Monitoring Subscales and Achievement for Latino Males Only 

Given the unique relationship between self-monitoring and achievement for 

Latino male students, further detailed analyses were conducted for this cultural group 

only. Pearson correlations were used to determine the relationship between the acting, 

situation specificity of expressive behavior, and extraversion subscales and SAT math 

scores for Latino male students. Analyses revealed that both acting (r = .460, p < .01) and 

situational specificity of expression behavior (r = .446, p < .01) were positively related to 

Latino Male Students 

Latina Students 

European American Male Students 

European American Female Students 
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SAT math scores. Extraversion was not significantly related to SAT math scores for 

Latino male students (r = .256, p = .14).  

Discussion 

Study 2 found that, as predicted, higher self-monitoring was related to higher 

math performance for Latino male students. For Latina students and European American 

male and female students, however, self-monitoring was not related to math performance. 

These findings suggest that self-monitoring strategies uniquely predict achievement for 

Latino male students. More specific analyses for Latino male students reveal that only 

particular factors of self-monitoring relate to achievement for this group. The ability to 

act and to change one’s behavior based on specific situational cues, for example, is what 

relate to achievement for Latino male students, while personality characteristics, such as 

extraversion, are unrelated to achievement.  

Consistent with the current perspective, these findings suggest that for these 

students, learning to adopt certain abilities or skills, such as the ability to act or to adjust 

to situational cues, can impact their performance. Meanwhile, other stable personality 

traits that reflect a person’s tendency to engage in social interactions or to be talkative 

have no effects for Latino male performance. These differences in subscales of self-

monitoring reveal the utility of developing behaviors (e.g., acting, vigilance to different 

situational cues) that enable Latino male students to meet the demands of different 

audiences and situations.  

Whereas Study 2 established a link between self-monitoring and achievement for 

Latino male students, the study did not examine the combined effects with peer school 
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resistance. Additionally, while the current studies established links between peer school 

resistance (Study 1) and self-monitoring (Study 2) on achievement, they relied on 

correlational methods. Research has yet to use experimental methods to test the causal 

relationships between peer school resistance, self-monitoring, and achievement. When 

examining achievement, the previous studies also relied on self-reported measures, such 

as self-reported high school GPAs and self-reported SAT Math scores. Past research 

shows that students tend to overestimate their past academic achievements on self-

reported measures (Alexander, Entwisle, & Bedinger, 1994; Frucot & Cook, 1994; 

Dobbins, Farh, & Werbel, 1993). This pattern of overestimation on self-reported 

achievement measures is also more commonly found for ethnic minority students, such 

African American students, compared to White students (Fetters, Stowe, & Owings, 

1984). Consistent with this research, Latino male students, especially those who are 

particularly motivated to manage their behaviors and presentations to others (i.e., students 

who are high in self-monitoring), may be likely to overestimate when asked to self-report 

their achievement scores in order to form a positive impression.  

Study 3 aimed to address these limitations by examining the relationship between 

self-monitoring strategies and task performance for Latino male high school students 

under varying levels of peer school resistance. First, to alleviate the potential problems 

with self-report bias on measures on achievement, Study 3 measures students’ actual 

performance on a math task. Second, Study 3 focuses on a high school sample because 

unlike undergraduate students who have experienced school success (i.e., these students 

were successful enough to attend college), high school students have yet to achieve 
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success in the school domain and may be most affected by messages of peer school 

resistance (i.e., peer school messages may negatively impact their performance and 

likelihood of attending college). Moreover, high school students are especially sensitive 

to the feedback from their peers (Larson & Richards, 1991; Steinberg & Monahan, 2007), 

and consequently and, as such, the attitudes of their peer group are likely to have a great 

impact on their achievement (Epstein, 1983). Given this, it is important to examine the 

role that peer school resistance and self-monitoring have on performance for Latino male 

students in high school to better understand their future success.  

Finally, unlike Study 2 which used self-reported perceptions of peer school 

resistance, in Study 3, I attempted to control perceptions of peer school resistance by 

manipulating this variable. More specifically, in Study 3, Latino male and Latina students 

were led to believe that they would interact with peer group members that either dislike 

school (i.e., high peer school resistance) or like school (i.e., low peer school resistance). 

After manipulating school resistance, students completed a series of questions (i.e., 

thoughts about achievement) that would help them to “prepare for the group discussion” 

and were told that they would share their responses with group members. The survey 

items measured students’ level of effort and motivation to do well on achievement tasks 

and in school.  Students who desire to downplay their effort motivation on achievement 

tasks to their peer group members should indicate lower ratings on these survey items.   

 Following the survey items, students completed the math performance task. 

Students were told that at the end of the activity, their school would see their scores. Not 

only would this procedure allow me to examine the impact of peer school resistance on 



39 

 

achievement, but it would also allow me to separately explore how students react to a 

peer-group context (i.e., they could downplay motivation or not) and how they present 

themselves to their school (i.e., they could do well or poorly on the task).   

 When examining the thoughts about achievement measure and the achievement 

task measure separately, I predict different behaviors for students high and low in self-

monitoring. In terms of thoughts about achievement, I predict that Latino male students 

in the high peer school resistance condition will present significantly more negative 

thoughts about achievement than Latino male students in the low peer school resistance 

condition, regardless of self-monitoring. This is because high peer school resistance 

should encourage Latino male students to downplay their motivation and effort on school 

tasks to peer group members. Additionally, in the low peer school resistance condition, I 

predict that there will be no differences in their thoughts about achievement displayed to 

peer groups. This is because without messages of resistance present, Latino male students 

should demonstrate motivation and effort to do well on school tasks, regardless of self-

monitoring. Past research, in fact, demonstrates the ethnic minority students are 

motivated to succeed in the school context and show more positive attitudes about school 

(Ogbu & Simmons, 1998; Downey & Ainsworth, 2002; Mickelson, 1990). Consistent 

with Studies 1 and 2, I predict no effects of peer school resistance and self-monitoring on 

motivation for Latina students. 

 In terms of achievement, replicating the findings of Study 2 with a sample of high 

school students, I predict that self-monitoring will correlate to achievement for Latino 

male students, but will be uncorrelated with achievement for Latina students. Peer school 
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resistance will moderate the relationship for Latino male students, such that the effects of 

self-monitoring for Latino male student achievement will be stronger when peer school 

resistance is high. For example, in the high peer school resistance condition, Latino male 

students low in self-monitoring should demonstrate lower performance on the 

achievement task compared to Latino male students high in self-monitoring. In 

comparison, Latino male students high in self-monitoring in the high peer school 

resistance condition should show comparable achievement performance compared to 

Latino male students high in self-monitoring in the low peer school resistance condition.  

 When peer school resistance is low, I predict no differences in achievement 

between Latino male students high and low in self-monitoring. This is because when 

resistance is low or absent, Latino male students should perform well on school tasks.  

Similarly, consistent with Studies 1 and 2, I predict no effects of peer school resistance 

and self-monitoring on achievement for Latina students.  

 Although self-monitoring theory (Snyder, 1987) would predict that Latino male 

students low in self-monitoring show consistent behaviors in both the low and high peer 

school resistance conditions, the present research theorizes that cultural norms facing 

Latino male students would impact their behaviors differently. I argue that the absence or 

presence of peer school resistance is what ultimately impacts the behaviors of Latino 

male student low in self-monitoring. Under circumstances of no peer school resistance, 

Latino male students, regardless of self-monitoring, should demonstrate positive attitudes 

towards and outcomes on school tasks. However, when messages of resistance from peers 

are present, this pressure is enough to influence these attitudes and outcomes. In this way, 
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the peer-related situation may overpower the lack of public concern for Latino male 

students low in self-monitoring, especially for students who value the peer-group context 

(i.e., high school students). On the other hand, when the audience does not influence 

one’s reputation among peers in school (e.g., school staff, teachers, principals), then the 

situation may not overpower the behavior of Latino male students low in self-monitoring. 

That is, Latino male students low in self-monitoring should show consistent patterns in 

behavior across audiences (i.e., demonstrate less positive attitudes and outcomes on 

school tasks), but different behaviors across peer norms (i.e., low and high peer school 

resistance).  

 Consistent with self-monitoring theory (Synder, 1987), the main prediction of 

Study 3 is that when peer school resistance messages are present, Latino male students 

high in self-monitoring will show different behaviors across audiences (i.e., they will 

report negative attitudes about achievement tasks and school to their peers, yet they will 

perform well on the achievement task), whereas Latino male students low in self-

monitoring will show consistent behaviors across audiences (i.e., they will report 

negative attitudes about achievement tasks and school to their peers, yet they will 

perform well on the achievement task). Without the appropriate skills to manage the peer 

school conflict, Latino male students low in self-monitoring are likely to succumb to the 

pressure of their peers and underperform on the task. Latino male students high in self-

monitoring, on the other hand, will demonstrate the ability to behave differently across 

audiences, allowing them to remain loyal to the peer group (i.e., report negative thoughts 

about achievement tasks and schools), while still performing well on the task. In this 
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way, self-monitoring will prove to have a positive effect on achievement for Latino male 

students in a situation of peer school resistance.  

 When peer school resistance messages are low or absent, Latino male students, 

both high and low in self-monitoring, should show positive thoughts about achievement 

tasks and school and should perform well on the achievement task. Without resistance 

from peers, the pressure to downplay performance or to underperform would be absent 

for these students. Consistent with the patterns in Studies 1 and 2, I expect no effects of 

peer school resistance and self-monitoring for Latina students on this within-subjects 

variable.  
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CHAPTER 4 

 

STUDY 3 

Method 

Participants 

 Participants included 82 Latina (M age = 15.72, SD = 1.18) and 92 Latino (M age 

= 16.15, SD = 1.17) students from a high school in South Tucson. Students and teachers 

were told about the details of the study during brief class visits and parental consent 

forms were sent home. Students who return signed parental consent forms were asked to 

participate in the study.  

Research Design 

 The study is a 2 (self-monitoring: high, low) by 2 (gender: male, female) by 2 

(peer school resistance: high, low) between-subjects design with Thoughts about 

Achievement and Achievement Task Scores as the dependent measures.  

Procedure  

Students were given individual folders with a complete packet of study materials. 

All instructions were read aloud as students followed along. Due to school regulations 

and time restrictions, students were either run in small groups (2-5 students) in the library 

or larger groups (12-15 students) in the classroom.  

Students were first instructed to complete the first page of the packet, which 

consisted of the self-monitoring scale items. When all students completed this section, 
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students then began the study. Students were given the following introduction to the 

study:  

We are interested in learning about what achievement tasks are best for students 

to do in the classroom and how students perform on these tasks. One way we are 

going to find this out is by asking you to discuss your thoughts about achievement 

tasks with a group of your peers. To prepare you for this discussion, we will give 

you some information about your group members. We are also going to ask you to 

complete an achievement task. After the activity, we will share your achievement 

task scores with your school. So, the first thing you will do is prepare for a 

discussion with your peer group by reviewing some profiles from students from 

your school who completed these profiles a few days ago. Then, you will complete 

one of these profiles today to share with them. While we set up the group 

discussion, we will have you complete an achievement task to share with your 

school. After you complete this task, we will take you to another room to begin the 

group discussion. We will have more instructions for you then.  

After these instructions, students began to “prepare for the peer group discussion” which 

included the main manipulation in the study.  

Peer school resistance manipulation.  In the packet, students received a profile of 

three peer discussion group members that included information about their gender, age, 

grade, their views regarding school, and their responses to a survey of their thoughts and 

feelings about achievement tasks. The student profiles were completed in pencil to give 

students the idea that their group members filled out the profiles “a few days ago”. The 
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peer profiles were matched for gender, age, and year in school (i.e., students read profiles 

of students with similar demographics). To vary the perception of peer resistance to 

school, students were randomly assigned to read either profiles of peer group members 

that express dislike for school (high peer school resistance condition) or profiles of peer 

group members that express liking for school (low peer school resistance condition).  

Students in the high peer school resistance condition read the following about 

their peers’ views regarding school:  

Peer Discussion Member 1: I’m not really into school. I think it’s a waste of time 

to do schoolwork. I don’t like going to class.  

Peer Discussion Member 2: School is not fun. I think school is for kids who 

aren’t that cool or popular. I don’t like to hang out with them.  

Peer Discussion Member 3: I can’t really get down with school. The kids that are 

really into school usually hang out with a lot of girls. They don’t do fun stuff like 

play sports. They don’t seem tough enough to play.  

Students in the high peer resistance condition also saw that each discussion group 

member provided low ratings on the Thoughts about Achievement Task survey, which 

indicated that their group members were not motivated to do well on achievement tasks. 

See Appendix C for complete high peer school resistant student profiles.  

Students in the low peer resistance condition read the following about their peers’ 

views regarding school:  

Peer Discussion Member 1: I’m really into school. I think it’s a good use of time 

to do schoolwork. I like going to class.  
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Peer Discussion Member 2: School is fun. I think school is for kids who are cool 

and popular. I like to hang out with them.  

Peer Discussion Member 3: I can get down with school. The kids that are really 

into school usually hang out with a lot of people. They do other fun stuff like play 

sports. They seem tough enough to play.  

Students in the low peer resistance condition saw that each discussion group member 

provided high ratings on the Thoughts about Achievement Task survey, which indicated 

that their group members were motivated to do well on achievement tasks. See Appendix 

D for complete low peer school resistant student profiles. 

After reading the student profiles, to keep with the cover story, students were 

asked to fill out a similar profile so that their “group members will know more 

information about them”. Students were led to believe that they would share these 

thoughts with their discussion group. 

 After preparing for discussion and completing the survey, students then 

completed the achievement task which consisted of solving 10 math problems. Students 

were reminded that their scores would be shared with their school at the end of the 

activity. Upon completion of the study, students were debriefed about the purposes for 

the study and thanked for their participation. Participation took approximately 30 

minutes.   

Measures 

Self-Monitoring was measured using a shortened version of the Junior Self-

Monitoring Scale (JSMS; Granziano et al., 1987), which provided a more age-appropriate 



47 

 

measure of self-monitoring
1
. Similar to Synder’s (1987) self-monitoring scale, there were 

items that measured acting and situation specificity of expressive behavior, however there 

were no items that measured extraversion. On a scale from 1 (strongly disagree) to 5 

(strongly agree), students were asked to rate various statements, (M = 2.58, SD = .57). 

The scores ranged from 1.29 to 4.50. The scale was adequately reliable (alpha = .72).  

An item analyses revealed loadings on 2 different factors: acting (e.g., I would 

probably be good at acting in a school play, I have considered being an entertainer) and 

situation specificity of expressive behavior (e.g., In different situations and with different 

people, I often act like very different persons, When I’m with my friends I act different 

than I do when I’m in the classroom, I try to figure out how each teacher wants me to act 

and then that’s how I try to act). The subscales were adequately reliable, alphas ranged 

from .61 to .68. See Appendix E for complete list of items 

Thoughts about Achievement. On a scale from 1 (strongly disagree) to 9 (strongly 

agree), students rated 9 items to measure four components, (M = 7.47, SD = 1.57). The 

components included: motivation to complete the task (e.g., I am motivated to do well on 

the task, I am motivated to please my teacher, I am motivated to do well in school); 

ability to complete the task well (e.g., I have the skills to do well on the task, I have most 

of the skills necessary to do well in school); the amount of effort that they will put into 

completing the task (e.g., I will put a lot of effort to do well on the task, I usually put a lot 

                                                        
1 The following items were removed: Sometimes I help my mom without her asking me, so she will let 
me do something I want to do later, There are things about me that I wouldn’t want to tell to anyone, I 
feel unhappy when I don’t have the things my friends have, and I feel embarrassed when I don’t have the 
same kind of clothes as my classmates.  
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of effort on school tasks); and the importance of the task (e.g., doing well on the task is 

important to me; doing well in school is important to me). The scales were reliable 

(alphas ranged from .85 to .93).  

Given that the subscales were highly correlated (all correlations were above .65, 

all p’s = .00), I combined them to create one large scale measuring thoughts about 

achievement. An item analyses also revealed that the items measured one factor.  The 

larger scale was reliable (alpha=.95). See Appendix F for complete survey.  

Achievement Task. Performance was measured using 10 math problems from a 

practice AIMS test packet, (M Task Score = 5.47, SD = 2.23; M Task Attempted = 9.82, SD = .73)
 

23
.
 
Students were given 8 minutes to complete the activity

4
. See Appendix G for complete 

activity sheet.  

Manipulation Check Items 

                                                        
2
  In line with the achievement measures used in Study 1 (high school GPA) and Study 2 (SAT math 

scores), I selected an achievement task that would be a standardized measure of school performance for 

high school students. For these students, the AIMS (Arizona’s Instrument to Measure Standards) test is the 

most relevant standard measure of school performance and is required for graduation. Given this, if peer 

school resistance and self-monitoring affect performance on this task, then study findings could provide 

practical implications for student performance.  
3
  A brief version of the achievement task was pretested with a group of 23 high school students (10 

males, 13 females; M Age = 15.78, SD = 1.08). Students were given 5 minutes to complete 7 math 

problems. The average score on the task was 3.13 math problems (SD = 1.28). After conducting an item 

analyses, problems that were difficult (no student selected the correct answer) were dropped from the task. 

All students attempted all 7 math problems.  

On a scale from 1 to 7 (with 1 being the lowest rating, 4 being average, and 7 being the highest 

rating), students also completed items that assessed perceptions of task difficulty, motivation to complete 

the task, and ability to understand the task. Student ratings indicated that task was average in difficulty (M 

= 3.95, SD = 1.73), that their motivation to complete the task was slightly above average (M = 4.24, SD = 

1.77), and that their ability to understand the task was average (M = 4.10, SD = 1.64). The average scores 

from students indicated that the task was suitable for this age group; this could allow for movement (i.e., an 

increase or decrease in scores) by manipulation conditions.  
4
  Given time restrictions stipulated by the school, I could only allot 8 minutes for the achievement 

task. Since students were able to successfully attempt 7 problems in 5 minutes, I reasoned that 10 problems 

in 8 minutes was sufficient time to complete the task.  
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Peer school resistance was measured using 3 items. On a scale from 1 (strongly 

disagree) to 5 (strongly agree), students rated the extent to which they disagreed or 

agreed with each item, (M = 3.01, SD = 1.45). The items included: The members of my 

discussion group like school, The members of my discussion group think that doing 

schoolwork is important, and The members of my discussion group think that doing well 

in school is cool (reverse coded). The scale was reliable (alpha = .90).  

Results 

Manipulation Check Items 

A median split on the self-monitoring scale was conducted. Students with a mean 

self-monitoring score equal to or above 2.53 were coded as high in self-monitoring, and 

those with a mean self-monitoring score below 2.53 were coded as low in self-

monitoring.  

A 2 (self-monitoring: high, low) by 2 (peer resistance condition: high low) by 2 

(gender: male, female) ANOVA with manipulation check items as the dependent variable 

was conducted. There was no main effect of self-monitoring (p = .84) or gender (p = 

.96), but there was an expected main effect of condition, F(1, 172) = 245.80, p < .00. 

Students in the low peer school resistance condition reported more positive perceptions of 

their group members as liking school (M = 4.12, SD = .78) than students in the high peer 

school resistance condition (M = 1.89, SD = 1.05). The two-way interactions and the 

three-way interaction were not significant, (all p’s > .22).  

Peer versus School Audiences Responses  
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 The main prediction concerns the differential impact of peer school resistance on 

Latino students high and low in self-monitoring across different audiences (i.e., peer 

group audience versus school audience). Under high peer school resistance, Latino males 

students high in self-monitoring should show different behaviors across audiences (i.e., 

present negative thoughts about achievement to their peers, meanwhile do well on the 

achievement task), while Latino male students low in self-monitoring should show 

consistency across audiences (i.e., present negative thoughts to peers and do poorly on 

the achievement task). To test this prediction, a 2 X 2 X 2 X 2 mixed-design ANOVA 

with self-monitoring (high, low), peer school resistance (high, low), and gender (male, 

female) as between-subjects factors and school measures (thoughts about achievement, 

task performance) as a within-subjects factor was conducted. Thoughts about 

achievement scores and task performance scores were standardized for the analysis in 

order to compare them directly.  

 A significant school measures by gender mixed interaction was found, F(1, 165) = 

3.84, p = .05), such that males presented more negative thoughts about achievement (M = 

-.17, SD = 1.02) than females (M = .19, SD = .94), p = .01. There were no differences 

between males and females on the performance task, p = .97. In terms of the with-

subjects measure, there were no differences between thoughts about achievement scores 

and performance tasks scores for both males and females (both p’s > .15).  

 A significant school measures by peer school resistance condition interaction was 

also found, F(1, 165) = 9.28, p < .01), such that students in the high peer school 

resistance condition presented more negative thoughts about achievement (M = -.34, SD  
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Table 1. Standardized means for the measures by gender by peer school resistance by 

self-monitoring by level of self-monitoring  

 

= 1.14) than students in the low peer school resistance condition (M = .33, SD = .70), p = 

.00. There were no differences in performance task scores between students in the high 

peer school resistance condition and those in the low peer school resistance condition, p = 

.63. Additionally, when high peer school resistance is present, students demonstrate more 

negative scores on the thoughts about achievement measure (M = -.34, SD = 1.14) 

compared to the task performance measure (M = -.04, SD = 1.10), p = .03. In the low peer 

school resistance, students demonstrate more positive scores on the thoughts about 

achievement measure (M = .33, SD = .70) compared to the task performance measure (M 

= .04, SD = .89), p = .03. All other main effects, interactions, and overall model were not 

significant, with the largest F(1, 165) = .775, p = .38. See Table 1 for all means.  

 
Thoughts about 

Achievement 

Task 

Performance 

 Mean SD Mean SD 

Male 

Low 

Resistance 

Low Self-Monitoring .41 .43 .11 .94 

High Self-Monitoring .28 .71 .15 .90 

High 

Resistance 

Low Self-Monitoring -.82 1.35 -.33 1.13 

High Self-Monitoring -.56 .85 .09 1.07 

Female 

Low 

Resistance 

Low Self-Monitoring -.04 1.12 -.01 .77 

High Self-Monitoring .60 .28 -.10 .95 

High 

Resistance 

Low Self-Monitoring .01 1.18 .02 1.20 

High Self-Monitoring .14 .88 .08 .95 
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 Contrary to predictions, the simple interaction between self-monitoring (high, 

low) and the school measures (thoughts about achievement, task performance) for Latino 

males under high peer school resistance was not significant, F(1, 44) = .158, p > .69. 

However, the group means are consistent with my predictions. That is, under high peer 

school resistance, Latino male students high in self-monitoring presented more negative 

scores on the thoughts about achievement measure (M = -.56, SD = .85) compared to 

their performance measure scores (M = .09, SD = 1.07). In contrast, Latino male students 

low in self-monitoring presented equally negative scores on the thoughts about 

achievement measure (M = -.82, SD = 1.35) and on the performance measure (M = -.33, 

SD = 1.13).  Furthermore, Latino male students high and low in self-monitoring both 

present negative scores on thoughts about achievement measure; however, these groups 

demonstrate differences on the performance task (i.e., Latino male students high in self-

monitoring outscore those low in self-monitoring). Although the predicted mixed-design 

ANOVA was not significant, I ran additional analyses to examine between-subjects 

differences on the school measures separately.  

Thoughts about Achievement 

 A 2 (self-monitoring: high, low) by 2 (peer resistance condition: high low) by 2 

(gender: male, female) ANOVA with thoughts about achievement as the dependent 

variable
5
. A main effect for peer school resistance was found such that students in the 

high peer school resistance condition presented more negative thoughts about 

                                                        
5 Regression analyses were run with peer school resistance, gender, and self-monitoring, as a 
continuous variable, on Thoughts about Achievement. The overall regression model was significant 
(r = .44, p < .01), however no main effects or interaction terms were significant (all p’s > .11).  
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achievement (M = 6.94 SD = 1.79) compared to students in the low peer school resistance 

(M = 8.00, SD = 1.11), p = .00. A main effect for gender was also found such that males 

presented more negative thoughts about achievement (M = 7.21, SD = 1.61) than females 

(M = 7.77, SD = 1.49), p = .012.  

 The main effects were qualified by the predicted gender by peer school resistance 

condition interaction, F(1, 173) = 7.75, p < .01. Males in the high peer school resistance 

report present more negative thoughts about achievement than males in the low peer 

school resistance condition, p = .00. There were no differences in the presentation of 

thoughts about achievement between the high and low resistance conditions for females, 

p = .21. In the high peer school resistance condition, males presented more negative 

thoughts about achievement than females, p = .00. There were no differences between 

males and females in their presentation of thoughts about achievement in the low peer 

school resistance condition, p = .87. See Figure 4 for means.  No other effects were 

significant, with the largest F for the 3-way interaction, F(1, 173) = 2.62, p = .10.  

Task Performance  

 Pearson correlation analyses were conducted to test the relationship between self-

monitoring and task performance for Latino male and Latina students. Replicating Study 

2, analyses revealed that self-monitoring was positively related to task performance for 

Latino male students (r = .214, p = .044), but was unrelated to task performance for 

Latina students (r = .089, p = .445). However, unlike in Study 2, a Hotelling’s t-test (one-

sided) revealed that the correlation for Latino male students was not significantly stronger 

than the correlation for Latina students (p = .17). See Figure 5 for correlations.  
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Figure 4. Gender by peer school resistance on thoughts about achievement  

 

 Also consistent with Study 2, the two subscales for self-monitoring, acting (r = 

.258, p = .013) and situation specificity for expressive behavior (r = .207, p = .048), were 

significantly related to performance for Latino male students, but were unrelated to 

performance for Latina students, p’s > .26. However, the correlations for Latino male 

students were not significantly stronger than the correlations for Latina students (both p’s 

= .18) on the subscales. 

 To examine if the relationship between self-monitoring and achievement for 

males and females was moderated by peer resistance, a 2 (self-monitoring: high, low) by 

2 (peer resistance condition: high low) by 2 (gender: male, female) ANOVA with task 

performance as the dependent variable and with year in school as the covariate (r = .18, p  
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Figure 5. The relationship between self-monitoring and achievement tasks scores for 

Latino male students and Latina students.  

 

= .02) was conducted
6
. None of the main effects or interactions were significant, largest 

F(1, 173) = 1.83, p = .17. See Figure 6 for means.  

 Although the predicted 3-way interaction was not significant, I conducted an 

exploratory analysis of the achievement patterns of Latino male students high and low in 

self-monitoring in the high peer school resistance condition. In the high peer school 

resistance condition, Latino male students low in self-monitoring scored lower (M = 4.73, 

SD = 2.53) than Latino male students high in self-monitoring (M = 5.67, SD = 2.39), F(1, 

45) = 1.68, p = .20. Although not statistically significant, the pattern of mean scores does  

                                                        
6 Regression analyses were run with peer school resistance, gender, and self-monitoring, as a 
continuous variable, on Task Performance. The overall regression model was not significant (r = .20, 
p > .48).  

Latino Male Students 

Latina Students 
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Figure 6. Gender by self-monitoring by peer school resistance on achievement tasks 

scores  

 

reflect the predicted relationship. Specifically, the patterns indicate that in the high peer 

school resistance condition, Latino male students high in self-monitoring had higher task 

performance scores than Latino male students low in self-monitoring.   

Discussion 

The purpose of Study 3 was to examine whether self-monitoring would relate to 

thoughts about achievement and achievement task scores for Latino male students under 

varying peer school resistance. Consistent with hypotheses, Study 3 found that Latino 

male students, both high and low in self-monitoring, presented more negative thoughts 

about achievement to their peers in the high peer resistance condition compared to the 

low peer school resistance condition. In the high peer school resistance condition, Latino 

male students presented more negative thoughts about achievement to their peers than 

Latina students. Furthermore, as predicted, messages of peer school resistance had no 
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effect on Latina students’ presentation of thoughts about achievement. These findings 

suggest that conflicting cultural peer messages create more negative pressure for Latino 

male students to downplay their motivation and effort to peer groups than they do for 

Latina students.  

Study 3 also measured the impact of self-monitoring on achievement for Latino 

male and Latina students in a situation of peer school resistance. Consistent with Study 2 

findings but with actual task performance, self-monitoring was significantly related to 

achievement for Latino male students, but was not significantly related to achievement 

for Latinas. Also, consistent with Study 2, detailed analyses revealed that specific 

components of the self-monitoring scale related to achievement for Latino male students. 

That is, possessing the ability to act and to adjust one’s behavior to different specific 

situational cues relates positively to performance for Latino male students.  

In testing the full model, I found that, contrary to expectations, the self-

monitoring by peer school resistance by gender interaction did not significantly impact 

achievement for students. In the high peer school resistance condition, Latino male 

students high in self-monitoring did not outperform Latino male students low in self-

monitoring. Furthermore, the mixed-design analysis also did not reveal the expected 

differences within-subjects for Latino male students high in self-monitoring when peer 

school resistance was high. That is, under high peer school resistance, Latino male 

students high in self-monitoring did not significantly show more negative scores on the 

thoughts measure compared to the achievement task. Despite non-significant findings, the 

group means do support these predicted patterns.  
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Given that self-monitoring has been consistently shown to positively relate to 

performance for Latino male students (Studies 2 and 3), the non-significant interaction 

suggests a potential problem with the peer school manipulation. For example, one 

potential problem with the manipulation is that the messages of peer school resistance 

may put too strong of pressure on Latino male students, in general, to underperform.  

Reading about peer group members who dislike school, indeed, influences Latino male 

students’ to present more negative thoughts about school to their peers, and perhaps, 

subsequently, may lead them to underachieve as a result.  

On the other hand, the delay between the peer school resistance manipulation and 

the achievement task may offer another potential explanation for the lack of findings. The 

peer school resistance manipulation was immediately followed by the thoughts about 

achievement measure, and the desired effects were found. However, the manipulation 

may not have been strong enough to influence performance on an achievement task that 

came later in the study. Although the main concern for this study was to examine how 

Latino male students high and low in self-monitoring react to messages of peer school 

resistance across different audiences, future studies should examine the immediate impact 

of these messages on performance for Latino male students. Finally, it may be the case 

that the achievement task was too difficult for students, in general. With a difficult 

achievement task, it would be difficult to create the variance necessary to see differences 

between the peer school resistance conditions.  

 In general, Study 3 provides some insight on how messages of peer school 

resistance and self-monitoring separately influence thoughts about achievement and 
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achievement for Latino male students uniquely. First, similar to the finding in Study 1 

that peer school resistance negatively relates to achievement for Latino male students, 

Study 3 demonstrates that peer school resistance also pressures these students to present 

more negative thoughts about achievement. Although these scores were still generally 

positive (i.e., they were above the mean on a 9-point scale), the reality is that when 

messages of peer school resistance are present these thoughts drop compared to when 

these messages are absent from the context.  

 Second, I was able to replicate the finding in Study 2 that self-monitoring 

positively relates to achievement for Latino male students, and moreover, to extend the 

finding to a younger sample of students and to actual task performance. These findings 

provide evidence that the achievement of Latino male students is influenced by 

surrounding cultural messages from their peer group and their ability to monitor their 

behaviors in the classroom.  
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CHAPTER 5 

 

GENERAL DISCUSSION 

 The purpose of the present research is to examine the impact of peer school 

resistance (Study 1) and self-monitoring (Study 2) and their combined effects (Study 3) 

on Latino male student achievement. As part of larger projects, Study 1 and Study 2 were 

designed to establish the initial relationships in this larger model of Latino male student 

achievement in a sample of undergraduate students. In Study 1, I found that, as expected, 

males reported perceiving more peer school resistance than females. This finding is 

consistent with past research (Lundy & Firebaugh, 2005). Contrary to hypothesis, no 

gender by ethnicity interaction effect was found. That is, Latino male students did not 

report more peer school resistance than their European American male counterparts. 

Furthermore, I found that for Latino male students only, peer school resistance was 

negatively related to achievement (i.e., self-reported high school GPA). Peer school 

resistance was unrelated to achievement for European American males and for females.  

 In establishing the link between self-monitoring and achievement, Study 2 found 

that, as expected, self-monitoring was positively related to achievement (i.e., self-

reported SAT math scores) for Latino male students only. Self-monitoring was unrelated 

to achievement for Latinas and for European American male and female students. 

Furthermore, when analyzing the self-monitoring items in detail, I found that particular 

components of the scale were related to achievement for Latino male students. More 

specifically, analyses revealed that possessing the ability to act and the ability to adjust 
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one’s behaviors to suit different specific situations impact achievement positively, 

whereas being extraverted has no bearing on achievement for Latino male students.  

 In Study 3, I tested a full model to examine the impact of peer school resistance 

and self-monitoring on achievement (i.e., task performance) for Latino male students. 

Unlike the previous studies, Study 3 was conducted in a high school to test optimal 

conditions for the impact of peer messages on achievement. Study 3 found that, for 

Latino male high school students, high peer school resistance encouraged a more 

negative presentation of thoughts about achievement to peer group members compared to 

the low peer school resistance condition. Additionally, these messages of peer school 

resistance were unrelated to Latina high school students’ presentation of thoughts about 

achievement to their peer groups.   

 In terms of achievement, Study 3 replicated and extended the findings of Study 2 

to a high school sample and to actual student performance, and showed that self-

monitoring was positively related to achievement for Latino male students. Self-

monitoring was not related to achievement for Latina high school students. Contrary to 

hypothesis, however, self-monitoring had no effect on performance for Latino male 

students exposed to messages of high peer school resistance. That is, in a situation of 

high peer school resistance, Latino male students high in self-monitoring did not show 

increased achievement task scores compared to Latino male students low in self-

monitoring.  

 The main within-subjects prediction of Study 3 was also not supported. That is, 

when peer school resistance is high, Latino male students high in self-monitoring do not 
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show different behaviors across different audiences (i.e., they did not show more negative 

scores on the thoughts measure to peers compared to the performance task). Although 

this predicted pattern is illustrated by the group means, the non-significant finding 

suggest some limitations in the current research study.   

  In general, the findings from the present dissertation research recount a specific 

story of Latino male student achievement. Latino males encounter specific cultural 

messages from their peers that ultimately impact school outcomes. For this cultural 

group, messages of school resistance may appear from both their same-sex peers and 

their same-ethnic peers. These messages not only negatively relate to performance for 

Latino male students, but they also encourage these students to present more negative 

thoughts about achievement to surrounding peer group members. Moreover, in terms of 

coping strategies, self-monitoring proves a useful tool for improving achievement for 

Latino male undergraduate and high school students and appears to be unrelated to 

achievement for Latina students at both levels of education. One consistent finding across 

two studies it that for Latino male students, possessing the ability to act or to adjust one’s 

behavior across different situations positively relates to their performance.  

Limitations & Future Directions 

 Although the present research revealed unique patterns in peer school resistance 

and self-monitoring for Latino male students, one limitation to the research is that the 

findings do not support the predicted model of Latino male student achievement. 

Specifically, when confronted with a situation of school resistance from peers, Latino 

male students, both high and low in self-monitoring, showed no differences in 
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achievement. Although the predicted pattern in group means is present (i.e., Latino male 

students high in self-monitoring show higher performance scores than Latino male 

students low in self-monitoring; Latino male students high in self-monitoring show 

different behaviors across peer and school audiences, meanwhile Latino male student low 

in self-monitoring show consistent behaviors across audiences), these patterns are not 

significantly different. One potential explanation for this lack of difference may be that 

the pressure of school resistance may have been too strong for all Latino male students. 

In fact, students read three messages from peers that strongly conveyed their dislike for 

school, which for any Latino male student, may be a lot of pressure, especially for those 

in high school.   

Additionally, the surveys were conducted in small groups where students were 

exposed to other members of their peer group. Despite being told that their test scores 

would be shared with only their school, students high in self-monitoring still experienced 

an audience of peers in the classroom while completing the task. This immediate pressure 

from peer groups may make it difficult for students high in self-monitoring to do 

exceptionally well on the task, especially if they are attempting to downplay their effort 

on school tasks to their peers (i.e., students high in self-monitoring cannot be viewed as 

working hard on an achievement task by surrounding peers). In fact, Study 3 reveals that 

when school resistance is high, students both high and low in self-monitoring present 

generally more negative thoughts about achievement, which, I argue, is their way to 

downplay school effort and motivation to peers. Future research should examine the 

effects of school resistance on task performance in a one-on-one setting where students 
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high in self-monitoring are able to separate their audiences and camouflage their 

performance efforts to their peers (i.e., without peer group members present, students 

high in self-monitoring are free to perform well on the task). This private setting may 

alleviate the added pressure to underperform on the task for Latino male students who are 

high in self-monitoring.  

  Although there are definite effects on achievement for peer school resistance and 

self-monitoring separately, the current research does not show that both self-monitoring 

and peer school resistance impact achievement for Latino male students. Future research 

should explore other ways of testing the relationship between these variables.  For 

example, research could examine other manipulations of peer school resistance. 

Additionally, the achievement tasks items were taken from practice AIMS math tests. 

The mean score on this task was 5.47 out of 10 items, which suggests that the task may 

have been difficult for this sample of high school students.  Future research should 

explore other types of achievement tasks to use in order to test the combined effects of 

self-monitoring and peer school resistance. 

Another limitation to the current research is that although I can demonstrate the 

differential effects of peer school resistance on Latino male students and Latina students, 

there is no European American male student control group. In Study 1, I found that 

Latino male students and European American male students both perceive messages of 

peer school resistance. Without this comparison group in Study 3, I cannot argue that 

peer school resistance negatively impacts performance uniquely for Latino male students. 

Although, given the finding that peer school resistance negatively relates to achievement 
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for Latino male students and is unrelated to achievement for European American male 

students, I do predict this pattern. Future research should include a European American 

male student group to examine the effects of a peer school resistance manipulation on 

different male high school cultural groups. 

 Finally, given the consistent finding that self-monitoring strategies positively 

relate to achievement for Latino male students, future research should examine the 

benefits of teaching self-monitoring strategies for this group. Regardless of its utility in 

combating messages of peer school resistance, there is a consistent trend in which Latino 

male students who are high in self-monitoring fair better academically (i.e., high SAT 

math scores and higher AIMS math item scores) than Latino male students who are low 

in self-monitoring. Given this relationship, future research should aim to devise strategies 

that teach Latino males to develop the skills necessary to become more vigilant of the 

cues in different situations and adjust their behavior accordingly. As the findings from 

this research show, this component of self-monitoring proves to be most effective in 

influencing achievement for Latino male students.  

Conclusions 

Latino male student underachievement continues to be an important issue in 

education. There are many challenges that these Latino male students face as a result of 

their multiple cultural identities. As part of the masculine culture (Renold, 2001; Parry, 

1996; Epstein, 1998; Paetcher, 1998; Hooks, 2004) and as demonstrated in the current 

research, male students are more likely than female students to encounter and perceive 

negative messages about school from their peers. However, for Latino males, these 
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messages impact how they will perform in school. This unique negative effect for Latino 

male students may provide one explanation for the discrepancy in performance for this 

cultural group. Although a variety of factors may contribute to the poor performance of 

Latino male students, I contend that messages of school resistance from important same-

sex and -ethnic peers greatly impact how Latino male students will approach achievement 

tasks, and the school domain, in general.  

More importantly, however, this research also provides insight on ways to 

improve the achievement of Latino male students.  If school officials and teachers want 

to alleviate the achievement gap of this cultural group, one way to start, as suggested by 

the findings in this research, is to teach students how to develop skills that help them to 

monitor their behaviors across situations. Teaching students how to become vigilant to 

the cues and demands of multiple contexts, and also how to adjust their behaviors to meet 

these demands, may help better prepare them for practical situations of future success 

(e.g., job interviews). For example, a student high in self-monitoring who is able to 

understand how to adjust one’s behavior to facilitate a good interview may have a better 

opportunity to get hired than a student who does not acquire this skill (e.g., a student low 

in self-monitoring), especially when the home culture is not likely to include or actively 

discourages these behaviors. In exploring issues of school resistance from peers and of 

practical ways of combating this resistance, research may provide important answers on 

how to increase school success for Latino male students, and perhaps, in the long run, 

change the cultural messages that these students encounter from important others. 
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APPENDIX A: STUDY 1: PEER SCHOOL RESISTANCE ITEMS  

 

1. Most of my friends in high school did well in school.     

2. Most of my friends in high school planned to go to college.  

3. Most of my friends in high school liked to discuss schoolwork or other intellectual 

things with me.    

4. Most of my friends in high school thought it was important to work hard on 

schoolwork.    

5. Most of my friends in high school did not like coming to school.  

6. Most of my friends in high school thought working hard to get good grades was a 

waste of time.  

7. Most of friends in high school thought being popular with friends was more important 

than getting good grades in school.  

8. Most of my friends in high school thought it was cool to drink alcohol (e.g., beer, 

wine, liquor).  

9. Most of my friends in high school thought it was cool to use illegal drugs (e.g., 

marijuana).  

10. Most of my friends in high school thought it was cool to talk back to their teachers.  

11. Most of my friends in high school thought it was cool to do risky or dangerous things.  

12. Most of my friends thought getting good grades was part of “acting white” (“not 

being cool”).  
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APPENDIX B: STUDY 2: SELF-MONITORING SCALE ITEMS 

 

1. I find it hard to imitate the behavior of others. 

2. At parties and social gatherings, I do not attempt to do or say things that others will 

like.   

3. I can only argue for ideas for which I already believe.   

4. I can make impromptu speeches even on topics about which I have almost no 

information. 

5. I guess I put on a show to impress or entertain others. 

6. I would probably make a good actor. 

7. In a group of people I am rarely the center of attention.   

8. In different situations and with different people, I often act like very different 

persons. 

9. I am not particularly good at making other people like me.   

10. I’m not always the person I appear to be. 

11. I would not change my opinions (or the way I do things) in order to please someone 

or win their favor.   

12. I have considered being an entertainer. 

13. I have never been good at games like charades or improvisational acting. 

14. I have trouble changing my behavior to suit different people and different situations.   

15. At a party I let others keep the jokes and stories going. 

16. I feel a bit awkward in public and do not show up quite as well as I should. 

17. I can look anyone in the eye and tell a lie with a straight face (if for a right end). 

18. I may deceive people by being friendly when I really dislike them.   
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APPENDIX C: STUDY 3: STUDENT PROFILE SHEETS – HIGH PEER SCHOOL 

RESISTANCE 
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APPENDIX D: STUDY 3: STUDENT PROFILE SHEETS – LOW PEER SCHOOL 

RESISTANCE  
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APPENDIX E: STUDY 3: JUNIOR SELF-MONITORING SCALE ITEMS 

 

Acting Scale Items (alpha = .61) 

 I would probably be good at acting in a school play.  

 I have considered being an entertainer.  

 I guess I put on a show to impress or entertain others.  

 

Situation Specificity of Expressive Behavior (alpha = .68)   

 I like to know how my classmates expect me to act 

 I act better when my teacher is in the room than when my teacher is out of the room 

 Even if I’m not having a good time, I often act like I am.  

 Sometimes I clown around so my classmates will like me. 

 When I am not sure how to act I watch my classmates to see what to do.  

 When I’m with my friends I act different than I do when I’m in the classroom. 

 I try to figure out how each teacher wants me to act and then that’s how I try to act.  

 I can make people think I’m happy even if I’m not happy.  

 In different situations and with different people, I often act like very different 

persons.  

 I can make my classmates think that I don’t work hard on school tasks even I do work 

hard on school tasks.  

 I’m not always the person I appear to be.  
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APPENDIX F: STUDY 3: THOUGHTS ABOUT ACHIEVEMENT TASKS 
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APPENDIX G: STUDY 3: ACHIEVEMENT TASK 

 

Read each question and choose the best answer. There are 10 math problems total. You have 8 

minutes to complete this activity. We will share your responses with your school at the end of 

this activity.  

 
1. 

3. 4. 

2. 

5. 6. 
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7. 

10. 9. 

8. 
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