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 The academic achievement gap is one of the most important areas of inquiry in 
education today.  Racial-ethnic disparities in achievement continue to be persistent at 
every level—including post-secondary education.  Research suggests African American 
males are particularly likely to disidentify with academics, resulting in a lack of a 
significant relation between academic self-concept and academic outcomes. Research has 
found a relationship between racial-ethnic messages that parents give to their children 
and academic achievement.  Further, the student’s gender may impact the types of 
parental messages given.  Multiple regression statistical analysis will be used to 
determine if the relation between academic self-concept and GPA is moderated by 
parental racial-ethnic socialization, teacher mistrust, and gender. 
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Introduction 

 

 The goal of education is clear—to help students achieve to the best of their 

ability.   Yet, what are educators to do when a sector of students is not achieving up to 

their potential, suffering lower grades, graduation rates, and test scores?  This is the 

dilemma of the racial-ethnic achievement gap, a serious problem that afflicts the African 

American community. The U.S. Department of Education has named as a part of its 

mission the goal of closing the achievement gap, preparing individuals of all backgrounds 

to succeed in college (U.S. Department of Education, 2010).  However, such disparities 

in achievement are apparent at every level of education, including post-secondary 

education. 

 African American males are particularly likely to fall prey to the achievement 

gap.  In 2008, only 4% of the nation’s college students were African American males 

(Aud, Fox, & KewalRamani, 2010).  This statistic is due not only to the small number of 

African Americans in college, but also due to the reality that African American male 

college enrollment represents the largest gender imbalance of any racial-ethnic group.  Of 

equal concern, of enrolled college students, African American men are least likely to earn 

their degree.  Recent estimates indicate of the small number of African American males 

enrolled in college, only 33% earn a degree within 6 years (U.S. Department of 

Education, 2010).   It is clear that research focusing on African American male college 

students is warranted to aid in understanding how educators can successfully facilitate 

African American males in earning college degrees. 
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 Existing research has examined a phenomenon that appears to uniquely impact 

African American male students: academic disidentification (Osborne, 1997).  Academic 

disidentification has been described as a lack of relation between self-esteem and 

academic outcomes (Osborne, 1995).  Thus, theoretically, for such students academic 

success is not rewarding and academic failure is not punishing.  As might be expected, 

research has demonstrated academic disidentification negatively impacts academic 

motivation and achievement (Osborne, 1997). 

 Osborne (1995; 1997) reported results suggesting African American males are 

particularly likely to disidentify with academics and this phenomenon was found to 

develop over time.  He found an attenuation of the relationship between self-esteem and 

academic outcomes until this relation was no longer significant.  Similar findings have 

been reported among college students (Cokley, 2002; Major, Spencer, Schmader, Wolfe, 

& Crocker, 1998).  Using the relation between academic self-concept (ASC) and GPA as 

a measure of identification with academics, Cokley (2002) provided strong evidence of 

disidentification in African American male college students, while their female 

counterparts and European Americans remained identified with academics.  Again, 

African American males were found to disidentify over time, evidenced by a significant 

correlation between ASC and GPA in underclassmen and an attenuated, non-significant 

relation among upperclassmen. 

 The question remains, what factors impact the ability of African American males 

to maintain their self-perception of their own academic abilities in the face of poorer 

academic performance?   A review of the literature reveals that few researchers have 
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examined this phenomenon, particularly among college students.  Further, to date no 

studies have examined variables that may moderate the relation between ASC and GPA 

(i.e., variables that may impact academic disidentification).  Such a dearth in the 

literature speaks to the importance of conducting such research. 

 Attribution theory is a useful theoretical lens through which to view academic 

disidentification.   Attribution theory in educational research assumes that individuals 

attempt to explain the outcomes and behaviors of others in regard to academics (Weiner, 

1986; Graham, 1991).  In line with one of Major and Schmader’s (1998) hypotheses 

regarding disidentification, the phenomenon may represent African American male 

students’ disregard for academic feedback from university faculty as indicative of their 

true academic and intellectual abilities.  Academic outcomes may be attributed to stable, 

external conditions that are out of their control and may be discounted as a self-protective 

mechanism (Meisel, 1986; Weary, 1978).  However, it is unclear what factors may 

impact such a process, moderating the relation between ASC and academic outcomes. 

  In line with an ecocultural perspective (Brofenbrenner, 1979), it is integral to 

encase academic disidentification within the social context in which students live.  As 

such, constructs representing influences from African American male students’ social 

contexts must be examined as variables that impact academic disidentification, thus 

theoretically contributing to conditions in which African American male students would 

disregard academic feedback.   

 One such construct is parental racial-ethnic socialization, as family provides the 

most immediate context for individuals (Lesane-Brown, 2006).  Parental racial-ethnic 
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socialization involves the explicit or implicit parental messages given to children 

regarding what it means to be a member of one’s racial or ethnic group (Hughes et al., 

2006).  Two types of parental racial-ethnic socialization originally delineated by Hughes 

and Chen (1997; 1999) include preparation for bias, or “teaching about prejudice and 

discrimination,” and promotion of mistrust, or “communications of cautions or warnings 

about other racial or ethnic groups” (Hughes & Johnson, 2001, p. 985). 

 Research suggests parental messages of preparation for bias and promotion of 

mistrust are related to academic outcomes (Hughes et al., 2006).  However, there is a 

dearth of such research and existing research has provided mixed results.  There is some 

literature to suggest preparation for bias may serve a protective function, as several 

studies have found a positive relation between these messages and academic achievement 

outcomes (Bowman & Howard, 1985).  However, the literature suggests high levels of 

preparation for bias and promotion of mistrust, in general, is related to poorer academic 

performance (Harris-Britt, Valrie, Kurtz-Costas, & Rowley, 2007; Hughes, Witherspoon, 

Rivas-Drake, & West-Bey, 2009). 

 Few studies have examined parental racial socialization in the context of gender.  

However, existing research indicates African American males receive more messages of 

preparation for bias and promotion of mistrust than their female counterparts (Bowman & 

Howard, 1985; Stevenson, Cameron, Herrero-Taylor, & Davis, 2002; Thomas & Speight, 

1999).  As research has also shown that the frequency of preparation for bias increases in 

adolescence (Hughes, 2003), African American male students in late adolescence are 

likely to receive a higher frequency of preparation for bias and promotion of mistrust 
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messages (Bowman & Howard, 1985).  Such differences may impact the academic 

motivation and achievement of African American male college students, although few 

studies have examined this idea (see Brown, Linver, Evans, & DeGennaro, 2009 for an 

exception). 

 Schools are another critical social context for individuals.  As suggested by a 

cultural-ecological perspective, individuals and their social contexts reciprocally impact 

one another (Brofenbrenner, 1979).  Students’ trust of teachers is a variable impacted by 

individual differences, but also impacted by students’ social contexts. While trust has 

been suggested to be a theoretically necessary component for academic achievement 

(Hewett, 1964; Hobbs, 1966), only one study to date has explored the impact of teacher 

trust and academic outcomes, reporting higher teacher trust was related to better 

academic outcomes (Imber, 1973). 

 African American males constitute a highly underrepresented group on college 

campuses where approximately 80% of college faculty are European American 

nationwide (US Department of Education, 2009).  They may be particularly impacted by 

a social context of historical institutional racism and discrimination in schools (Graham 

& Hudley, 2005).   Research has found African American students to report higher levels 

of teacher mistrust (Adams, 2010; Zirkel, 2005), defined as a student’s lack of trust 

toward their instructor, as evidenced by a student’s perception that instructors lack 

benevolence, honesty, reliability, openness, and competence (Adams & Forsyth, 2009).  

However, few studies have examined trust from students’ perspectives and no studies to 

date have examined this construct in African American males, specifically.  Given that a 
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body of existing research suggests African American males are more likely than females 

to perceive discrimination (Seaton, Caldwell, Sellers, Jackson, 2008; Stevenson et al., 

2002) and negative teacher attitudes and behavior toward them (Marcus, Gross, & 

Seefeld, 1991), an examination of teacher mistrust is integral to understanding the 

experience of African American male college students.  

 In this prospectus, I will review the literature on the racial-ethnic academic 

achievement gap, academic disidentification, parental racial-ethnic socialization, and 

teacher mistrust, with a particular focus on African American male college students.  

Additionally, I propose a study that is an exploratory investigation of the role of parental 

racial-ethnic socialization and teacher mistrust in the academic disidentification of 

African American male college students.  Analyses will determine if the relation between 

ASC and GPA differs based on students’ reported level of parental racial-ethnic 

socialization and teacher mistrust. 
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Integrative Analysis 

 

The Racial-Ethnic Achievement Gap 

 The achievement gap, generally speaking, refers to disparities in academic 

achievement evident in stigmatized racial-ethnic minority populations such as African 

Americans, Latinos, and Native Americans, as well as low-income populations (Bowen 

& Bok, 1998).  In the current proposed study, I focus specifically on the academic 

achievement of African American male students. 

Evidence of the Achievement Gap 

  Evidence of the racial-ethnic gaps in academic achievement can be seen as early 

as primary school.  Results from standardized measures of achievement such as the 

National Assessment of Educational Progress (NAEP), which measures academic 

achievement in reading and mathematics, reveal that as early as elementary school, 

higher percentages of European American and Asian/Pacific Islander students score at or 

above “proficient,” or solid, academic performance levels (Aud et al., 2010).   

 Much attention has been given to the achievement gap in secondary education 

with a particular focus on retention rates among the African American population.  

Recent data indicates the average high school graduation rate for African American 

students is approximately 60% compared to 80% of their White counterparts (Aud et al., 

2010).  Even for those students who remain in high school, achievement disparities are 

apparent.  Reflecting on NAEP data, Haycock, Jerald, and Huang (2001) noted that for 

those African American and Latino students who reach 12th grade, on average these 17-
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year-old students have the reading, mathematics, and science skills of a 13-year-old 

European American student.  As such, it is not surprising that African American students 

do not attend college at the same rate as European American students.  While the 

percentage of African Americans graduating high school and attending four-year colleges 

has increased within the past twenty years, 2008 statistics indicate that only 32% of 

African American 18 to 24-year-olds were enrolled in colleges or universities compared 

to 44% of their European American counterparts (Aud, et al., 2010).  

The Achievement Gap in Post-Secondary Education 

 Although the achievement gap has slowly decreased over the last 10 years (Aud et 

al. 2010), disparities remain, and have yet to be fully explained.  Today racial-ethnic 

disparities in achievement continue to be persistent at every level—including post-

secondary education.  It remains a particularly striking problem that among the nation’s 

most successful African American students, disparities remain.  Among the 

disproportionately few African Americans who attend colleges or universities, the 

graduation rate is exceedingly low—approximately 43% of African American 

undergraduates earn a degree within six years (U.S. Department of Education, 2010).  In 

a nation struggling to maintain its international educational prowess and achieve equality 

for its citizens, the goal of the U.S. Department of Education, as stated in its mission, is to 

“promote student achievement . . . by fostering educational excellence and ensuring equal 

access.”  As a part of this mission, the Department recognizes “the United States must 

also close the achievement gap, so that all youth— regardless of their backgrounds—
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graduate from high school ready to succeed in college and careers” (U.S. Department of 

Education, 2010).  

 While preexisting gaps in education and achievement may contribute to such 

achievement gaps evident in colleges and universities, a closer examination of college 

achievement reveals that this is not the only contributing factor.  Recent research 

conducted by the Education Trust, a Washington-based think tank focusing on the 

achievement gap, has pointed to data suggesting the academic achievement gap can vary 

widely from university to university.  As such, gaps in college graduation rates are not 

inevitable and it is imperative to determine what variables contribute to their existence 

(Lynch & Engle, 2010). 

Gender and the Racial-Ethnic Achievement Gap 

 While the achievement gap contributes to the low percentage of African 

Americans who enroll in college, African American men are particularly likely to suffer 

from lower college enrollment, poorer academic performance, and lower graduation rates 

(Hare & Hare, 1991; McJamerson, 1991).  In 2008, only 36% of African American 

students enrolled in degree-granting institutions were male (Aud et al., 2010).  This 

represented the largest gender imbalance of any race or ethnicity.  These statistics 

indicate that nationwide, only approximately 4% of the nation’s college students are 

African American males.  Not only is there a dearth of male African American college 

students, but African American men are also less likely to successfully graduate from 

college than their female counterparts.  Recent estimates indicate African American 

males show an 11-percentage-point deficit compared to females (US Department of 
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Education, 2010).   Such statistics provide insight into the state of education for African 

American males.  However, gaps in the literature remain.  Further research is warranted 

to understand psychosocial variables that contribute to such poor outcomes. 

Prior Research in the Academic Achievement Gap 

 In this section, I will review psychological theories and research that have been 

proposed to explain the achievement gap, including the limitations of this research.  The 

issue of the achievement gap has been explored through the lens of several possibilities.  

The following psychosocial variables are reviewed that have been posited to underlie the 

achievement gap in prior literature: genetics/cultural-deficit theories, oppositional 

identity, and stereotype threat. 

Genetics/Cultural-Deficit Theories 

  In the late 1960’s and 1970’s, some argued that differences in achievement seen 

in testing are the product of inherent cognitive and intellectual differences between races 

(Herrnstein, 1971; Jenson, 1969).  This highly controversial argument suggested that 

African Americans showed less problem solving ability than their European American 

counterparts (Herrnstein, 1971; Jenson, 1969).  Notably, more recent arguments have 

been made suggesting racial differences in intelligence quotient (IQ).  In Herrnstein and 

Murray’s (1994) controversial book, The Bell Curve, the authors argue that differences in 

scores on IQ tests are not due to differences in SES or test bias, but cognitive ability.  

Similarly, arguments have been made that that cultural deficits contribute to achievement 

disparities. Psychologists in the 1960’s and 1970’s suggested that the African American 
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family was disorganized and, thus, pathological and dysfunctional in comparison to 

European American families (Allen, 1978; Moynihan, 1965; Janz & Sciara, 1975).   

 Such arguments have been highly contested and refuted by many psychologists.  

Over 60 articles have been written in response to The Bell Curve (Alderfer, 2003).  

Psychologists have pointed out crucial flaws in genetics and cultural deficits theories, 

including methodological and statistical analysis flaws (Goldberger & Manski, 1995; 

Hunt, 1995; Slaughter-Defoe, Nakagawa, Takanishi, & Johnson, 1990), inconsistencies 

in logic (Goldberger & Manski, 1995), and the lack of objectivity neutrality and context 

(Alderfer, 2003).  Research suggesting inherent genetic intellectual differences and 

cultural deficits between racial groups has been consistently discounted as biased and 

inaccurate (Dorfman, 1995; Hunt, 1995).  

 Many researchers have called for an ecological perspective, which contextualizes 

individuals within factors such as families, parental educational status, and minority 

status (Bronfenbrenner, 1979; Garcia-Coll et al., 1996; Slaughter-Defoe et al., 1996).  

Such research from a socio-ecological perspective recognizes the reality of 

disproportionate socioeconomic disadvantage, limited educational resources, and the 

impact of discrimination for many people of color (Massey et al., 2003). Thus, the field 

has largely moved away from deficit-model perspectives.  Future research should 

consider the contextual realities of what it means to be an African American student 

without pathologizing the group as a whole. 
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Oppositional Identity  

 Oppositional culture has been explored as a part of the African American identity 

that contributes to the achievement gap.  Fordham and Ogbu (1986) propose that a major 

reason African American students do poorly in school is experiencing cognitive 

dissonance in regard to academic efforts and success caused by a belief that academic 

achievement is analogous with “acting White.”  The authors propose that due to the 

historic mistreatment of African Americans, academics, seen as a part of White culture, is 

viewed as something that takes away from African American cultural identity and the 

welfare of the collective group.  Thus, Fordham and Ogbu (1986) argue students come to 

de-value what is being taught in school in order to avoid “acting white.”  

 While the oppositional identity theory seems theoretically plausible, it is quite 

debated in the literature.   Several quantitative studies have found no basis for the 

rejection of academic achievement in African American youth based on a fear of acting 

White (Ainsworth-Darnell & Downey, 1998; Spencer et al., 2001).  Further, recent 

studies suggest African Americans are no more likely than Whites to suffer from social 

costs of academic achievement (Carter 2005; Cook & Ludwig 1997; Tyson et al. 2005).  

Bergin and Cooks (2002) found accusations of “acting white” did not necessarily cause 

students to avoid academic achievement.   Further, quantitative research supporting 

oppositional identity theory appears to be relatively weak (Downy, 2008).  Thus, the 

notion that African Americans do not identify with academics in opposition to White 

culture is highly contested and does not fully explain gaps in achievement. 
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Stereotype Threat 

 Further research has explored stereotype threat as inhibiting African American 

academic achievement.  In terms of academics, stereotype threat is an awareness that 

African Americans have that others may hold a negative stereotype about their race in 

regards to their intelligence and academic abilities (Steele, 1997). Steele (1992, 1997) 

argues that African Americans experience increased anxiety due to the existence of such 

negative stereotypes, which contributes to their underperformance.  Research has shown 

that cognitive priming of African American students’ race is related to poorer 

performance in academic domains compared to European Americans (Pinel, Warner, & 

Chua, 2005).  A large body of research has sought to replicate and build on Steele’s 

original stereotype threat theory (for examples, see Aronson et al., 2002; Charles et al., 

2009; Massey & Fischer, 2005; Walton and Cohen, 2007). 

  Steele (1992) further suggested that anxiety induced by stereotype threat might 

lead to the chronic academic disidentification, causing students to devalue academics as a 

self-protective mechanism.  Thus, in his argument, this leads to a more chronic state of 

reduced motivation and achievement.   However, such an explanation is insufficient, as 

research suggesting that African Americans devalue academics more than other racial-

ethnic groups has, in fact, been mixed (Graham, 1994).  There is research to suggest that 

African Americans do not devalue academics, in and of itself, more than European 

Americans, as African Americans’ views of their academic abilities have been found to 

impact their self-esteem (Morgan & Mehta, 2004).  Owens and Massey (2011) note that 
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while research has been found in support of stereotype threat effects, stereotype threat 

mechanisms alone are not sufficient to explain reduced achievement. 

The Current State of Achievement Gap Research: Building on Prior Knowledge 

 In addition to stereotype threat and oppositional identity, a plethora of 

psychological variables have been examined as elements that impact African American 

students achievement. Among these variables are racial identity (Cokley & Chapman, 

2008; Harper & Tuckman, 2006; Worrell, 2007), minority status stress (Greer, 2007; 

Gougis, 1986), and belonging uncertainty (Walton & Cohen, 2007).  However, highly 

influential theories such as oppositional identity and stereotype threat have a particular 

idea in common: African American students are eventually disidentifying with academics 

as a protective mechanism that paradoxically negatively impacts achievement.  The 

concept of academic disidentification, more generally, as a factor that negatively impacts 

academic achievement has been well supported in the literature (Osborne, 2001).  As 

such, research examining academic disidentification bridges gaps across multiple areas of 

inquiry in the achievement gap. 

Academic Disidentification 

Defining Academic Disidentification 

 Identification with academics has generally been described as the extent to which 

academic goals and accomplishments form the basis of an individual’s self-esteem 

(Osborne, 1995). Identification with academics has been discerned to be a condition that 

is integral to the condition of learning (Newman, 1981). Theoretically, for individuals 

who are highly identified with academics, good academic performance will be rewarding 
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and poor academic performance will be punishing.  Thus, these students should be 

academically motivated as a function of seeking reward and protecting their self-esteem 

(Osborne, 1997). 

 However, academic performance is not intrinsically rewarding or punishing (Finn, 

1989; Newman, 1981; Osborne, 2001).  Academic disidentification has been described as 

the lack of a relationship between self-esteem and academic outcomes (Osborne, 1995).  

For the purposes of the current study, academic disidentification is specifically defined as 

the lack of a significant relation between a student’s view of his academic abilities in 

comparison to peers (i.e., academic self-concept) and the student’s academic outcomes 

(i.e., GPA).  Essentially, it a phenomenon in which one’s academic performance does not 

impact one’s self-views, as it does for those who are identified with academics.  Thus, for 

individuals who are disidentified, academic performance will not highly impact their self-

esteem and these individuals will theoretically not be motivated to perform well 

academically (Osborne, 1997; Steele, 1992). 

 Academic disidentification has been found to correlate with poorer academic 

outcomes (Osborne, 1997) and behavioral outcomes (Osborne & Rausch, 2001).  

Correlates of identification with academics include learning goals, intrinsic valuing of 

academics, self-regulation, mastery orientation, and academic competitiveness (Osborne 

& Rausch, 2001).  Thus, for those who disidentify, many areas related to academic 

achievement may be impacted by or related to this process. 
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Academic Disidentification and African Americans 

 Research suggests that African American students are particularly vulnerable to 

academic disidentification.  Several early studies reported lower correlations of academic 

achievement and self-esteem among African American students (Demo & Parker, 1987; 

Hare, 1977; Rosenberg & Simmons, 1972). Although conventional wisdom suggests a 

relationship between academic performance and self-esteem should exist (Cokley, 2002), 

such early studies demonstrated that African American students maintained levels of self-

esteem equivalent to their European American counterparts despite suffering from lower 

academic achievement.  The literature has shown similar findings in more recent years 

(Graham, 1997; Osborne 1995, 1997, 2001; van Laar, 2000). 

Academic Disidentification and African American Males 

 Research conducted by Osborne (1995, 1997, 2001) suggests two ideas important 

to understanding disidentification: 1) African American males are particularly likely to 

disidentify and 2) disidentification appears to occur over time.  In an analysis of data 

from the National Educational Longitudinal Survey, Osborne (1995) asserted that it 

appears all students generally begin their educational career identified with academics.  

However, it was not until adolescence that students exhibited disidentification.  Osborne 

(1995, 1997) reported findings in two longitudinal studies that 8th grade students, 

regardless of race or gender were identified with academics, exhibiting a significant 

positive relation between self-esteem and academic outcomes. However, African 

American males’ academic identification was markedly altered over time, with 

correlations starkly decreasing from .23 in grade 8 to -.02 in grade 12 (Osborne, 1997).   
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On the other hand, the correlations of their female counterparts, European Americans and 

Hispanic students showed slight decreases, but remained significant.  Such findings 

indicating that African American males’ self-esteem appeared to be virtually 

uninfluenced by academic outcomes points to the significance and importance of 

understanding disidentification among African American males. 

Disidentification in African American College Students 

 Osborne’s (1995, 1997) research suggests that African American males are 

particularly likely to show signs of disidentifying in early adolescence and disidentify by 

grade 12.  Thus, are such disidentified individuals attending college? Major et al. (1998) 

provided evidence of disidentification in African American college students in two 

experimental studies.  Further, Cokley (2002) provided strong evidence for academic 

disidentification among African American male college students, as it appeared African 

American males showed a progressively reduced positive relation between academic self-

concept and GPA (dropping from .52 for underclassmen to .17 for upperclassmen), while 

African American females and European Americans maintained a significant positive 

relation.  However, there is a dearth of literature examining academic disidentification in 

African American college students, warranting further exploration. 

What Underlies Academic Disidentificaton? 

 A question integral to academic disidentification research is what does this 

mechanism actually represent and what variables impact the phenomenon?  Several 

researchers have hypothesized possible processes underlying the propensity of African 

American students’ disidentification.  Crocker and Major (1989) suggest that there are 
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three possible reasons underlying this lack of relation between self-esteem and academic 

outcomes: 1) attributing negative outcomes to stigmatization, 2) devaluing outcomes on 

which the individual’s group fares poorly or is perceived by others to fare poorly, and 3) 

making ingroup social comparisons to similarly stigmatized individuals rather than 

outgroup comparisons. 

 Building off of this line of thinking, Major and Schmader (1998) suggest that 

disidentification is the product of two possibilities:  1) reduction of the centrality or 

importance of the domain, similar to Crocker and Major’s devaluing hypothesis or 2) 

discounting of the “diagnosticity,” or validity, of their academic feedback and, as such, 

rejecting the feedback as an accurate indicator of their competency.  Steele (1992) further 

suggested that anxiety induced by stereotype threat may lead to the chronic academic 

disidentification, causing students to devalue academics as a self-protective mechanism.  

While a survey of the literature reveals the majority of the research has used a theoretical 

framework in line with Steele (1992), emphasizing the devaluing of the academic 

domain, research suggesting that African Americans devalue academics more than other 

racial-ethnic groups has, in fact, been mixed (Graham, 1994).    Several studies 

showing evidence of disidentification in African American students have also found 

significant relations between academic self-concept and global self-esteem, which were 

not statistically different from European American students (Cokley, 2002; Morgan & 

Mehta, 2004). Thus, self-beliefs about academics appear to equally influence general 

self-esteem for African Americans and Whites.  Academics, in and of itself, does not 

appear to be devalued, as students’ own beliefs about their academic competence impacts 
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their self-esteem.   Further, the academic socialization literature suggests that African 

American parents place the same amount of value on education for their children as 

European American parents (Steinberg, Dornbusch, & Brown, 1992; Suizzo, Robinson, 

Pahlke, 2008). 

 In this research proposal, I suggest the framework consistent with Crocker and 

Major’s (1998) second hypothesis regarding academic disidentification: that African 

American students who disidentify are disregarding the academic feedback they receive 

as accurate indicators of their academic and intellectual ability, which may impact 

academic motivation and achievement. 

Disregarding Academic Feedback 

 Although several theories of self-esteem propose that individuals’ self-beliefs are 

largely based on social feedback from others (Festinger, 1954), this does not appear to be 

true for individuals who disidentify in a domain.  The attributional mechanism of 

discounting may allow individuals to maintain positive self-views, as they discount 

evidence that is inconsistent with their self-view as a protective mechanism (Kelley, 

1971).  Whether feedback is internalized and impacts self-esteem is largely influenced by 

an individual’s assessment of whether the feedback is warranted (Crocker & Major, 

1994; Major & Schmader, 1998).  Major and Schmader (1998) note that “outcomes are 

deemed to be deserved when they are believed to accurately reflect the relevant 

contributions and qualities of the individuals or groups receiving those outcomes” (p. 

224).  Research examining the feedback attributions of African Americans has suggested 

that when it appears an unfair procedure has taken place (e.g., discrimination) or they do 
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not have control over their outcomes or the circumstances that impact their outcomes, 

individuals are less likely to believe their outcomes are warranted (Crocker & Major, 

1994; Lind & Tyler, 1988; Major, 1994).  Thus, African Americans, who face 

stigmatization and stereotypes in the academic domain, may be more likely to disregard 

academic feedback. 

 Consistent with this idea, Major et al. (1998) reported experimental data 

suggesting African American college students were more likely than European 

Americans to discount the validity of feedback from intellectual tests, with their reported 

self-esteem less reactive to such feedback. African Americans were also found to be more 

likely to attribute their score to a biased test and racial disadvantages. Further, when 

African American students received negative feedback, their self-esteem was higher if 

race was cognitively primed before the task.  As such, African American college students 

may be more likely to discount feedback from academic or intelligence-related tasks than 

their European American counterparts, particularly if race is primed.  Such a mechanism 

could lead to academic disidentification.  However, it is unclear what variables may 

contribute to such students’ disregard of feedback.  Thus, it is important for research to 

further examine what specific variables may impact academic disidentification 

Measurement of Academic Disidentification 

 Academic disidentification has typically been measured in two ways: as a 

correlation between global self-esteem and GPA (Osborne, 1995; 1997; 2001) or a 

correlation between academic self-concept (ASC) and GPA (Cokley, 2002).  With both 

methods, a theoretical assumption is made that the extent to which academic outcomes 
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forms the basis of one’s self-esteem or academic self-concept is an indicator of the extent 

to which one identifies with academics.   

 Researchers have suggested the investigation of a construct more proximal to 

academic outcomes, such as academic self-concept, may better reflect the complexities of 

self-concept’s relation to academics (Demo & Parker, 1987; Osborne, 1995).  Further, for 

academic disidentification research conducted with individuals in late adolescence, using 

a measure of academic self-concept appears to be most appropriate and accurate 

assessment.   While self-concept appears to be fairly consistent through adolescence 

(Hurtado, 1994), in late adolescence the different components of the self-concept become 

more discrete (Marsh & Shavelson, 1985).  Thus, traditional college-age students may 

have a more differentiated sense of self than those in early or mid adolescence, allowing 

them to base their global self-esteem on other proficiencies, while their academic self-

concept is more specifically influenced by academic achievement (Cokley, 2002).  

Cokley (2002) found stronger evidence for disidentification with African American male 

college students as measured by ASC than global self-esteem.  Other studies have found 

ASC to result in a more accurate assessment of disidentification, as well, when compared 

to global self-esteem (Morgan & Mehta, 2004).  As such, I propose to use academic self-

concept as a part of the measurement of academic disidentification. 

Academic Self-Concept 

 Academic self-concept can generally be viewed as a student’s view of his/her 

academic abilities in comparison to peers (Cokley, 2000).  More specifically, the 

construct has been described as an individual’s cognitive awareness of his/her attributes 



 22 

coupled with affective responses to those perceived attributes and competence (Bong & 

Clark, 1999).  

 Research investigating the relation between ASC and academic achievement has 

consistently found ASC to be a correlate of achievement (Awad, 2007, Cokley, 2000; 

Reynolds, 1988; Witherspoon et al., 1997).  In fact, ASC is arguably the strongest 

psychological correlate of academic outcomes (Cokley & Chapman, 2008).  This relation 

has been found in African American samples, as well (Cokley, 2002; Cokley, 2008).  

Thus, the question remains, for those who disidentify (i.e., for whom this significant 

relation does not exist), what contributes to the attenuation of what is typically such a 

strong and consistent relation?  Research has found African Americans to have levels of 

academic self-concept or academic self-esteem equal to European American (Gray-Little 

& Hafdahl, 2000; Reynolds, 1988) or higher on average (Brookover & Passalacqua, 

1982; Cokley, 2002; Lay & Wakstein, 1984). The question remains why or how these 

individuals are able to maintain such high levels of academic self-concept in spite of 

poorer academic outcomes. 

 As most research in the ASC literature has examined early and mid-adolescent 

populations, there is a dearth of research examining this construct in college populations, 

particularly for college students of color (Cokley et al., 2003; Gerardi, 1990). In this 

study, I propose to contribute to such a gap in the literature by examining the role of ASC 

in the academic disidentification of African American college students.  Two variables 

are hypothesized to impact academic disidentification, thus, theoretically contributing to 
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African American students’ heightened tendency to discount academic feedback:  

parental racial socialization and mistrust of teachers. 

Ecocultural Theory 

 In the current proposal, I use the lens of ecological or ecocultural theory to 

contextualize academic disidentification (Bronfenbrenner, 1979; Weisner, 2002).  This 

approach considers individuals who change and grow within the context of the immediate 

settings that the person lives as impacted by the larger context in which the settings are 

imbedded (Brofenbrenner, 1979).  Because the achievement gap is such a complex issue, 

an ecological approach provides a particularly appropriate lens.  Bronfenbrenner’s 

original theory placed individuals and systems within the context of those with whom 

they have direct contact (e.g., families, neighborhoods, schools) as well as greater 

cultural contexts (e.g., cultural values, customs, laws).  Brofenbrenner (1979) notes that 

research focusing on only one layer of processes as an explanation for development and 

behavior will run the risk of distortion of reality and oversimplification. 

 As, the current study encases academic disidentification within two critical social 

contexts.  The proposed study adds a focus on family, and more specifically parents, 

which is the most immediate context for individuals.  Parents play a crucial role in child 

and adolescent development.  Further, for racial-ethnic minority families, in particular, 

societal and cultural pressures from the discriminatory environments in which they live 

impact family dynamics in significant ways (Garcia-Coll et al., 1996).   Further, within 

the social context of school, students’ perceptions of teachers as trustworthy are 

examined. 
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Parental Racial-Ethnic Socialization 

Defining Parental Racial-Ethnic Socialization 

 In the proposed study, I will examine parental racial-ethnic socialization as a 

variable that impacts academic achievement in African American male college students. 

Racial-ethnic socialization describes a process in which individuals learn what it means 

to be a member of one’s racial or ethnic group, receiving both explicit and implicit 

messages from others (Hughes et al., 2006). This process is particularly important in light 

of historical, institutional, and subtler contemporary forms of racism that impact the lives 

of people of color (Bentley, Adams, & Stevenson, 2009).  In the present study, I define 

racial-ethnic socialization using Hughes and Chen’s (1997, 1999) delineation of types of 

messages parents give to their children about race and ethnicity.  Preparation for bias is 

characterized as preparing children for future encounters with prejudice and racism, while 

promotion of mistrust is defined simply as promoting racial mistrust. 

 Research has examined racial-ethnic messages passed from parents to their 

children, as parents or primary caregivers are typically the primary socialization unit in 

the lives of youth (Gecas, 1981).  The racial-ethnic socialization literature demonstrates 

that most African American parents engage in some kind of racial-ethnic socialization 

(Barr & Neville, 2008; Sanders Thompson, 1994; Thornton et al., 1990) and that teaching 

children about race impacts children’s racial attitudes and preferences (Spencer, 1983).   

 Hughes’ et al. (2006) meta-analysis of parental racial-ethnic socialization research 

determined predictors of parental racial-ethnic socialization have been found to include 

parental variables (e.g., level of education, socio-economic status, immigration status, 
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and racial-ethnic identity), child variables (e.g., age and gender), and contextual variables 

(e.g., experience with discrimination and neighborhood variables).  Further, parental 

racial-ethnic socialization has also been shown to correlate with outcome variables such 

as ethnic identity, coping with discrimination/prejudice, self-esteem, and various 

psychosocial outcomes (Hughes et al., 2006).   

Parental Racial-Ethnic Socialization in Late Adolescence 

 Racial messages that parents give to their children typically do not remain static 

over time.  The age of the child impacts the frequency and types of messages that parents 

give, as changes in children’s life experiences and cognitive abilities allows parents to 

engage in different types of racial-ethnic socialization (Hughes & Chen, 1997).  In 

adolescence, in particular, there is an increase in the extent to which parents engage in 

socialization around race and ethnicity with their children (Hughes, 2003). 

 Adolescence is a period of significant developmental changes.  Improvements in 

cognitive and intellectual functioning change the way individuals are capable of seeing 

their world.  Such changes include improvements in abstract thought, decision making, 

and planning and organization (Yergelun-Todd, 2007).   In particular, the development of 

abstract thought and formal reasoning abilities allows adolescents to have a more in-

depth understanding of race.  Gains in formal reasoning seen in late adolescence may 

allow individuals to identify more incidents of racism compared to those in childhood or 

early adolescence (Seaton et al., 2008).  Indeed, research has shown African Americans 

tend to identify incidents of discrimination in their lives with increased frequency in 

adolescence (Romero & Roberts, 1998; Seaton et al., 2008). 
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 Further, adolescence is an integral period for identity development, including 

racial and ethnic identity.  While children are able to identify race and often participate in 

their group’s cultural practices, adolescence typically instigates the complex process of 

actively exploring one’s racial and ethnic identity and understanding the significance of 

race and ethnicity in one’s life (Hughes, 2003; Ruble et al., 2004).  The process of 

making personal meaning of one’s own racial-ethnic identity is also likely to instigate 

adolescents to evaluate their environment with race in mind, recognizing a greater 

number of race-related experiences, and thus engage their parents in a greater number of 

race-related discussions (Hughes & Chen, 1997).   In late adolescence, traditional-age 

college students find themselves presented with new challenges and stressors presented 

by college life.  College students of color are likely to be faced with minority-status 

stress, including racism, discrimination, or insensitive comments by others that also 

impacts their worldview (Smedley, Myers, & Harrell, 1993).  Such experiences may also 

prompt more thought and discussion around race and ethnicity with parents and others. 

 Brofenbrenner’s (1979) ecological theory emphasizes the ways in which an 

individual and his/her environment reciprocally influence each other.  As such, 

adolescents’ development is also impacted by reciprocal changes in parent behavior.  

Research suggests that adolescent development prompts parents to engage in increased 

amounts of racial-ethnic socialization (Hughes, 2003). Specifically, several studies have 

found that preparation for bias and promotion of mistrust often do not occur until 

adolescence (Fatimilehin, 1999; Hughes, 2003; Hughes & Chen, 1997; McHale et al., 

2006).  Parents may not deem these messages to be appropriate until children have a 
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more complex understanding of race in adolescence (Hughes & Chen, 1997).  Increases 

in preparation for bias, including more specific methods for coping with racism, and 

promotion of mistrust, are likely to contribute to adolescents’ changing worldviews. 

Parental Racial-Ethnic Socialization and Gender 

 An investigation of gender is an often absent and under-studied area of inquiry in 

racial-ethnic socialization research (Brown et al., 2009).  Existing research has found that 

parents may engage in different frequencies and types of racial-ethnic socialization with 

their children based on the child’s gender.  Research suggests that African American girls 

tend to receive parental messages of perseverance, tenacity, hard work, and striving for 

sexual equality (Buckley & Carter, 2005; Hill, 2001).  While African American boys 

have been reported to receive similar messages, several studies have also found a more 

specific focus on teaching boys to self-regulate behavior, resolve racial encounters, and 

overcome racism (Spencer, Dupree, Swanson, & Cunningham, 1998).  For instance, 

several studies have found that African American males are more likely to receive 

messages regarding racial barriers and alertness to discrimination (Bowman & Howard, 

1985; Hughes et al., 2009; Stevenson, et al., 2002).  Thomas and Speight (1999) reported 

African American males received more messages of negative stereotypes or societal 

messages than females, while African American females received more messages on the 

importance of achievement and racial pride.  

 Such gender differences may occur within African American families due to the 

varied gender socialization and social, cognitive, and physical development of African 

American males and females.  African American males tend to report experiencing more 



 28 

racism and discrimination than their female counterparts (Fischer & Shaw, 1999; Seaton 

et al., 2008; Stevenson et al., 2002). Sidanius and Pratto (1999) argue that as a part of our 

culture’s racial hierarchy, males tend to be the primary target of racial discrimination to 

reduce the competition for power. Further, research suggests African American males 

tend to be viewed as more threatening (Stevenson, Herrero-Taylor, et al., 2002).  

Additionally, the disproportionate suspension from school and incarceration of African 

American males, in particular, likely contributes to such messages, intended to be 

protective (Stevenson, Cameron, et al., 2002).  Such gender differences may lead African 

American parents to differentially socialize their sons and daughters around preparation 

for bias and promotion of mistrust.  However, the research on gender and parental racial-

ethnic socialization has shown mixed results, as well, with some studies failing to find 

significant gender differences (Caughy et al., 2002; Frabutt et al., 2002; Thompson, 

Anderson, & Bakeman, 2000).  Further research is needed to gain in depth knowledge of 

how gender impacts racial-ethnic socialization. 

Parental Racial Ethnic Socialization and Academic Outcomes 

 Parental racial-ethnic socialization research is particularly important given the 

behavior’s potential to impact psychosocial outcomes.  Prior research has explored the 

impact of parental messages about race and ethnicity on their children’s academic 

outcomes.  However, there is a dearth of such research examining the relation between 

racial-ethnic socialization and actual academic outcome variables, such as GPA or test 

scores (Hughes et al., 2006). 
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 Hughes et al. (2006) note that because parental racial-ethnic socialization is 

related to variables that impact academic outcomes (e.g., positive ethnic identity and high 

self-esteem; Demo & Hughes, 1990; Smith, Walker, Fields, Brookins, & Seay, 1999), 

one might expect parental-racial socialization to indirectly impact academic outcomes.  

Research suggests that different types of racial-ethnic socialization methods may 

differentially impact academic outcomes.  Studies examining the impact of preparation 

for bias have yielded mixed results.  Studies have found a positive relation between 

preparation for bias and academic outcomes.  For example, Bowman and Howard (1985) 

reported a positive relation between adolescents’ racial barrier messages and grades.  

However, it appears that in excess, these messages have a negative impact on academic 

performance (Frabutt et al., 2002). Hughes et al. (2009) reported that preparation for bias 

was correlated with lower levels of academic achievement.  These findings challenge the 

idea that giving youth messages about the potential for discrimination is innately 

protective. Further, promotion of mistrust appears to more consistently have a negative 

impact on cognitive and academic outcomes (Hughes & Chen, 1999; Marshall, 1995).  

Generally speaking, the literature points to moderate levels of preparation for bias as 

beneficial to academic outcomes, while promotion of mistrust and low or high levels of 

preparation for bias tends to be related to poorer academic outcomes (Brown et al., 2009; 

Harris-Britt et al., 2007). 

Parental Racial-Ethnic Socialization, Academic Outcomes, and Gender 

 Few studies have examined gender as a moderator of parental racial-ethnic 

socialization and academic outcomes. Studies have indicated parenting behaviors such as 
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discipline, monitoring, and support may have different impacts on males and females 

(Annunziata et al., 2006; Kapungu et al., 2006).  As such, parental racial-ethnic messages 

may also differentially impact males and females.  This is particularly relevant given that 

African American males and females have been found to have differential school 

experiences, including higher frequency of discipline for problem behavior and increased 

vulnerability for school failure (Honora, 2002). 

 In one of the few studies to examine gender as a moderator of parental racial-

ethnic socialization and academic achievement, Brown et al. (2009) found that messages 

of African American cultural values and heritage were positively related to adolescent 

grades.  Further, this relation was moderated by gender.  For African American males, 

maternal messages of African American cultural values were positively related to grades 

and paternal messages of African American heritage were positively related to grades.  

For African American females, higher levels African American heritage messages were 

related to lower grades.  It may be that because males tend to receive fewer heritage-

related messages than females, an increased frequency in such messages was beneficial.  

However, for females, an increase in such messages may represent that too much racial-

ethnic socialization may have a negative impact.  Prior studies support the idea that 

excessive racial-ethnic socialization may have a negative impact on psychosocial 

outcomes (Frabutt et al., 2002; Marshall, 1995). 
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Teacher Mistrust 

Defining Teacher Mistrust 

 Interpersonal trust, as a general construct, has been described as multifaceted, 

involving an individual’s willingness to accept risk based on internal judgments of 

whether an another individual is benevolent, honest, reliable, open, and competent (Hoy 

& Tschannen-Moran, 1999). However, relationships involving trust include the risk of 

harm or betrayal, as recognized by the trustor (Rousseau et al., 1998; Solomon & Flores, 

2001).  Such relationships are evident in schools, where student outcomes are dependent 

on evaluation by instructors.  Teacher mistrust, for the purposes of the proposed study, 

involves a student’s lack of trust toward his instructor, as evidenced by a student’s 

perception that instructors lack benevolence, honesty, reliability, openness, and 

competence (Adams & Forsyth, 2009). 

Teacher Mistrust and African American Students 

 Research suggests that students of color are more likely to mistrust European 

American teachers (Adams, 2010; Zirkel, 2005).  Such perceptions are likely due to a 

combination of factors.  Research suggests African American students tend to believe 

European Americans hold negative stereotypes about their group (Sigelman & Tuch, 

1997) and to believe that discrimination is pervasive in our society (Branscombe, 

Schmitt, & Harvey, 1999).  Further, African American students report higher levels of 

unfair treatment by teachers (Ancis, Sedlacek, & Mohr, 2000; Cohen & Steele, 2002).   

 A construct related to teacher mistrust in African Americans is cultural mistrust. 

Cultural mistrust has been described as the extent to which African Americas mistrust 



 32 

European Americans; this phenomenon is suggested to derive from a history of the 

experienced racism and oppression of African Americans (Terrell & Terrell, 1981).  

Terrell and Terrell (1981) further suggest that such mistrust leads to a belief that 

European American instructors will not evaluate African American students fairly. 

Biafora, Taylor, Warheit, Zimmerman, and Vega (1993) reported that one-third of 

adolescent African Americans in their sample reported mistrust of European Americans 

generally, as well as teachers. 

 The literature suggests that teachers, in fact, consistently report lower academic 

expectations, lower motivation to learn, and classroom performance outcomes for African 

American students (Chang & Sue, 2003). Further, European American teachers tend to 

show an underperformance bias toward African American students in grades and 

cognitive abilities (Kellow & Jones, 2008; Oates, 2003; Plewis, 1997). The reciprocal 

relationship between African American students’ and European American teachers’ 

perceptions of one another likely contribute to African American students’ higher levels 

of teacher mistrust. 

Teacher Mistrust and African American Males 

 To my knowledge, research has yet to examine teacher mistrust in African 

American males, as the literature is limited and gender differences have yet to be 

examined.  However, a body of research exists suggesting gender differences in 

perceptions of teacher behaviors and attitudes in the classroom.  As previously 

mentioned, African American males have an increased tendency to perceive 

discrimination in general.  Further, Marcus et al. (1991) reported African American males 
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were significantly more likely to perceive that teachers gave them negative feedback and 

more direction, called on them less, gave them fewer choices, and trusted them less than 

their female counterparts and European American students.  Thus, it seems such 

perceptions may contribute to increased teacher mistrust in African American males.  

This is an area of research that clearly warrants further exploration. 

 Further, a fairly large body of research suggests that teachers may, indeed, have 

different perceptions of African American males.   Teachers have been reported to have 

lower expectations of African American males than females (Wood, Kaplan, & McLoyd, 

2007).  Ross and Jackson (1991) found in a study in which teachers were given vignettes 

of hypothetical African American students that teachers had lower expectations of 

success for male students than females despite the students’ equivalent characteristics. 

Teacher Mistrust and Academic Outcomes 

 Early scholars suggested that trust is a theoretically necessary component for 

academic achievement (Hewett, 1964; Hobbs, 1966).  In the first study to examine the 

relation between trust and achievement, Imber (1973) found that student’s trust of 

teachers was significantly related to higher grades, but unrelated to IQ scores.  More 

recent research has identified trust in school environment as a crucial component for 

achievement (Bryk & Schneider, 2002; Goddard, Tschannen-Moran, & Hoy, 2001).  

However, only one study conducted by Imber (1973), which is relatively outdated, has 

examined trust of teachers specifically. Such a dearth in research warrants further 

exploration. 
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Teacher Mistrust and African American College Students 

 Faculty-student relationships have been found to be an important part of the 

college experience (Mayo, Murguia, & Padilla, 1995).  However, for African American 

students, particularly those on predominantly White campuses, mistrust and social 

distance between African American students and European American faculty may create 

barriers between student-faculty relationships (Smith & Borgstedt, 1985). 

 In 2007, approximately 80% of college faculty were European American, with 

7% reported to be African American (Department of Education, 2009).  Such statistics 

give insight into the racial dynamics of student-teacher interactions for college students, 

particularly on campuses on predominantly White colleges.   To date, no studies have 

been conducted specifically examining teacher mistrust in college students.  However, 

research examining cultural mistrust has found African American college students were 

more likely than European American students to be singled out and receive differential 

treatment, with individuals high in cultural mistrust most likely to report such perceptions 

(Thompson, Neville, Weathers, Potson, & Atkinson, 1990).  Further, research has 

examined broader perceptions of college faculty.  Chism and Satcher’s (1998) 

investigation of African American students’ perceptions of European American and 

African American faculty revealed students perceived European American faculty, in 

comparison to African American faculty, to be less knowledgeable about the needs of 

African American students, less approachable, less concerned about students, and less 

involved outside the classroom.  The authors note that such findings suggest that these 

perceptions may disrupt effective relationships with European American professors and 
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contribute to African American students’ hesitation in seeking out faculty members as 

mentors.  Such findings suggest that the heightened teacher mistrust reported in youth 

(Adams, 2010) may also be seen in college students. 

 

Attribution Theory 

 Attribution theory is used as a theoretical framework for the proposed research 

study.  Attribution theory is a theory of motivation concerned with the perceived causes 

of outcomes (i.e., attributions; Weiner 1979; 1986).  Applied to educational psychology, 

the theory suggests students make attributions for why they receive certain academic 

outcomes (Graham, 1991).  Research suggests individuals are even more likely to engage 

in an attributional search when an outcome is negative (e.g., poor grades; Weiner, 1986). 

 Several attribution styles have been found to relate to academic achievement 

motivation, based on their impact on expectancy of outcomes and emotional 

consequences (Graham, 1991). Academic failures that are perceived to be stable over 

time can diminish expectancies, leading to learned helplessness, described as the 

perception of little to no relation between behaviors and outcomes (Meisel, 1986).  Such 

an outcome occurs when students perceive their outcomes to be out of their control (Licht 

& Dweck, 1984).  Further, literature suggests individuals who have an external locus of 

control, tending to perceive that there is not a strong link between their behavior and 

outcomes, will show reduced achievement motivation (Graham, 1991).   Such 

perceptions of external causality have been shown to protect self-esteem (Weary, 1978). 
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 African American students have been found to make more external attributions 

compared to European Americans (Friend & Neale, 1972).  Crocker et al. (1991, 1994) 

reported when African American college students performed poorly on an experimental 

task, they were more likely to blame teachers’ bias (i.e., an external attribution).  Stable, 

external attributions have been linked to reduced academic motivation (Graham, 1991). 

 Further, Crocker et al. (1991) reported African American college students’ self- 

esteem was buffered by an external attribution of evaluator bias when given negative 

feedback by a European American on an experimental task.  Interestingly, African 

American students were more likely than European American students to attribute both 

positive and negative feedback to evaluator prejudice.  As such, their self-esteem was not 

impacted by evaluator feedback, which was likely disregarded. 

 Based on attribution theory, I propose that the lack of a significant relation 

between academic self-concept and academic outcomes found in those who exhibit 

academic disidentification may be related to an attribution of their academic outcomes to 

stable, external causes—specifically, teachers whom they do not trust.  As such, I suggest 

that such students disregard feedback from instructors as indicative of their true academic 

ability. Individuals who have received heightened preparation for bias and promotion of 

mistrust, as well those who show increased teacher mistrust, may be likely to perceive 

they do not have control over their outcomes or the circumstances that impact their 

outcomes due to heightened perceptions that they are stigmatized (Brega & Coleman, 

1999). 
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Summary 

 I have reviewed the literature on the racial-ethnic academic achievement gap, 

academic disidentification, parental racial-ethnic socialization, and teacher mistrust.  

Given the state of achievement for African American males, it is clear that further 

research is warranted to elucidate why this population shows evidence of academic 

disidentification.  By taking critical social contexts, such as family and school 

relationships, into account, I aim to provide a richer understanding of variables that 

impact academic achievement.  In particular, it appears parental racial-ethnic 

socialization and teacher mistrust may play an important role in the academic 

disidentification of African American male college students.  Attribution theory is used 

as a theoretical framework to understand how these variables may impact 

disidentification. 
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Proposed Research Study 

Statement of Purpose 

 The primary purpose of this study is an exploratory investigation of the role of 

parental racial-ethnic socialization and teacher mistrust in the academic disidentification 

of African American male college students.  No study to date has examined the impact of 

parental racial socialization or teacher mistrust on academic disidentification.  This 

research is being conducted to gain a better understanding of the relation between 

academic self-concept (ASC), GPA, preparation for bias, promotion of mistrust, and 

teacher mistrust, particularly among African American male college students. 

  This study extends prior research in four ways.  First, while past research has 

replicated the existence of this phenomenon, existing research has failed to examine 

psychological variables that may impact academic disidentification.  As such, I examine 

two variables as possible moderators of the relation between ASC and academic 

outcomes. Second, the existing academic disidentification literature has focused on early 

and mid-adolescents.  To date, only two studies have examined disidentification in 

African American college students (see Cokley, 2002; Major, Spencer, Schmader, Wolfe, 

& Crocker, 1998).  As such, the current study seeks to further understand this 

phenomenon in African American college students. 

 Third, the parental racial-ethnic socialization literature is limited, as few studies 

examine its impact on actual academic outcomes such as GPA and few studies examine 

such socialization specifically for males.  The current study will contribute by seeking to 

understand the parental racial-ethnic socialization of African American males, who likely 
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experience gendered racial-ethnic socialization messages, and its impact on academic 

outcomes. Fourth, few researchers examine teacher mistrust and even fewer studies 

examine this variable among African Americans.  To date, no study has focused on 

teacher mistrust within the African American male population.  The proposed study aims 

to contribute important knowledge on the potential role that teacher mistrust plays in the 

lives of African American males and its impact on academic disidentification and 

achievement. 

 In order to gain a deeper understanding of disidentification in African American 

male college students, I will explore the relationship between the variables ASC, GPA, 

parental racial-ethnic socialization, and teacher mistrust.  Parental racial-ethnic 

socialization includes preparation for bias and promotion of mistrust (Hughes & Chen, 

1997).  I will determine whether disidentification in African American males is replicated 

in this sample.  Further, I will investigate whether parental racial socialization and 

teacher mistrust serve as moderators between ASC and GPA.  A cross-sectional design is 

proposed, as research suggests an attenuation of the relation between ASC and GPA for 

upperclassmen as compared to underclassmen (Cokley, 2002). 

Research Questions and Hypotheses 

Research Question 1 

Is there a relation between ASC and academic achievement in African American male 

students and does this relation attenuated for upperclassmen as compared to 

underclassmen? 

Hypothesis 1 
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It is expected that ASC will be positively related to GPA for underclassmen.  On the 

other hand, it is expected that the relation between ASC and GPA in upperclassmen will 

be weaker and, further, non significant.  

Rationale 

The academic self-concept literature reveals ASC has consistently been found to be a 

correlate of achievement (Awad, 2007, Cokley, 2000; Reynolds, 1988; Witherspoon et 

al., 1997).  Such consistent results make ASC, arguably, the strongest psychological 

correlate of academic outcomes (Cokley & Chapman, 2008).  Such findings have been 

replicated in African American samples (Cokley, 2002; Cokley, 2008).   A study 

assessing academic disidentification, as measured by the lack of a significant relation 

between ASC and GPA, found African American males show a tendency to disidentify. 

(Cokley, 2002)  However, the literature suggests academic disidentification may develop 

over time (Osborne, 1995).  Cokley (2002) found in a sample of African American 

college students that male undergraduates identified with academics, showing a 

significant positive correlation.  However, a significant relation was not found among 

upperclassmen.  Thus, I expect to replicate such findings. 

Research Question 2 

What is the relation between parental racial-ethnic socialization in adolescence and GPA 

among African American male college students? 

Hypothesis 2 

It is expected that both preparation for bias and promotion of mistrust will be negatively 

associated with GPA. 
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Rationale 

The research assessing the relation between preparation for bias and academic outcomes 

has been mixed.  While some studies have found preparation for bias to be positively 

related to academic outcomes (Bowman & Howard, 1985), in excess these messages have 

been found to have a negative impact on academic outcomes (Frabutt et al., 2002; Harris-

Britt, Valrie, Kurtz-Costas, & Rowley, 2007).  Hughes et al. (2009) found a negative 

relation between preparation for bias and academic outcomes. 

 Research has not examined such relations among a sample of African American 

male college students.  However, the literature suggests that African American males 

receive a higher frequency of preparation for bias than their female counterparts 

(Bowman & Howard, 1985; Hughes et al., 2009; Stevenson et al., 2002; Thomas & 

Speight, 1999).  Further, research has shown individuals in late adolescence tend to 

receive a higher frequency of preparation for bias than youth or those in early 

adolescence (Hughes, 2003; Hughes & Chen, 1997).  As most of this research has 

focused on youth or those in early adolescence, such research may not reflect the impact 

of preparation for bias in college-aged students.  Thus, it is predicted that a sample of 

African American males, who are likely to receive higher levels of preparation for bias 

based on age and gender, will show a negative relation between preparation for bias and 

GPA in line with findings that preparation for bias in excess leads to poorer academic 

outcomes (Frabutt et al., 2002; Harris-Britt, Valrie, Kurtz-Costas, & Rowley, 2007). 

 Although few studies have examined the impact of promotion of mistrust on 

academic outcomes, research has consistently found that promotion of mistrust is 
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negatively related to academic and cognitive outcomes (Hughes & Chen, 1999; Marshall, 

1995).  Thus, my hypothesis is consistent with such findings. 

Research Question 3 

What is the relation between teacher mistrust and GPA among African American male 

college students? 

Hypothesis 3 

 It is expected that there will be a negative relation between teacher mistrust and GPA. 

Rationale 

Early scholars suggested that trust is a theoretically necessary component for academic 

achievement (Hewett, 1964; Hobbs, 1966).  In the first study to examine the relation 

between students’ trust of teachers and achievement, Imber (1973) found that student’s 

trust was significantly related to higher grades.  More recent research has identified trust 

in school environment, more broadly, as a crucial component for achievement (Bryk & 

Schneider, 2002; Goddard, Tschannen-Moran, & Hoy, 2001).  This area of research is 

vastly understudied, as most research in this area is conducted from teachers’ 

perspectives (Hoy & Tschannen-Moran, 1999).  Thus, this research question is 

exploratory within a sample of African American male college students, and predicts 

outcomes in line with Imber’s (1973) findings. 

Research Question 4   

Is there a relation among types of parental racial socialization during adolescence and 

levels of teacher mistrust among African American male college students? 
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Hypothesis 4 

It is expected that preparation for bias will be positively related to teacher mistrust. 

Further, it is expected that promotion of mistrust will be positively related to teacher 

mistrust, with a stronger correlation than that between preparation for bias and teacher 

mistrust.  

Rationale 

Prior research has not examined the relation between parental racial socialization and 

teacher mistrust.  Thus, the proposed examination is exploratory in nature.  However, 

research has found promotion of mistrust to be related to more negative psychosocial and 

academic outcomes (Brown, Linver, Evans, & DeGennaro, 2009; Marshall, 1995).  

Further, theoretically, it seems plausible that receiving more parental messages 

cautioning about contact with other racial groups or cautioning about barriers to success 

(i.e., promotion of mistrust) would be related to higher teacher mistrust among African 

American students at a predominantly white college. 

 Regarding preparation for bias, it has been noted that African American students’ 

fears that they may be unfairly judged might stem from socialization stressing the biases 

of European Americans (Biafora et al., 1993; Marshall, 1995).  Further, a greater 

emphasis on discussion of racial discrimination may lead youth to expect persistent 

discrimination and unfair treatment (Branscombe et al., 1999).   Zirkel (2005) suggests 

factors such as perceived discrimination impact African Americans’ heightened teacher 

mistrust.  As aforementioned, African American males have been reported to receive 

more preparation for bias (Bowman & Howard, 1985; Hughes et al., 2009) and, further, 
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show a tendency to perceive more discrimination than females (Fischer & Shaw, 1999; 

Seaton et al., 2008).  Although research has yet to examine this idea, it seems plausible 

that, higher levels of preparation for bias would be related to higher levels of teacher 

mistrust—particularly among African American males at predominantly European 

American colleges. 

Research Question 5 

Does parental racial-ethnic socialization in adolescence moderate the relation between 

ASC and GPA? 

Hypothesis 5 

It is expected that both preparation for bias and promotion of mistrust will moderate the 

relation between ASC and GPA.  Thus, it is expected that the positive relation between 

ASC and GPA will be weaker and non-significant for students who report higher levels 

of preparation for bias.  For those who have received lower levels of preparation for bias, 

it is predicted the relation will be stronger and significant.  Similarly, it is expected that 

the positive relation between ASC and GPA will be weaker and non-significant for 

students who report higher levels of promotion of mistrust.  Students who report lower 

levels of promotion of mistrust will show a stronger, significant relation. 

Rationale 

Research suggests that high levels of preparation for bias and promotion of mistrust have 

a detrimental affect on academic outcomes (Harris-Britt, Valrie, Kurtz-Costas, & 

Rowley, 2007; Hughes & Chen, 1999; Hughes, Witherspoon, Rivas-Drake, & West-Bey, 

2009; Marshall, 1995).  However, studies have shown that preparation for bias may also 
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be protective for the self-system, allowing individuals to maintain their self-esteem 

(Major, Quinton, & Schmader, 2003).  Thus, for the males who receive higher levels of 

preparation for bias, there may be a detrimental impact on academics, while also serving 

a protective role of protecting the academic self-concept.  While promotion of mistrust 

has not been found to have a positive impact on the self-system (Branscombe et al., 

1999), using rationale consistent with attribution theory, messages promoting the mistrust 

of European Americans may allow individuals to attribute poorer academic performance 

to racial prejudice, as research has linked such messages with a heightened sense of 

feeling stigmatized by others (Brega & Coleman, 1999).  Research has found among 

African American college students’ self-esteem was buffered by external attributions of 

evaluator bias when given negative feedback by a European American (Crocker et al., 

1991).  Thus, having received messages promoting the mistrust of European Americans 

might serve as a basis for such external attributions (i.e., poor grades due to 

discrimination).  As such, academic self-concept may remain constant despite poorer 

performance in school. 

Research Question 6 

Does teacher mistrust moderate the relation between ASC and GPA? 

Hypothesis 6 

It is expected that teacher mistrust will moderate the relation between ASC and GPA.  

Further, it is expected that the positive relation between ASC and GPA will be weaker 

and non-significant for students higher in teacher mistrust.  It is predicted students lower 

in teacher mistrust will show a stronger, significant relation. 
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Rationale 

In the only study to date to examine the relation between teacher mistrust and academic 

outcomes, Imber (1973) reported students’ increased trust in teachers was related to 

higher grades.  Although no studies have been conducted examining the role of teacher 

mistrust and ASC, attribution theory provides a basis to expect teacher mistrust may 

result in a buffered ASC despite poor grades.  For those who show increased teacher 

mistrust, it seems plausible that such a lack of belief in the benevolence, honesty, 

reliability, and competence of their instructors (Adams & Forsyth; Hoy & Tschannen-

Moran, 1999) may lead to the disregard of academic feedback.  Research has suggested 

that when it appears that an unfair procedure has taken place (e.g., discrimination) or 

individuals believe that they do not have control over their outcomes or the circumstances 

that impact their outcomes, individuals are less likely to believe their outcomes are 

warranted (Crocker & Major, 1994; Lind & Tyler, 1988; Major, 1994).  For individuals 

higher in teacher mistrust, it is plausible that these individuals may believe their grades 

are the result of unfair procedures or that they have little control over their academic 

outcomes because of untrustworthy teachers.  For these individuals, the attributional 

mechanism of discounting may allow positive self-views, such as academic self-concept, 

to be maintained (Kelley, 1971).  Such evidence of poor academic ability would, thus, be 

discounted, and one’s self-perceptions of academic abilities would be protected. 
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Method 

Approval by Human Subjects Committee 

 The proposed study will adhere to the guidelines and procedures outlined by the 

Institutional Review Board for the Protection of Human Subjects at the University of 

Texas at Austin. 

Participants 

 Participants will include 130 African American male undergraduates recruited 

through the subject pools of the Educational Psychology and Psychology departments at 

the University of Texas at Austin.  All participants will be given course credit in 

exchange for participation in the study.  A priori power analysis was conducted using 

G*Power to determine the smallest sample size needed to detect a medium effect size that 

is significant at the .05 level. Results indicated approximately 130 participants are needed 

to produce a minimum power of .80 for all analyses. Using a significance level of .05, 

130 subjects will provide 80% power of detecting a medium effect size in a regression 

model with 12 independent variables. For regression models with fewer predictors, the 

power will be even greater. 

Measures 

Academic Self-Concept Scale (ASCS; Reynolds, Ramirez, Magrina, & Allen, 1980) 

 The ASCS is a 40-item Likert-type scale with response options ranging from 1 

(strongly disagree) to 4 (strongly agree).  The ASCS is designed as a measure of an 

academic facet of general self-concept in college students (Reynolds, 1988). Studies 

consisting of African American samples report adequate reliability: .87 (Cokley, 2008), 
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.90 (Awad, 2007), .91 (Cokley et al., 2003).  Construct validity with African American 

samples has also been demonstrated with reported positive correlations between ASC and 

both GPA and self-esteem (Cokley, 2002).  Items are keyed positively, such that higher 

scores are representative of a more positive academic self-concept.  Sample items 

include: “I lack the ability for courses in my major (reverse score).”  “Instructors believe 

I am a good student.” 

Parental Ethnic-Racial Socialization Scale 

 This instrument is a version of measures by Hughes and colleagues (Hughes & 

Chen, 1997; Hughes & Johnson, 2001).  It was slightly expanded upon by Pahlke, 

Suizzo, and McClain (2010) for more appropriate use with college students.  It includes 

34 Likert-type items ranging from 1 (never) to 5 (very often).  The scale is designed to 

assess students’ perceptions of their parents’ racial-ethnic socialization with them when 

they were in middle school and high school.  The questionnaire is divided up among four 

subscales.  The present proposed study will focus on two subscales, Preparation for Bias 

and Promotion of Mistrust, given the relevance of the constructs.   

 The scale proposed for use in this study has shown adequate reliability with a 

college sample, with internal consistency (Chronbach’s alpha) reported to .90 for 

Preparation for Bias and .84 for Promotion of Mistrust (Pahlke, Suizzo, McClain, 2010).  

Further, internal consistency of scales using similar items derived from Hughes and 

colleagues have reported adequate internal consistency ranging from .77 to .90 (Hughes 

& Chen, 1997; Hughes et al., 2009; McHale et al., 2006).  Such reliability has been 

replicated in African American samples, with reported internal consistency of .78 
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(Hughes et al., 2009) and .91 (Hughes & Chen, 1997) for Preparation for Bias, as well as 

.68 (Hughes & Chen, 1997) and .73 (Hughes & Johnson, 2001) for Promotion of 

Mistrust.  Construct validity of Hughes and Chen’s (1997) original measure was 

confirmed by principal components factor analysis in which items were adequately 

represented by the proposed underlying dimensions. 

 Preparation for Bias consists of the mean of 5 items.  Sample items include: “Told 

you that some people may treat you badly or unfairly because of your race.”  Promotion 

of Mistrust consists of the mean of 5 items.  Sample items include:  “Done or said things 

to keep you from trusting kids from other racial or ethnic groups.”  

Teacher Trust Scale (Adams & Forsyth, 2009) 

 The teacher trust scale is a 13-item Likert-type scale with response options 

ranging from 1 (strongly disagree) to 5 (strongly agree).  The teacher trust scale is 

designed as a measure of students’ perceptions of teachers’ trustworthiness.   Internal 

consistency (Chronbach’s alpha) has been reported to be .90 (Adams & Forsyth, 2009) 

and .83 (Adams, 2010) for the scale.  Internal structure validity has been supported by an 

exploratory factor analysis with factor loadings ranging from .62 to .85 (Adams, 2010).  

Construct validity has been supported by factor analysis, showing an alignment of items 

with the discernment facets of trust (Hoy & Tschannen-Moran, 1999), as well as 

concurrent and predictive validity measures (Forsyth, Adams, & Hoy, 2011).  Although 

this instrument has not been used with a homogenous African American sample, 

adequate reliability and validity has been reported with diverse a racially diverse sample 

including a 32% African American makeup (Adams & Forsyth, 2009).  Items are keyed 
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positively, such that higher scores are representative of more teacher trust and lower 

scores are representative of more teacher mistrust.  For the purposes of the current 

research proposal, items have been slightly altered to make language more appropriate 

for use with a college sample.  Sample items include:  “Instructors at my university have 

high expectations for all students.” “I can believe what instructors at my university tell 

me.” “Instructors at my university evaluate me fairly.” 

Demographic Questionnaire 

 A demographic questionnaire developed for this study will be composed of 

questions about race/ethnicity, sex, year in school, and socio-economic status.  Self-

reported GPA will also be used as a measure of academic achievement.  GPA will range 

from 0.00 to 4.00 (See Appendix for sample questionnaire). 
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Data Analysis and Expected Results 

Preliminary Analyses 

 Analyses will be conducted using Pearson’s correlations and multiple regression.  

Before conducting analyses, preliminary analyses will be conducted in order to verify all 

assumptions have been met to be able to perform these procedures.   These assumptions 

include normal distribution, linearity of relationship between independent and dependent 

variables, homoscedasticity, and no multicollinearity.  Descriptive statistics (i.e., means, 

standard deviations, and ranges) will be examined.  Further, scatterplots of the variables 

and a plot of the residual against the predicted values will be visually examined to check 

for linearity, normality, and variance of residuals.   A check for multicollinearity will take 

place by examining correlations of all the variables.  Finally, the existence of outliers will 

be determined by running sensitivity analyses. 

Hypothesis 1 

 It is expected that ASC will be positively related to GPA for underclassmen.  To 

assess this hypothesis, I will calculate the Pearson’s correlation between these variables 

for those who are identified as first or second-year students.  On the other hand, it is 

expected that the relation between ASC and GPA in upperclassmen will be weaker and, 

further, non significant.  I will calculate a Pearson’s correlation for those who identify as 

a third-year student and beyond. 

Hypothesis 2 

 It is expected that both preparation for bias and promotion of mistrust will be 

negatively associated with GPA.  To assess this hypothesis, I will conduct two separate 
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multiple regressions, assessing the independent influence of preparation for bias and 

promotion of mistrust on GPA, controlling for parental education. 

Hypothesis 3 

 It is expected that there will be a negative relation between teacher mistrust and 

GPA.  I will conduct a Pearson’s correlation to test this hypothesis. 

Hypothesis 4 

 It is expected that preparation for bias will be positively related to teacher 

mistrust.  To assess this hypothesis, the Pearson’s correlation will be calculated.  Further, 

it is expected that promotion of mistrust will be positively related to teacher mistrust, 

with a stronger correlation than that between preparation for bias and teacher mistrust.  

This hypothesis will also be assessed by the calculation of a Pearson’s correlation. 

Hypothesis 5 

 It is expected that both preparation for bias and promotion of mistrust will 

moderate the relation between ASC and GPA.  To assess this hypothesis, I will conduct 

two separate multiple regressions.   The criterion variable will be GPA and the predictor 

variables will be preparation for bias and ASC in the first model, and promotion of 

mistrust and ASC in the second model.   For both models, prior to running the analyses, 

independent variables will be centered to decrease the possibility of multicollinearity.  

For model one, I will enter year in school and parental income level in the first step to 

control for their influence, followed by preparation for bias and ASC.  Third, in order to 

determine the impact of preparation for bias, I will add an interaction term to the model 

using the variables preparation for bias and ASC.  A statistically significant increase in 
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R2 indicates that an interaction is present for preparation for bias.  Significant interactions 

will be plotted and probed through simple slope analyses (Aiken & West, 1991).  It is 

expected that the positive relation between ASC and GPA will be weaker and non-

significant for students who report higher preparation for bias.  It is predicted students 

who report lower preparation for bias will show a stronger, significant relation. 

 For model two, I will enter year in school and parental income level in the first 

step to control for their influence, followed by promotion of mistrust and ASC. Third, in 

order to determine the impact of promotion of mistrust, I will add an interaction term to 

the model using the variables promotion of mistrust and ASC.  A statistically significant 

increase in R2 indicates that an interaction is present for promotion of mistrust. 

Significant interactions will be plotted and probed through simple slope analyses (Aiken 

& West, 1991).  It is expected that the positive relation between ASC and GPA will be 

weaker and non-significant for students who report higher promotion of mistrust.  It is 

predicted students who report lower promotion of mistrust will show a stronger, 

significant relation. 

Hypothesis 6 

 It is expected that teacher mistrust will moderate the relation between ASC and 

GPA.  To assess this hypothesis, I will conduct a multiple regression analysis.   The 

criterion variable will be GPA and the predictor variables will be teacher mistrust and 

ASC.  Prior to running the analyses, independent variables will be centered to decrease 

the possibility of multicollinearity.  In the first step, year in school will be entered to 

control for its influence, followed by teacher mistrust and ASC added as variables.  
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Third, a two-way interaction term will be created using the variables teacher mistrust and 

ASC. A statistically significant increase in R2 indicates that an interaction is present for 

teacher mistrust. Significant interactions will be plotted and probed through simple slope 

analyses (Aiken & West, 1991).  It is expected that the positive relation between ASC 

and GPA will be weaker and non-significant for students higher in teacher mistrust.  It is 

predicted students lower in teacher mistrust will show a stronger, significant relation. 
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Discussion 

Summary 

 African American male college students represent a unique population due to 

their scarcity in predominantly white college campuses, as well their propensity to fall 

prey to the academic achievement gap.  African American males have been found to 

uniquely show evidence of academic disidentification (Cokley, 2002; Osborne, 1997; 

1999).  Thus, I sought to build on prior knowledge by providing a necessary examination 

of factors that impact the relation between academic self-concept (ASC) and academic 

outcomes—specifically parental racial socialization and teacher mistrust. 

 Consistent with prior findings (Cokley, 2002), I seek to replicate findings that 

African American men who are upperclassmen show academic disidentification (i.e., a 

non-significant relation between ASC and GPA).  I will investigate the relation between 

types of parental racial socialization and GPA, as well as teacher mistrust and GPA, 

hypothesizing that these variables are negatively related to academic achievement.  I will 

further investigate the relation between parental racial socialization and teacher mistrust, 

predicting that they are positively related.  Finally, I hypothesize that parental racial 

socialization and promotion of mistrust will moderate the relation between ASC and 

GPA. 

 This proposed study is exploratory in nature, as few researchers examine the 

relation between parental racial-ethnic socialization and academic outcomes and even 

fewer examine the relation between teacher mistrust and academic outcomes.  However, 

several studies support the notion that both parental racial-ethnic socialization (i.e., 
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preparation for bias and promotion for mistrust) and teacher mistrust are negatively 

related to academic outcomes (Hughes & Chen, 1999; Hughes, Witherspoon, Rivas-

Drake, & West-Bey, 2009; Imber, 1973; Marshall, 1995).  Attribution theory is used as 

the theoretical framework to propose parental racial-ethnic socialization and teacher 

mistrust as moderators of the relation between ASC and GPA.  Individuals who have 

received heightened preparation for bias and promotion of mistrust, as well those who 

show increased teacher mistrust, may be likely to perceive that they do not have control 

over their outcomes or the circumstances that impact their outcomes due to heightened 

perceptions that they are stigmatized (Brega & Coleman, 1999).  Such individuals have 

been found to be less likely to believe that their outcomes are warranted (Crocker & 

Major, 1994; Lind & Tyler, 1988; Major, 1994).  As such, the attributional mechanism of 

discounting (Kelley, 1971) may allow academic feedback from instructors to be 

disregarded as indicative of their true ability, thus buffering the academic self-concept 

and weakening the relation between ASC and GPA. 

Limitations and Implications for Future Research 

Despite the study’s strengths, study limitations must also be addressed.  As 

research has not explored all of the relations examined in this study, this proposed 

research is exploratory in nature.  However, all hypotheses are based on prior findings or 

a theoretical basis (i.e., attribution theory).  Further, the use of Pearson’s correlations and 

multiple regression as the statistical methodology provides limitations, as both types of 

analysis are dependent on correlations.  Thus, significant findings in this study do not 

imply causal relations.  Because GPA and ASC are impacted by a variety of variables 
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(e.g., intrinsic motivation, academic interest, ethnic identity; Dusek and Flaherty 1981; 

Hurtado, 1994; Maehr, Karabenick, & Urdan, 2008; Pascarella & Terenzini, 1991; Yasui 

et al. 2004; Oyserman et al. 2003), the possibility remains that other factors may 

influence GPA and the relation between ASC and GPA.  For instance, future studies 

should examine variables such as perceived discrimination and quality of student-faculty 

interactions that could also conceivably impact the relation between ASC and GPA 

within the theoretical framework used in this study.  Future studies are needed to provide 

further empirical support for relations found in the study. 

 Further, several variables in the proposed study are examined using self-report 

measures.  For example, a self-report measure of parental racial-ethnic socialization may 

be open to student distortion and may not entirely accurately reflect the frequency or 

exposure to such parental messages.   However, student perceptions of parental racial-

ethnic socialization may be more proximal to academic and psychosocial outcomes than 

messages parents intend to give their children (Hughes et al., 2006).  Further, students’ 

perceptions of their own academic abilities and of the trustworthiness of teachers were 

the target of the proposed study.  Thus, self-report measures are appropriate in these 

instances. 

 Methodologically it must be noted that I have proposed a cross-sectional design.  

While this method was chosen due to constraints on time and resources, Cokley (2002) 

denoted a longitudinal methodology would provide the strongest measurement of the 

attenuation of the relation between ASC and GPA.  Thus, future research would benefit 

from collecting data when students are in their first-year and recollecting data in the 
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fourth year.  Further, regarding the instruments proposed for use in this study, it should 

also be noted that academic disidentification was not measured using a single instrument, 

but rather through the correlation of ASC and GPA.  Such measurement is theoretically 

in line with prior studies (e.g., Cokley, 2002).  However, as suggested by Osborne 

(1997), the use of a well-validated single measure of academic disidentification may be 

ideal for future research.  It should also be noted that relatively few empirical 

investigations have used the Teacher Trust Scale, particularly among African Americans, 

as it is a relatively recently developed measure.  While studies designed to confirm the 

measure’s adequate reliability and validity have been conducted with samples including a 

32% African American sample, future research should seek to confirm internal 

consistency using African American samples. 

 In examining the sample proposed for this study, it must be noted that all 

participants are recruited from a large, southwestern, predominantly white university.  As 

such, future research must be conducted to determine whether such results can be 

generalized to students in primary or secondary education, other regions, at historically 

black colleges/universities, or community colleges.  Further, the proposed sample 

consists of African American males only.  While a strength of this approach is an in-

depth examination of academic disidentification in a racial and gender homogenous 

group, future research may also benefit from including African American women, 

allowing for gender comparisons in the variables that may impact academic 

disidentification. 
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Theoretical and Practical Implications 

 Knowledge regarding the poorer performance of African American males is 

scarce but essential to reducing the achievement gap. Identifying variables that impact 

academic disidentification in African American males would greatly contribute to our 

understanding of the experience of African American male students. Findings that types 

of parental racial-ethnic socialization (i.e., preparation for bias and promotion of mistrust) 

and teacher mistrust contribute to the buffering of academic self-concept in the face of 

poorer academic outcomes has important practical implications.   Such results would 

provide evidence for the importance of parental socialization during early and mid 

adolescence for academic outcomes in late adolescence.   For African American males, 

an over-emphasis on promoting awareness of discrimination as well as promoting the 

mistrust of other racial-ethnic groups may provide a paradox:  messages that intend to be 

protective in nature may shield students’ perceptions of their academic abilities, while 

simultaneously allowing for poorer academic outcomes.  Further, based on the proposed 

results, such parental messages would be related to students’ heightened sense of teacher 

mistrust. 

 From a clinical perspective, the proposed results indicate it should not be assumed 

that African American male students who appear apathetic about academics devalue 

education.   Rather, they may show heightened levels of teacher mistrust, which impacts 

their current levels of identification with academics.  For such students at predominantly 

White colleges, in particular, interventions should focus on connecting students with 

faculty mentors and building trusting, positive relationships among students and faculty.  
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As we work toward reducing the racial-ethnic academic achievement gap, it is clear that 

increasing enrollment of African American men is not enough.  We must also seek to 

achieve the end goal of graduating African American men. 
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