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Racial/Ethnic Identity and Academic
Achievement: Is This the Right Paradigm
to Explain the Achievement Gap?

The 2007 ﬁ?m The Great Debaters was the story about how a debate team from a
small historically Black institution in Texas, Wiley College, was able to compete
in the national debate championship against Harvard University and win. Set in
1935, the film depicted the harsh reality of Jim Crow laws and racial prejudices of
the time. In one scene, the professor and debate coach Melvin Tolson (played by
Denzel Washington), is preparing the Wiley College debate team and he makes
the following statement: “Denigrate. There’s a word for you. From the Latin
word niger, to defame, to blacken. It’s always there, isn’t it? Even in the diction-
ary. Even in the speech of a Negro professor. Somehow, black is always equated
with failure.”

Being Black in this country has always been associated with inferiority,
especially intellectual and academic inferiority. While it is now considered
impolitic to explicitly link the words Black and inferior in mainstream dialogue
about academic achievement, other buzzwords and catchphrases are used that
essentially communicate the same message. No other buzzword or catchphrase
better symbolizes this link between being Black and assumed to be intellectually
inferior than the achievement gap. The achievement gap is defined by the
National Education Association as “the differences between the test scores of
minority and/or low-income students and the test scores of their White and
Asian peers.” The meaning of achievement gap has moved beyond standardized
test scores to also include grades and other academic outcomes such as
graduation rates.

The questions that are often asked (either publicly or privately) go something
like this: Why do Black students perform poorer academically compared to
White and Asian students? What is it about being Black that is so consistently
linked to academic underachievement? Some observers attribute the achieve-
ment gap to innate biological and genetic differences in intelligence (e.g.,
Herrnstein & Murray, 1994; Jensen, 1973; Rushton, 1997; Rushton & ]enéen,
2005). Rather than focus on psychological, social, or even cultural explanations
underlying race and racial identity, this hereditarian approach focuses on the
presumed biology of race and racial identity. Interestingly, thc::re appears to
be virtually no scientifically agreed—upon identification of biological or genetic
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A second explanation focuses more on P : :

' i Led is, “What is the relationship between
Black identity. The basic question asked 1S, o
Black identity (racial or ethnic) and academic achievement?” The commonly
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held assumption is that there is something about the racial and ?t : y

oy demic achievement. This question has
of Black students that is inimical to academic . 2 U
been the focus of countless dissertations, research stud'les, an comr}rlle S
However, like many topics in academia, there is more disagreement than 1algrlee—
ment on the exact nature of the relationship. Some researche.rs and scho afrs
have found that the racial or ethnic identity of African American students is
negatively related to academic achievement (e.g., Cokley, McClain, Jones, &
Johnson, 2011; Fordham & Ogbu, 1986; Harper & Tuckman, 2006; McWhorter,
2000; Worrell, 2007). Other researchers and scholars have found that the racial
or ethnic identity of African American students is ot can be positively related to
academic achievement and outcomes (Chavous et al., 2003; Cokley & Moore,
2007; Oyserman, Kemmelmeier, Fryberg, Brosh, & Hart-Johnson, 2003; Sellers,
Chavous, & Cooke, 1998; Spencer, Noll, Stoltzfus, & Harpalani, 2001). Still
other researchers have found no relationship between racial or ethnic identity
and academic achievement (Awad, 2007), a minimal positive relationship
(Lockett & Harrell, 2003), or an indirect positive relationship (Cokley &
Chapman, 2008).

It is no wonder that comments and observations made about Black identity
and academic achievement are so divergent given that the research literature is
wildly inconsistent. People clearly have their opinions about Black students,
and. have their opinions about how Black identity helps or harms academic
achievement. As a researcher, I believe it is important to try to make sense of
this eqm;OC'al- literature in order to provide useful information that informs edu-
cators, administrators, and anyone who works directly with Black students and/
?r 1sh cofncemed about the academic achievement of African American students.
,nﬂt d 0110;"1“3 SleCUOns, L will briefly review the evidence for (a) the negative
influence o ic i : . .
ey rac1fa andlethcrluc identity on academic achievement, (b) the posi-

intluence of racial an ic i i : :
demic achievement, ( ‘ethmc identity on academic achievement on aca-
e dn(é)C) no influence of racial and ethnic identity on academic
an m' i i i 3 . . .
) ixed/conditional influence of racial and ethnic identity
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on academic achievement. | will then conclude by offering a synthesized analysis
of this literature:

NEGATIVE INFLUENCE OF RACIAL AND ETHNIC IDENTITY

[n John Singleton’s 1995 movie Higher Learning, a scene is shown where a
Black female college student, Monet, is called a “Black bitch” by a White male.
This occurs during an exchange on the phone as Monet is trying to protect her
White female roommate who has been raped. Incensed, Monet goes to the room
o Fudge, a pro-Black, Afrocentric, 6-year senior and apparent self-appointed
cource of Black consciousness for Black students. Fudge leads a group of Black
males to the White fraternity house and, after identifying the White male who
verbally disrespected Monet, drags him out of the fraternity house and makes
him say the following: “I apologize, beautiful Black woman, mother of the earth,

queen of the universe.” Fudge can be considered the classic case of a Black
sudent (usually male) who has a heightened sense of Black identity and Black
consciousness; however, this does not necessarily translate into doing well in
school. In fact, Fudge believes that school is a game that he has already mastered.
He prides himself on not assimilating. At one point when students start to leave
for class, he says “Y’all some trained Negros. As soon as you hear a bell you go
running.”

During my undergraduate years at Wake Forest University, I was an active member
of the Black Student Alliance (BSA). The BSA was a politically active organization,
and during that time period, South African apartheid was still in effect. The BSA was
upset that Wake Forest had not divested from companies who had business dealings with
apartheid South Africa. To protest Wake Forest's failure to divest, the BSA planned a
demonstration in the cafeteria. Along with some White student allies, the plan was to
have certain members of the BSA go to “random” White students eating and to force-
fully pull them out of their seats and drag them out of the cafeteria. This was to demon-
strate the political reality of Black South African citizens. I was completely enthralled by
these types of Black-consciousness political activities. My Black consciousness was
growing by leaps and bounds; however, my burgeoning Black consciousness did not
translate into making better grades. This is a phenomenon that I've seen over the years
with some Black students, especially Black male students. While I did not disidentify
with the importance of academics, I certainly struggled with reconciling my increased
Black identity and consciousness with my academic struggles.

| This disparity in Black consciousness and academic performance was revealed
in Ralph Johnson’s (1993) dissertation entitled “Factors in the Academic
iccess of African American College Males.” He found that African American
male students who were deemed to be successful (GPA > 2.5) had significantly
ower Aftican self-consciousness (Mean = 206.40) than African American male
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It is importath to more closely examine the published empirical studies that

have found a negative relationship between racial orl ethmci ;Sie?:tlstz lfonci ac;:_
demic achievement. A closer examination may .revea some : ftive i r: lw v
a negative relationship was found. Below I review a.r;;;re@nd v .p ehc.’f
some of these studies, including some of the more hfg y.c1te 1:tul ies 1n1t is
area. These studies have generally been conducted with high school or college

students.

High School Students
Witherspoon, Speight, and Thomas (1997) conducted a study with
86 African American high school students involved in an Upward Bound
program at two predominantly White universities in the Midwest. There were
56 females and 30 males. Racial identity was measured using the shortened form
of the Racial Identity Attitude Scale (RIAS) (Parham & Helms, 1981). The RIAS
includes four subscales that coincide with Cross’s Nigrescence theory:
Pre-Encounter, Encounter, Immersion/Emersion, and Internalization.
Males reported significantly higher Immersion scores and lower GPAs than
females. The authors found a negative correlation between Encounter scores
and GPA as well as Immersion scores and GPA. Additional statistical analyses
indicated that only Immersion scores negatively predicted GPA. Interestingly,
the authors characterize their findings as demonstrating high school students
with both (1) positive Black identity attitudes and good grades, and (2) pro-
Black/anti-White attitudes and poor grades, in spite of the fact that there were
only statistically significant negative correlations reported. The authors con-
clude that there were within-group differences among African American high
school students regarding the ways that racial identity attitudes related to
academic achievement.

I'n another quantitative study, Harper and Tuckman (2006) surveyed 289
Afrlcan American high school students from three public high schools in a large,
midwestern school district. The authors did not identify a breakdown of the sam-
ple by sex. Thg authors used a shortened version of the Multidimensional Inventory
?f Black Ider?tzty (Sellfers, R'owley, Chavous, Shelton, & Smith, 1997) that
included Racial Centrality, Private Regard, and Public Regard subscales. Academic

achievement was measured by school-re i i
ported grades as verified
school guidance counselors. 2 Mgy

ffm; authors were ?ble to statistically determine Black racial identity profiles
of freshmen and seniors. The profiles included: Idealized, who were students
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| : ve to the mean scores: Low
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who had hi ,
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Resul‘ts'indicat'e d that among both freshmen and seniors, Alienated students
had statistically higher grade point averages than Idealized students. Among the
penscil o.ffered. by the authors to explain this finding (which was counter to their
expectatlons? mclu'dec.l the possibility that Alienated students may identify more
with the White majority and may be disassociating from Black students they pet-
ceive negatively. Unfortunately, the authors did not offer clear reasons why the
Idealized students would have lower grade point averages.

Worrell (2007) conducted a quantitative study involving 319 ethnically
diverse high school students attending a summer program for academically tal-
ented students. The students consisted of 28 African Americans, 28 Hispanics,
171 Asian Americans, and 92 Whites. The overall sample consisted of 57.7%
females; however, the breakdown of sex by ethnicity was not provided. The
Multigroup Ethnic Identity Measure (MEIM) (Phinney, 1992) was used to measure
ethnic identity. The MEIM includes two subscales that measure ethnic identity
attitudes (i.e., ethnic behaviors, affirmation and belonging, and achievement)
and other group orientation attitudes (willingness to interact with and learn
about other ethnic groups). Academic achievement was measured via self-
reported GPA by the students.

Worrell found that ethnic identity only significantly predicted GPA for
African American students. Specifically, he found that ethnic identity was a

statistically significant negative predictor, while other group orientation was a
statistically significant positive predictor. Worrell conch.lded that the df;\\ta sup-
port previous research and theorizing that African American stude‘n.ts W1o werz
strongly identified with their ethnic1 group could develop an oppositional stanc
roward schools and the majority cultute.

In a quantitative study, Cokley, McClain, Jones, and Johnson (2011) surveyed

96 African American students from an urban public high school in Houston,

Texas. The sample consisted of 41 males and 55 females. Racial identity was mea-

sured using the Racial Centrality subscale (Sellers et al., 1?97). Aca}cllen;lic aChéeo‘i;}
ment was measured by school-reported grades as verified by the homer

English teacher. The results indicated that racial identity was a statistically signifi-

i rican ado-
cant negative predictor of GPA. The authors conclude that African Ame
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f-description of their ethnicity rathe ) e
::;cire sample, there were 69 males and ;;}}:;:};:s Sfil;tioi;edesa{ptgn}.fo;the
and 89 males an.d 91 females from the Catholic school Acaclla:m'lc l}gl ey
was measured using the students’ grades taken from the.ir school :; v dleye“}lxent
classes: English, math, and social studies. Ethnic identity was measxcxordS o rlie
Ethnic Identity Development subscale of the Multigroup Ethnic Ide rte' t uliiling 950
(MEIM) (Phinney, 1990). W s
The authors found that for the public school African American students, eth-
nic identity was positively correlated with GPA, and, when placed in a {arger
model of variables, also significantly predicted GPA and engagement in school
These findings were not replicated with the Catholic school African Americar;
or White students. The authors speculate that the expression of racial or ethnic
identity in the Catholic setting may be discouraged compared to the public

school setting. The authors conclude that more research is needed to understand f s
‘he mechanisms through which ethnic idencity impacts school performance and | 3
engagement. 3 2 '

MINIMAL ORNO INFLUENCE OF RACIAL AND ETHNIC IDENTITY

High School Students

Chavous et al. (2003) conducted a longitudinal quantitative study involving
606 African American adolescents. The sample included 287 males and 319
females. The students were obtained from four public high schools (80% African
American) in the Midwest (presumably Michigan, given the location of the
authors). Students with GPAs of less than 3.0 were selected for the study.
Academic achievement was obtained from school district records. Racial iden- |
tity was measured using the Multidimensional Inventory of Black Identity (Sellers ko
et al., 1997) that included Racial Centrality, Private Regard, and Public Regard i
subscales.

A preliminary analysis found that students out of school had lower racial cen- 3
trality and private regard than students still in school. The authors did not find X
any of the racial identity variables to be significantly correlated with 12th- i
grade GPA. The authors were able to statistically identify four racial identity |

profiles. The first profile was identified as Buffering/Defensive, which was charac- i

terized as students having positive group affiliation that was self-protective in :

light of having an awareness of racism. The second profile was identified as
Low Connectedness/High Affinity, which was characterized as students having
low race centrality, high private regard, and low public regard. These first two
profiles both have positive beliefs about being Black, but race was nota signifi-

cant part of their overall identity. The third profile was [dealized, which was char-

acterized by students having higher-than-average scores across all three racial

e
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College Students : d
Lockett and Harrell (2003) conducted a quantitatlv.e study Wi
128 African American students attending a historlcalllyf Bla
(HBU). The authors reported that 79% of the sample V\{as fem‘._alﬁ w
lates to about 101 females and 27 males. Academic achievement
via students’ self-reported GPA. Racial identity was measured using
Identity Attitude Scale (RIAS) (Helms & Parham, 1990). The RIA
four subscales: Pre-Encounter, Encounter, Immersion, and Internaliy
The authors found that only Internalization attitudes were sig
dictive of GPA. However, additional analyses also indicated that
tity and GPA link was significantly reduced once self-esteem v
account. In other words, the unique effect of racial identity via in
attitudes on GPA was lessened because of the impact of self-esteem.
conclude that the unique effect of racial identity on academic achieven
minimal, and that research in this area has been characterized by overinte
tion of the data. . e
Awad (2007) conducted a quantitative study with a sample of 3
American college students. The first sample was used to predict GP
sisted of 168 African American students, The second sample was used

Graduate Record Examination scores (GRE), consisted of 145 Afric
can students, and included 32 men and 113 ‘
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self-concept are more pertinent variables to predicting GPA than racial identity
b

which she suggested may be indirectly related to G : : A
Jike academic self-concept. PA by influencing variables

MIXED/CONDITIONAL INFLUENCE OF RAC
AND ETHNIC IDENTITY IAL

middle School Students

Gordon, Iwamoto, Ward, Potts, and Boyd (2009) conducted a quantitative
study with 61 Black male middle school students, of which 29 students were
involved in an eighth-grade mentoring program intervention. Thirty-two
students did not receive the intervention. The program focused on racial identity
development, academic identification, and academic performance for Black
male students enrolled in a single-sex cluster. Academic achievement was mea-
sured via GPAs and standardized achievement test scores that were obtained
from school records. Racial identity was measured using the Racial Identity
Attitude Scale (RIAS) (Helms & Parham, 1996). The RIAS consists of four
subscales: Pre-Encounter, Encounter, Immersion, and Internalization.

The authors found that Internalization attitudes were positively predictive of
GPA. Internalization attitudes were also positively predictive of the Connecti-
cut Mastery Test (CMT) in Mathematics. Additionally, Internalization attitudes
were positively predictive of the CMT in Reading while Immersion/Emersion
attitudes were negatively predictive. The authors recommend interventions that
foster cultural pride and collective unity in young Black men, such that
academic success will not be seen as separate from who they need to be in their

communities.

High School Students

In a longitudinal quantitative study conducted by Spencer, Noll, Stoltzfus, and
Harpalani (2001), 562 African American adolescents from four public middle
schools in a metropolitan city in the Southeast were surveyed. The sample con-
sisted of 394 boys and 168 girls from sixth-, seventh-, and eighth-grade class-
rooms. Academic achievement was measured by the students’ national
percentile scores on the Iowa Test of Basic Skills. Racial identity was measured
using a modified version of the Racial Identity Attitude Scale (RIAS) (Parham &
Helms, 1985). The RIAS consists of four subscales: Pre-Encounter, Encounter,
Immersion, and Internalization. The authors characterized the subscales as
Eurocentric, Transitional, Reactive Afrocentrism, and Proactive Afrocentrism,
respectively.

The authors found a negative correlation between Pre-Encounter scores
and the [owa achievement scores, and also a negative correlation between
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achievement scores. However, they

er scores

dence for a modest positive correlation‘ bet'weenol‘itel:c:rllt;tthe .
hi ent scores, as well as Intemahzatlo'n sC oy
i le: e'rfnhe authors also found that low achxeve'mel?.t }v:'aChievcm !
;Crzr—;ncounter (i.e. Eurocentricity) scores, Whlliriclifiy) e authi"
associated with Internalization (i.e., low Eurgc}eln h‘eVi.n P
that their findings support the idea th?t high-achieving Afr i
students do not identify with acting White values.

Immersion scores and the lowa

College Students wicl)

Sellers, Chavous, and Cooke (1998) conducted a quantitative stud
248 African American college students. The sample included 163 stude
a predominantly White public university (PWU) and 85 students from
ically Black private university (HBU). The authors reported that 70.6%
sample was female, which translates to about 175 females and 73
Academic achievement was measured via students’ self-reporting thei
Racial identity was measured using the Multidimensional Inventory of B
tity (Sellers et al., 1997). The subscales used from the MIBI included
racial ideology subscales (Nationalist, Oppressed Minority, Assimila
Humanist) and the Racial Centrality subscale. There were differences in
identity by school, with students at the PWU reporting higher Assim it
and Humanist scores but lower Nationalist scores compared to students
gigr;sz?osrslismiflatio.n scores were negatively correlated with GPA, while

of racial identity were correlated with GPA. An additional s
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Focu51ng (1).n the impact f)f gender, the authors found ethnic identity and
racial centrality were negatively correlated with GPA for men, while ethni
g nic

identity was positively correlated with GPA for women. An additional statisti

analysis indicated that GPA increased for women with'hi haet}irtll'onil Sta‘tlstlgal
decreased for men with high ethnic identity. The authorsgconclu;l(; lthemllt\y, Lft
a gendered racial and ethnic identity (Oyserman, Bybee, & Te 23553;“3 1(51
that African American males are impacted by a cool‘po,se cultfl?;’ (Ma'orzn&
Billson, 1992) in which non-academically oriented activities play a more zmpor‘

tant role in idt?ntity ‘fmfi self-esteem than they do for African American females.

Interested in statlstlclally testing a model of academic achievement using the
data from‘the aforemgntloned study, my graduate student and I conducted another
quantitative study with the same data set of 274 students (Cokley & Chapman,
2008). Two subscales were used from the MEIM: ethnic identity and other-group
orientation (attitudes toward other ethnic groups). An aspect of racial identity,
anti-White attitudes, was also measured using the Immersion-Emersion
Anti-White subscale from the CRIS (Vandiver et al., 2002).

We found that other-group orientation was positively correlated with GPA,
while anti-White attitudes were negatively correlated with GPA. Ethnic iden-
ity was not significantly correlated with GPA. In additional statistical analyses,
we found that anti-White attitudes were significantly and negatively predictive
of GPA, while ethnic identity was positively and indirectly related to GPA
through academic self-concept. We also conducted additional statistical analyses
and found that the model predicting academic achievement was statistically
weaker when ethnic identity was eliminated. We concluded that even in an
indirect role, ethnic identity may be more important for African American
academic achievement than anti-White attitudes.

Elion, Wang, Slaney, and French (2012) conducted a quantitative study with
a sample of 219 African American college students attending two large public
universities from the mid-Atlantic and southern regions. The sample included
105 females and 114 males. Academic achievement was measured via students’

self-reported GPA. Racial identity was measured using the Cross Racial Identity
Scale (CRIS) (Vandiver et al., 2000). The CRIS measures the Expanded
Nigrescence theory of William Cross (1991). The CRIS includes the following
subscales: Pre-Encounter Assimilation, Pre-Encounter Miseducation, Pre-Encounter
Self-Hatred, Immersion/Emersion Anti-White, Internalization Afrocentric, and

Internalization Multiculturalist Inclusive. g
While the primary purpose of this study was not to examine the relationship
of racial identity and academic achievement, the authors reported results that
included this data. The authors found that Pre-Encounter Miseducation was neg-
atively correlated with GPA, while Internalization Multiculturalist In‘clusive was
positively correlated with GPA. The authors speculate th"“t S‘fudems o the Mis-
education stage could struggle more with feelings of inferiority and inadequacy




The Mytn Ol Diaun rvwia

32

; ng that Afric:
that may be related to stereotyPe chrea.t, whxl&@?ﬂéf %Aulticuh al
can individuals with a more mature racial worldv l; { tixa.\’t oo
sive) also have higher standards. It is also notable [

Anti-White and Internalization Afrocentricity were negatively col y
GPA (but not statistically significant).

ANALYSIS AND CONCLUSIONS

This brief review of quantitative empirical studies was not intend

i haustive. Indeed, I could have reviewed a number
comprehensive or exha : : ottt
rative, ethnographic, and mixed-methods studies that are sxg'm ,
as equivocal in their findings and conclusions (e.g., Ij’,ergm & C ol
Fordham & Ogbu, 1986; Graham & Anderson, 2008; Nasir, Mcl-é\uglﬂum
2009; Wright, 2011). The Fordham and Ogbu article in pamculs;uf is inﬂ
that it is largely responsible for introducing the “acting White” jargon
demic discourse. This article will be discussed more in depth in the next ¢
It is difficult to draw definitive conclusions about the relationship’ e
racial and ethnic identity and academic achievement. This brief review t
scores the sometimes contradictory findings in the literature. Only a
meta-analysis (i.e., a quantitative statistical analysis of many studies]
allow for more definitive conclusions to be drawn. Nevertheless, some
conclusions may be drawn after careful analysis of this literature. First, it
propriate to make any global statements about the relationship betwee
and ethnic identity and academic achievement. This is because most co
alizations of racial and ethnic identity are multidimensional, with ea
sion or component having general differences in racial worldviews, id
and attitudes. It is these differences in racial worldviews, ideologies,
tudes that are most likely to be differentially related to academic ac
Related to the previous point, one may tentatively conclude that a;
racial or ethnic identity that either de-emphasize one’s Black identity or
miseducated, stereotypical notions of one’s Black identity are at risk to be
felatec‘i to'academic achievement (Cokley et al., 2011; Nasir et al., 2009).
ing pride in being Black and/or believing the negative societal messages about
gla‘ck ('e.g., not intelligent, gangsta, criminal, only good at sports, lazy, .
1r'1d1cat1ve of a poor self-concept, which psychological research has linked to
tive outcomes. Additionally, aspects of Black identity that emphasize an
love of being Black that is inextricably coupled with White hostility or anti-

attiltn:ides arc.also likely to be negatively related to academic aclmve
raw this conclusion knowing that it will not set well with those i

whose extreme versions of a

: s pro-Black, anti-White mindset have sus
in th?l’t acm‘rtsm and fight for social justice for thk.pﬂ:pl?
associated with these attitudes include prid g

e, rage (at White people gﬁ

10



Radal/Ethnic Identity and Academic Achievement 33

culture), and guilt (at ever having believed ideas that did not fully liberate Black
people) (Cross, 1991). Cross characterized this Black militancy (and related ideo-
Jogical movements such as Black nationalism and Afrocentrism) as being impulsive
i emotionally unstable. Furthermore, he characterized the cognitive styles of
poth Pre-Encountet and Internalization as being in control, logical and rational,
while the cognitive style of Immersion-Emersion attitudes (characteristic of Black
militants) as being dominated by cognitive dissonance and emotionality. Perhaps
the emotional lability that characterizes pro-Black, anti-White attitudes interferes
‘with the individual’s ability to focus on academics. Psychological research has
shown that negative emotions such as anger and anxiety are often negatively linked
 with academic achievement (Gumora & Arsenio, 2002; Valiente, Swanson, &
Eisenberg, 2012). Another reason that attitudes related to Black militancy may
be negatively related to academic achievement could be linked to personality traits.
There is evidence that certain personality traits such as conscientiousness and
' menness to experience are positively predictive of academic outcomes (Noftle &
‘Robins, 2007). Attitudes that characterize certain forms of Black militancy,
sarticularly as related to attitudes toward White people and White culture, can
 probably be safely described as not being open to experiences with White people.
 Finally, aspects of Black identity that embrace being Black and being
connected to family and community and also being aware of racism, while also
valuing and embracing multiculturalism and the experiences other racial and
ethnic groups, are also more likely to be positively related to academic achieve-
\t. This is probably related to the previous observation that the personality
trait openness to experience has been positively linked to academic outcomes.
Additionally, rather than expend emotional energy on hating White people, this
' construction of Black identity is more “school-oriented and socially conscious”
ir et al., 2009, p. 92) and promotes academic identification and higher
achievement (Cokley et al., 2011).
third tentative conclusion to be drawn is that there are probably develop-
differences that impact the relationship. Specifically, it appears that a
relationship is more likely to occur among younger students (i.e., pre—
50l). In other words, the academic achievement of younger students is
 to increase as aspects of their Black identity increases. One possible
t younger students are less susceptible to conformity and peer pres-
My"addescents (Brown, Lohr, & McClenahan, 1986; Clasen &
‘The pressures surrounding being popular and cool, while present
ol students, is not as intense as with high school students.
enerally more identified with academics than adoles-
. it is possible that younger pre-adolescent African
ess exposure to the negative messages related to
‘and thus are more open to integrating
identity. High school students appear to







