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Abstract
Kingdon and Cassen (2010) indicated that historically there has been concern about the
educational achievement of minority individuals. There is a need for research about the
psychological mechanisms that play a part in the minority achievement gap. This document
explored how stereotype threat impacts self-efficacy and minority academic performance and
implications for cultural mistrust, imposter phenomenon, and self-fulfilling prophecies. All these
factors have the propensity to place minority individuals at risk for low performance, leading to
gaps in education. The population of focus for this review consisted of African Americans,
Latinx individuals, and women. There has been limited research about how stereotype threat can
induce cultural mistrust, imposter phenomenon, and self-fulfilling prophecies, which can impact
minority academic functioning. This document proposed a process model outlining the events
preceding low achievement and the factors contributing to decreased educational success in

minority individuals.
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CHAPTER I: INTRODUCTION AND HISTORY

Self-Efficacy

An individual’s ability to be competent and successful in life is strongly contingent upon
the way a person views themselves. As Bandura developed the concept of self-efficacy, he came
to argue that behavior and personality were closely related to individuals’ beliefs about
themselves, beliefs that were not necessarily formed through social learning (Spence et al.,
2016). Bandura (1977) described self-efficacy as the ability to orchestrate and apply existing
skills toward the execution of a behavior. Merolla (2017) referred to self-efficacy as an
individual’s outlook regarding the ability to shape their own life through their actions. Bandura
(1977) and Merolla (2017) suggested that a person’s perceived self-efficacy strongly impacts
their success throughout life.

Higgins et al. (1985) posited that inconsistencies between the actual self (i.e., the
representation of attributes that individuals or perceivers believe an individual possesses) and the
ought self (i.e., the representation of attributes that one believes they should possess) result in
either the absence of positive outcomes or the presence of negative outcomes, generating either
depression or anxiety/agitation respectively. The presence of negative outcomes could be
represented in situations where stereotype threat is present. Members of gender and ethnic
minorities often experience this idea of self-discrepancy and cognitive dissonance, which can
cause general emotional distress. During stereotype threat, the individual is at risk of
experiencing dissonance or imbalances between their actual self and ought self. When this
imbalance happens, the individual has the potential to perform worse in academic settings.

When we explore the concept of self-efficacy, it is important to note that the way skills
evolve and are perceived may vary for members of different demographic groups (Ali et al.,

2005; Schwartz et al., 2005; Ungar, 2015). Bandura (1977) stated that minority individuals,



many of whom face discrimination, are often confronted with contradictory goals that require
both flexibility and a strong sense of agency with respect to one’s own self-governance,
managing social relationships, and independent learning. This concept is also true for ethnic and
gender minorities. Armenta’s (2010) study is consistent with Turner et al.’s (1987) investigation
of self-categorization theory. Their research posits that when an individual is high in their ethnic
identity, their performance is increased in situations where stereotype threat is present. An
individual who is high in their ethnic identity feels a positive connection to their ethnic group.
Armenta (2010) further suggested that group identification moderates the impact of stereotype
boost and provides evidence that converges with existing research that gender identification
facilitates the stereotype threat among women.

Stereotype Threat

Stereotype threat is a factor impacting a person’s perceived self-efficacy. Steele and
Aronson (1995) suggested that stereotype threat refers to the concern or worry one feels when
one is at risk of confirming, as self-characteristic, a negative stereotype about one’s group.
Steele’s (1988) research assumed that stereotype threat is the product of heightened concern
about being negatively evaluated in the same way a negative group stereotype may occur. They
speculated that it denotes a situational threat that can potentially diminish one’s performance,
which originates from a negative stereotype about an individual’s own social group. Spencer et
al. (2016) suggested that every individual is potentially vulnerable to stereotype threat because
every individual has at least one social identity targeted by a negative stereotype in some given
situation.

Stereotype boost is believed to result from a process in which the mere thought of an
action, even if only at a nonconscious level, increases the tendency to engage in that action

(Dijksterhuis et al., 2001; Wheeler & Petty, 2001). Throughout this document, we see that there



are data that confirm that the salience of stereotype threat impacts self-efficacy, therefore
affecting performance. Armenta (2010) stated “simply being a member of a stereotyped group
can affect performance on stereotype-relevant tasks (i.e., tasks for which the stereotype might
apply).” Rydell et al. (2009) suggested that the accessibility of a competing social identity
associated with positive stereotypes about a person’s ability can preserve working memory,
which then improves performance in cognitively demanding activities. These findings indicated
that the activation of social identities with consistency between concepts of the self, group, and
ability are a powerful weapon in combating the detrimental consequences of stereotype threat.
The most researched effect is the underperformance of threatened group members on
ability tests, thereby ironically confirming the stereotype prophecy (Schmader & Beilock, 2012).
Stereotype threat research has shown that the situation—namely, performing in a domain that
can confirm or disconfirm a negative stereotype about one’s group—contributes to group
differences on tasks as diverse as intelligence tests (e.g., Steele & Aronson, 1995), memory tests
(e.g., Levy, 1996), mental rotation tasks (e.g., Wraga et al., 2006), and mathematics tests (e.g.,
Beilock et al., 2007; Spencer et al., 1999). Steele and Aronson (1995) concluded that stereotype
threat caused an inefficiency of processing much like that caused by other evaluative pressures.
Stereotype-threatened participants spent more time doing fewer items more inaccurately—
probably because of alternating their attention between trying to answer the items and trying to
assess the self-significance of their frustration. This form of debilitation—reduced speed and
accuracy—has been shown as a reaction to evaluation apprehension (e.g., Geen, 1985); test
anxiety (e.g., Sarason, 1972; Wine, 1971); the presence of an audience (e.g., Bond, 1982); and
competition (Baumeister, 1984). Several findings suggest that stereotype-threatened participants

were both motivated and simultaneously inefficient.



Clark and colleagues (2009) suggested that there is the possibility that negative
stereotypes can affect the certainty that individuals have in their performance-related
perceptions, causing a decline in performance. This situational stress can promote an excess of
cognitive and affective responses. The cognitive and affective responses that become present can
become debilitating, therefore decreasing an individual’s confidence in their abilities. When
stereotype threat causes one to be unsure that they can competently perform a task, their anxiety
levels increase and their ability to focus on that task weaken. Johns et al. (2008) proposed that
being the target of a negative stereotype can hurt performance because regulating one’s anxious
response to the situation seizes the executive resources necessary for performing well in such
domains. In other words, the anxiety caused by stereotype threat becomes a cognitive and
affective distraction from certain tasks, which reduces efficacy. [hme and Moller’s (2015)
research supported that notion by proposing that stereotype threat lowers school achievement and
learning. It also weakens the identification with the affected ethnic domain or group.

The Self-fulfilling Prophecy

When considering stereotype threat, we know it influences the individual’s cognitive and
emotional functioning, causing internal and mental distress. Minority individuals in the presence
of an identity threat can be at risk of fulfilling the negative stereotype by reflecting behaviors
consistent with the negative notions. Merton (1948) described a self-fulfilling prophecy as “an
individual’s false belief that influences the person’s treatment of a target, resulting in the shaping
of the target’s behavior.” According to Rosenthal (1973), The self-fulfilling process is a three-
step event. First, the individual must hold an incorrect belief about a target. For instance, when a
teacher underestimates a student’s true academic potential. The second step involves the
individual treating the target in a way that falls in line with the false belief. For instance, the

previously mentioned teacher presents easier material to a student who they believe to be low



expectancy. Last, the target must then confirm the original incorrect belief, which in this case,
the low-expectancy student underachieves.

Developing a positive identity and a strong sense of agency can be quite challenging,
especially for members of ethnic/racial groups, who are more prone to face discrimination (Burt
et al., 2012; Cabrera, 2013). Heightened levels of stereotype threat can lead to greater impacts of
the self-fulfilling prophecy. The self-fulfilling prophecy is a false definition of a situation,
evoking a new behavior that makes the originally false conception come true (Merton, 1948).
Thus, the process consists of three steps. First, a perceiver must hold a false belief about a target,
as when a teacher underestimates a student’s true potential. Second, the perceiver must treat the
target in a manner that is consistent with the false belief, such as if a teacher presents easier
material to low-expectancy students (Rosenthal, 1973). Finally, the target must confirm the
originally false belief, as when a low-expectancy student underperforms. In educational settings,
it is suggested that self-fulfilling prophecy implies that students with high self-efficacy persevere
and perform well, while those with low self-efficacy give up and disengage (Schunk & Pajares,
2002). Situations of stereotype threat can evoke an anxious response, causing minority students
to have decreased self-efficacy and become victims of the imposter phenomenon.

Imposter Phenomenon

The term impostor phenomenon was developed by Clance and Imes (1978) to designate
an internal experience of intellectual phoniness. Research has shown that individuals who are not
connected to their identity are at risk for the imposter phenomenon. The imposter phenomenon
refers to an internal feeling of intellectual phoniness. This phenomenon is often experienced by
high achievers and can occur among minority individuals (Clance & Imes, 1978; Ewing et al.,
1996). Individuals who experience the imposter phenomenon often believe that they have

deceived others into overemphasizing their intelligence. Additionally, these individuals are likely



to attach academic success to external factors, such as luck or physical attractiveness, and fear
that they will be discovered as frauds (Harvey & Katz, 1985). Strong feelings of the imposter
phenomenon can impede academic success, by causing individuals to disengage from their
academic endeavors (e.g., attending class, limiting campus activities). They may also tend to
avoid situations where they know they will be evaluated, have constant feelings of inadequacy,
and exhibit an unhealthy pressure to succeed (Ross et al., 2001).

Clance and Imes (1978) speculated that despite outstanding academic and professional
accomplishments, women who experience the imposter phenomenon persist in believing that
they are unintelligent and have misled anyone who may believe otherwise. This phenomenon is
also present among women, African Americans, and Latinx individuals in the academic setting.
People experiencing high levels of the imposter phenomenon often attribute their achievements
to external factors (e.g., good social contacts, luck) rather than internal abilities. Stereotype threat
is a factor that can exacerbate feelings associated with imposter syndrome. Regardless of
accomplishments, advanced degrees, or professional status, individuals high in the imposter
phenomenon believe that they have deceived others regarding their intellect and continually fear
others discovering their perceived lack of ability (Clance & Imes, 1978). The effects of the
imposter phenomenon are highly apparent within minority populations and can lead to a decrease
in perceived self-efficacy.

Cultural Mistrust

Cultural mistrust is also a factor influencing how stereotyped threat can impact minority
performance. A response to the historical experiences of racial discrimination in the United
States is the tendency of members from ethnic minority groups to distrust White Americans,
particularly those in positions of authority, and to distrust the institutional, personal, and/or social

contexts that are controlled by the dominant society (Irving & Hudley, 2005). This construct is



termed cultural mistrust (Terrell & Terrell, 1981) and has significant implications for the
educational experiences of individuals of color. The most profound concerns are seen when
cultural mistrust obstructs academic progress and educational outcomes for African American
students. For example, Terrell and Terrell (1983) established that for some African American
students, higher levels of mistrust are associated with underperformance on standardized and
intelligence tests. Research findings suggest that students who report more cultural mistrust are
more likely to disengage from academic tasks and devalue education (Irving & Hudley, 2005).
The notion that African Americans have developed paranoid-like behaviors due to
historical and contemporary experiences with racism and oppression was first supported by Grier
and Cobbs (1968). Since they introduced the notion of “healthy cultural paranoia” in their book
Black Rage (Grier & Cobbs, 1968), several clinicians and researchers have argued that the
African American experience in the United States has caused cultural paranoia (Maultsby, 1982;
Newhill, 1990; Ridley, 1984; Terrell & Terrell, 1981; Whaley, 1998). The impact of cultural
trauma and mistrust becomes clear in settings where ethnic minorities are confronted with White
privilege. For instance, research has shown that individuals with increased levels of cultural
mistrust are less likely to seek aid from law enforcement or continue with mental health services
(Whaley, 2001), both institutions that have been historically associated with White privilege.
Situations where White privilege is more prominent tend to heighten anxiety levels and weaken
the trust the minority individuals have for White individuals in authority. Irving and Hudley
(2005) and Caldwell and Obasi (2010) have demonstrated an inverse relationship between
cultural mistrust and grade point average among Black American undergraduate students. The
biases that minority individuals perceive in their teachers may lead them to believe that the

educational system will not reward them fairly in the long term.



Studies have suggested that the mistrust of White counselors, regardless of community or
college settings, has contributed to African American clients’ underutilization of counseling
services, misdiagnoses, and lowered expectations (Austin et al., 1990; Watkins & Terrell, 1988).
Research also supports that clients with high cultural mistrust of White individuals were less
willing to self-disclose to White counselors (Thompson et al., 1994). Thus, it is quite plausible
that African American clients or patients exhibit paranoid-like behaviors during interracial
therapeutic encounters. Ridley (1984) pointed out that low self-disclosure, interpreted
traditionally as a manifestation of psychopathology, may be due to cultural mistrust or adaptive
paranoia. Thus, a healthy response to a racist society may be misinterpreted as a pathology by
mental health professionals.

Statement of Problem

Individuals who belong to a negatively stereotyped or otherwise devalued group are at
risk of experiencing a cognitive imbalance between their self-efficacy, their group membership,
and their perceived abilities (Appel & Kronberger, 2012). There is a need for research to
understand psychological mechanisms that may contribute to the racial/ethnic academic
achievement gap (Bali & Alvarez, 2004; Brown-Jefty, 2009; Fletcher & Tienda, 2010).
Stereotype threat is a situation that can evoke several cognitive responses that are responsible for
a decrease in minority performance. Although there are cognitive, affective, and behavioral
factors that may contribute to the academic hardships experienced by minorities, one potential
cause of poor performance and adjustment is the imposter phenomenon (Clance & Imes, 1978;
Ewing et al., 1996). Imposter syndrome has the propensity to lower levels of self-efficacy in
situations of stereotype threat, leading to lower performance. Cultural mistrust and the self-
fulfilling prophecy are also factors that can contribute to low performance and lower self-

efficacy. Kingdon and Cassen (2010) indicated that historically there has been concern about the



achievement of African American and Latin students, which is still relatively lower on average,
though improving.
Purpose of the Literature Review

Stereotype threat has had the propensity to increase the degree to which members from
minority groups were certain that they had performed poorly on a task. Self-efficacy is a factor
that has influenced how stereotype threat impacts performance in minorities. This critical review
of the literature explored the impact that stereotype threat has on self-efficacy in the context of
minority performance. This review also explored cultural mistrust and implications for self-
efficacy. Research has suggested that a strong minority identity can serve as a protective factor
against stereotype threat. This literature review evaluated the impact of minority identity on
stereotype threat and its implications for imposter phenomenon. Last, the review explored how
stereotype threat influences minority performance and its implications for the self-fulfilling
prophecy. This project focused on African American, Latinx individuals, and women.

Research Questions

The questions below guided this project and examined the implications of stereotype
threat on minoritized populations.
1. What are the implications of discrimination on self-efficacy among African Americans,
Latinx individuals, and women?
2. What is the impact of minority identity on stereotype threat?
3. How does stereotype threat influence minority performance?

Research Procedure

This project focused on African Americans, Latinx individuals, and women in the
academic setting. Examining minority performance across all ages and multiple settings allows

for a more comprehensive and inclusive look at the effects of stereotype threat on minority
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performance and self-efficacy. To more thoroughly evaluate the research, articles from 1948
through 2023 were reviewed and assessed to determine the degree of the impact of stereotype
threat on self-efficacy in minority academic performance.

Key terms used in the search procedure included: stereotype, stereotype threat, self-

efficacy, cultural mistrust, self-fulfilling prophecy, and imposter phenomenon.
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CHAPTER II: THE IMPLICATIONS OF DISCRIMINATION ON SELF-EFFICACY
AMONG AFRICAN AMERICANS, LATINX INDIVIDUALS, AND WOMEN

Stereotypes can often be rooted in discriminatory ideas about a given population.
Research demonstrated that individuals can act in discriminatory ways even in the absence of
prejudiced motivations. Stereotypes about leadership ability, for example, might cause an
employer to discriminate against women and minority applicants for a management position,
even though the employer harbors no ill will toward these groups (Madva & Brownstein, 2018).
This research suggested that stereotypes can elicit discriminatory actions toward an individual,
even if they are unconscious.

Understanding the implications of discrimination on self-efficacy is essential in exploring
the impact of stereotype threat on self-efficacy and minority performance. Negative stereotypes
can affect individuals’ confidence in their performance-related perceptions, causing a decline in
performance (Clark et al., 2009). This is evidence that stereotype threat can directly impact a
person’s perceived self-efficacy, causing poor performance even if the individual is competent in
that task. Discrimination has several components and can generally impact how an individual
perceives their ability to succeed. This chapter explores the effects of discrimination among
minorities on a broader level, followed by a breakdown of the effects of discrimination on
minority self-efficacy. This chapter then discusses the implications of cultural mistrust and its
impact on self-efficacy.

Exploring the Effects of Discrimination Among Minorities

We can understand racial discrimination as the unequal and unfair restriction by
judgment or action of individuals due to their race (Krieger, 1999). Discrimination does not need
to occur due to a person’s race. It can occur against individuals who identify as a gender minority

as well. Regrettably, discrimination is prevalent in the lives of individuals of color and for
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gender minorities. These experiences are negative and challenging and cause feelings of
inadequacy, which affect academic persistence (Garcia-Coll et al., 1996). Additionally,
individuals who experience discrimination may have lower self-efficacy beliefs (e.g., Bandura,
1977), which can lead to disengagement from schooling. This can have a detrimental impact on
an individual’s academic and mental capabilities.

Discrimination causes disparities in multiple areas that impact the lives of minority
individuals. For instance, the workplace and academia are the most common settings for
discrimination to take place; however, disparities exist in many other domains. Disparities are
found in housing, loaning, and residential segregation (Shapiro et al., 2013); employment (Smith
et al., 2011); education (Gregory et al., 2010); health care (Pascoe & Smart Richman, 2009;
Smedley & Smedley, 2005); and the criminal justice system (Stevenson, 2011). Minority
individuals are often at the bottom of the societal totem pole when it comes to access to
resources. These discrepancies in resources greatly impact the lives of those affected.

Various forms of discrimination can be suppressed and internalized, causing increased
levels of anxiety, maladaptive and/or risky behaviors, poor patient-provider communication,
increased blood pressure, or weight gain among stigmatized groups (Bleich et al., 2019). Chronic
stress from everyday discrimination can also lead to long-term changes in psychological and
physiological responses. It has contributed to persistent disparities across a range of health
outcomes, such as life expectancy and diet-related disease (e.g., obesity), as well as the quality of
care received in the health care system. Substance use has also been found to be affected by
experiences of perceived discrimination (Borrell et al., 2007; Gibbons et al., 2004). In addition, a
negative association with belief in one’s academic competence has also been substantiated

(Wong et al., 2003). Prior studies employing biological markers reveal that the brain’s biological
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response to repeated acts of discrimination and racism—whether real or perceived—raises an
individual’s cortisol levels (Krieger, 2012), which can increase inflammation that causes heart
disease, diabetes, infection, and obesity.

Chronic stress, a substantial consequence of discrimination exposure, produces
depressive symptoms and disrupts components of the body’s physiological response to stress
(Ehlert et al., 2001; Tafet & Bernardini, 2003; Vyas et al., 2004). For instance, stress exposure
has been shown to lead to hyperactivity of the amygdala and the hypothalamic-pituitary-adrenal
axis and to increase secretion of cortisol and corticotrophin-releasing hormone, all of which are
components of the physiological stress system that have been individually associated with
depression (Chrousos & Gold, 1992; Drevets, 2001; Tafet & Bernardini, 2003). This biological
component gives support to the notion that heightened levels of discrimination lead to high stress
and negatively impact an individual’s physiological well-being.

Brondolo et al. (2018) proposed a theoretical framework highlighting the social cognitive
processes linking racial discrimination and health outcomes. This framework suggests that
discrimination on all levels (e.g., communication, institutional policies and practices,
interpersonal practices) impacts schemas, threat appraisal, and cognitive processes. Schemas are
“mental structures composed of networks of linked thought, feelings, and attitudes” (Brondolo et
al., 2018, p. 222) that influence individual interpretation and processing of new experiences.
Individuals develop schemas about themselves, their peers, and the world via life and
educational experiences. Individuals living in environments where they perceive frequent
discrimination develop schemas that heighten perceptions of racism. These schemas may be
associated with the threat appraisal process, influencing how individuals evaluate circumstances

that could be perceived as threats. Thus, schemas developed in social environments reflecting
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prevalent discrimination may influence the threat appraisal process, potentially amplifying threat
perception (Brondolo et al., 2005; Outlaw, 1993). This amplified threat perception may adversely
impact academic performance, productivity, and mental health.

African Americans experience discrimination on multiple levels, including interpersonal
(i.e., discriminatory interactions between individuals), institutional (i.e., discrimination in
employment, housing, or health care), and cultural (i.e., widespread acceptance of stereotypes)
(Harrell, 2000; Jones, 2000; Krieger, 1999). Discrimination toward African Americans is an
issue that challenges the core principles of fairness and equality of opportunities in the United
States. It also produces health consequences and explains a broad proportion of the health gap.
African Americans have been disproportionally subjected to both institutional racism (i.e.,
institutions, policies, and practices that perpetuate barriers to opportunities and racial disparities,
such as through residential and educational segregation) and interpersonal racial discrimination
(i.e., directly perceived discriminatory interactions between individuals such as racial slurs or
microaggressions). These acts are linked to major physical and mental health consequences,
including mortality, hypertension, depression, anxiety, and psychological distress (Bleich et al.,
2019). African Americans continue to face considerable barriers to equal treatment across public
institutions, particularly with the police and health care, which harmfully impacts health and
safety.

Discrimination carries major health consequences for Latinos in the United States. It also
carries significant outcomes for Latinos’ opportunities for fair treatment in education,
occupations, wages, medical care, and public safety. Additional research has found that
persistent and recurrent discrimination produces substantial challenges with health over time.

This is typically due to gradual wear and tear on the body’s systems. Findling et al. (2019) found
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that irrespective of socioeconomic status, Latinos reported undergoing discrimination at
significantly higher levels than Whites in health care and several other social institutions. This
includes participating in clinical encounters and avoiding seeking health care due to anticipated
discrimination. Discriminatory encounters with colleagues or students intensify the sense of
marginalization, not belonging, and hypervigilance in Latino individuals (Chavez, 2011; Griffin
et al., 2011; Zambrana et al., 2017b). The daily stress caused by discriminatory experiences
diminishes physical and mental resources. They expend high levels of emotional labor (Harvey-
Wingfield, 2010), often termed racial battle fatigue (Smith, 2008). Additionally, it reduces
opportunities to engage in the intellectual labor required to advance careers (Harvey-Wingfield
& Alston, 2014; Rodriguez et al., 2014, 2015). Enduring structural factors of embedded
discriminatory practices in the workplace increase vocational strain, role overload, and
susceptibility to physical and depressive symptomology (Brondolo et al., 2018; Burgard & Lin,
2013),

Gender inequalities are especially evident in the workplace. For instance, on average,
women are more likely to work part-time, be employed in low-paid jobs and not take on
management positions (Verniers & Vala, 2018). There is evidence that gender inequalities in the
workplace stem, at least in part, from the discrimination directed against women. Some examples
of how workplace discrimination negatively affects women’s earnings and opportunities are the
gender wage gap (e.g., Peterson & Morgan, 1995), the absence of women in leadership (Eagly &
Carli, 2007), and the longer time required for women to advance in their careers compared to
men (Blau & DeVaro, 2007). In other words, workplace discrimination impacts women’s lower
socioeconomic status. Both the objective disadvantages of lower pay, status, and opportunities at

work, and the subjective experiences of being stigmatized, affect women’s psychological and
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physical stress, mental and physical health (Adler et al., 2000; Borrel et al., 2010; Goldenhar et
al., 1998; Schmader et al., 2008), job satisfaction and organizational commitment (Hicks-Clarke
& lles, 2000), and ultimately, their performance (Cohen-Charash & Spector, 2001).

Exploring Self-Efficacy

If we refer to the social cognitive theory, we see that self-efficacy beliefs assist in
determining human motivations for engaging in actions that lead to goal accomplishment (Urban
& Pajares, 2006). This is relevant because Burt et al. (2012) speculated that a strong sense of
self-efficacy can help individuals facing discrimination and hardship make choices that offer
protection against risk and can enable them to take advantage of key opportunities. Self-efficacy
beliefs have been positively linked to academic achievement, performance expectancies, self-
perceptions of competence, and possessing positive attitudes toward subject matter (Reid, 2013).
Merolla’s (2017) research suggested that self-efficacy is linked to educational achievement
because students with higher levels of self-efficacy are more likely to engage in behaviors
conducive to high achievement. This research suggests that when students have confidence that
they can perform a task and are high in self-efficacy, they are often more likely to challenge
themselves. Reid’s (2013) data supported this by showing that students with a heightened sense
of self-efficacy also tend to take more challenging courses and are better at solving conceptual
problems.

Integrating personal functioning and self with professional knowledge, values, and
identity (Collins, 1993) is critical to developing competence in academic and work settings.
Research about masculine self-perception suggested that boys learn to expect that violations of
masculine norms result in negative social consequences (Fuchs & Thelen, 1988; Zeman &
Garber, 1996), including social condemnation and negative psychological consequences

(Rummell & Levant, 2014). This internal stress can lead to lower levels of self-efficacy and poor
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performance due to cognitive and emotional strain. Rice et al. (2013) suggested that
perfectionistic self-criticism for students pursuing academic degrees seemed beneficial, but with
gender subtly placed into awareness, self-critical perfectionism became problematic. Berke et al.
(2017) found that men exposed to gender-threatening feedback demonstrated more aggression-
related emotion activation than those receiving non-threatening feedback. Their findings support
that gender-threatened men demonstrated greater tolerance, suggesting that this behavior serves
as a socially expressive function (i.e., appearing tough and, by extension, appearing masculine).
This research supports the idea that when individuals are in situations where stereotype threat is
present, their attitudes and behaviors are affected.

Effects of Discrimination on African Americans’ Self-efficacy

Minorities, many of whom face discrimination, are often confronted with conflicting
goals that require flexibility and a strong sense of agency regarding self-governance, managing
social relationships, and independent learning (Bandura, 1977). For African Americans, the
definition of self and contributions to society are largely based on being a person of color and
coping with experiences unique to being a person of color (e.g., Garcia-Coll et al., 1996).

Beliefs about one’s competency are also referred to as self-concept of ability, and they
play key roles in achievement (Eccles, 1994; Eccles & Wigfield, 2002; Wang & Degol, 2013).
Emotions that a student experiences about education are intricately woven with self-esteem, self-
concept, and feelings of self-efficacy. For African American students, it is not uncommon for
self-efficacy to be diminished within the classroom environment. Self-efficacy is predictive of
task value, and these beliefs play a role in achievement over time (Denissen et al., 2007; Jacobs
et al., 2002; Meece et al., 1990; Watt, 2006). Unfortunately, a student who lacks confidence in
their ability to succeed has low self-efficacy, which can be the case for many African American

students. This makes the student prone to withdraw effort, leading to poor performance. This
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approach protects self-esteem because the student can attribute failure to a lack of effort rather
than low ability (Thompson et al., 1994). The best way to avoid that is for students to develop
the academic skills and abilities that lead to success when the effort is put forth.

Teacher discrimination has the tendency to sever bonds of students to school and to
schooling, undermining the belonging, trust, and connectedness that foster positive academic
outcomes and student well-being (Benner et al., 2015; Eccles & Roeser, 2011). Consequently,
teachers’ racially discriminatory behaviors may diminish students’ academic beliefs, values and
achievement (e.g., Eccles & Roeser, 2011; Wang & Degol, 2013). Negative school racial
climates are characterized by higher rates of teacher discrimination. This has been associated
with lower levels of academic beliefs and performance among students of color (Benner &
Graham, 2013; Byrd & Chavous, 2011; Chavous et al., 2008; Green et al., 1988; Ryan & Patrick,
2001). Further, earlier work has observed that more positive school racial climates (in this case,
school-level aggregated perceptions of climate) were associated with increases in academic self-
efficacy among African American students (Green et al., 1988). African American students may
disengage from or be less active in classrooms where they witness teacher differential treatment
(e.g., teachers calling on African American students less often, disciplining African American
students more harshly)—to avoid being the target of teachers’ differential treatment themselves
(McGee & Martin, 2011; Milner, 2006). This anticipatory behavior on the part of students may
minimize reports of teachers’ differential treatment, in that students learn to minimize situations
where teachers could discriminate against them.

Smalls et al. (2007) found that experiences with discrimination were associated with
African American students endorsing higher public oppositional academic identity attitudes (e.g.,

“I feel that I must act less intelligent than I am so other students will not make fun of me”) and
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lower academic persistence. This body of work highlighted the damaging consequences of racial
discrimination on African American students’ academic performance and beliefs. Fordham and
Ogbu’s (1986) well-known cultural-ecological theory posits that African Americans tend to see
academic pursuits as useless due to perceived racial barriers in academic and occupational fields.
Consequently, they come to devalue academic orientations and behaviors relevant to school
success and occupational mobility. Consequently, this pattern of behaviors can translate into
adulthood, creating barriers between the student and academic success. Psychological
frameworks suggest that academic dis-identification occurs when African Americans disconnect
their personal identity from domains in which they experience stigma or discrimination (such as
the academic domain). Doing so allows them to protect their general self-concept, but it harms
their academic success (Crocker & Major, 1989; Osborne, 1997; Steele, 1997).

Higher education among African Americans has also been shown to be associated with
increased exposure to racial discrimination (Dailey et al., 2010). Those of high socioeconomic
position may also be more likely to experience discrimination given that some higher educational
environments or workplaces associated with higher socioeconomic position may lack diversity
and social support for minorities (Hagan et al., 2005; Mays et al., 1996; Pager & Shepherd, 2008;
Seaton & Yip, 2009; Stainback & Irvin, 2012; Whittaker et al., 2015; Zhang & Hong, 2013). In
these higher socioeconomic position environments, minorities exposed to discrimination may be
more likely to engage in effortful coping (James et al., 1983; Zhang & Hong, 2013). The concept
of effortful coping is defined as the spending of high levels of effort to overcome barriers to
achievement, such as discrimination, typically faced by disadvantaged populations (James et al.,
1983). This strategy of expending enormous amounts of effort to overcome one’s disadvantaged

position in society often has unfavorable impacts on one’s physical and mental health (James et
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al., 1983). For example, the effort required to achieve high educational attainment in the face of
high discrimination may have damaging physiological and psychological costs. This results in a
stronger association between discrimination and mental health among highly educated minority
individuals (Zhang & Hong, 2013). Cross-sectional data with African American college students
indicated that students who reported greater levels of racial discrimination distress were more
likely to worry about their academic workload, study skills, and time management (Chao et al.,
2012). These factors give support to the stress that is accompanied with being an African
American in academia and workspaces.

Effects of Discrimination on Latinx Individuals’ Self-efficacy

Latinx individuals experience a great deal of prejudice and discrimination. This
discrimination operates in several areas from limited employment opportunities (Carvajal, 2004;
Pager, 2007) to increasing mistreatment in the criminal justice system (Bottoms et al., 2004; Lee,
2007). In the case of Latinx individuals, the cultural threat they represent partly derives from
perceptions of them as un-American and criminals. There are many other harmful stereotypes of
Latinx individuals, such as being lazy and unintelligent, which indefinitely influence the way
they are treated in America. One of the main causes of discrimination against Latinx individuals
is the perception that they are un-American, meaning they do not embrace or behave in line with
American values. Many non-Latinos view Latinx individuals as not wanting to adapt to
American culture, which is problematic given that, in general, dominant society members prefer
that nondominant members desire assimilation (Berry, 1992). Historically, African Americans
have been associated with crime, but recent data have shown that this association now also
applies to Latinx individuals as well. One of the most prominent stereotypes of Latinx
individuals is that they are criminals (Niemann et al., 1994; Takaki, 1993). Supporting the notion

that they are viewed as criminals is research showing that American respondents reported feeling
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property, trust, and safety threats in reference to Latinx individuals (Cottrell & Neuberg, 2005).
The emphasis on enforcement in our current immigration policies also serves to heighten the
association between Latinx individuals and crime. Many of these policies, and the language used
in them, depict Latinx individuals, particularly immigrants, as criminals. These outward acts of
discrimination can be internalized, causing adverse effects on mental health.

Perceived discrimination has been associated with a variety of adverse physical and
mental health outcomes among racial/ethnic minorities, including Latinx individuals (for meta-
analyses and meta-analytic reviews, see Carter et al., 2019; Lee & Ahn, 2012; Paradies et al.,
2015; Pascoe & Smart Richman, 2009; Priest et al., 2013; Schmitt et al., 2014). However,
perceived discrimination’s link to academic functioning has received relatively less attention. A
meta-analysis that focused exclusively on Latinx samples showed that most studies examined
anxiety and depression as outcomes relative to perceived discrimination, and only a handful
included academic variables, most of which were cross-sectional, and all involved
schoolchildren or adolescents rather than college samples (Lee & Ahn, 2012). This lack of
research on Latinx college samples is notable, given that related research (not specifically
focused on perceived discrimination) indicates that Latinx college students have reported
experiences of being made to feel academically inferior to other racial/ethnic groups (Keels et
al., 2017) and feeling a lack of fit in academic spaces (Cerezo et al., 2013). As such, Latinx
students may be vulnerable to academic distress in the context of perceived discrimination.

Although empirical studies have not investigated the connection between perceived
discrimination and academic distress among Latinx college students, a study (Keels et al., 2017)
assessed the longitudinal effect of academic inferiority microaggressions (defined as experiences

of being made to feel academically inferior because of one’s race/ethnicity) on grade point
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average among Latinx and African American college students. This study was unsuccessful in
finding a significant longitudinal link. It should be noted that the absence of longitudinal findings
in Keels et al.’s (2017) study does not prevent the existence of a longitudinal effect between
perceived discrimination and academic distress for the following reasons. First, Keels et al.
focused solely on academic inferiority microaggressions occurring in a school/campus context.
Although school/campus-based and academically related microaggressions are an integral part of
Latinx students’ experience with racism, a sole focus on these types of experiences does not
consider the prevalent and accumulative nature of racism (Carter, 2007). This information further
suggests that there is an overall absence of literature that discusses Latinx individuals’ academic
performance and how it is linked to discrimination and self-efficacy.

Perceived discrimination may heighten Latinx students’ distress around academic matters
(e.g., “I am unable to keep up with schoolwork,” “It is hard to stay motivated for my classes,” as
measured by CCAPS-62; Locke et al., 2011). This research suggested that self-efficacy in Latinx
students is a highly relevant topic. High self-efficacy is a component that has been identified as
facilitative (e.g., Portes & Rumbaut, 2001). It has been associated with positive outcomes
emotionally and academically for students across the board. Regardless of growing college
enrollment, Latinx students continue to face biased and discriminatory treatment related to their
racial/ethnic minority status (Pérez et al., 2008). Higher education may relate to increased
opportunities for exposure to racism and discrimination as Latinx individuals navigate higher
educational or work environments where they may lack social support as a minority. Individuals
with higher levels of education may be more likely to live or work in environments dominated by
non-Latino Whites. This environment can potentially increase exposure to or awareness of

discrimination.
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Latinx individuals can sometimes live in a state of constant vigilance due to their
membership in multiple disadvantaged social categories, such as having a lower socioeconomic
position, being an immigrant, working in lower-income occupations with little opportunity for
upward mobility, and simply being an ethnic minority (Flores et al., 2008; Slavin et al., 1991).
Association in multiple disadvantaged categories can lead Latinx individuals to experience
discrimination on multiple fronts, and this sustained stress exposure may result in poor mental
health outcomes. The Latinx community faces significant socioeconomic disparities in the
United States, with lower overall educational attainment, higher high school dropout rates, lower
individual income, and a smaller proportion of insured individuals than other racial/ethnic groups
(Motel & Patten, 2013). In addition, compared to other minority groups, many Latinx individuals
experience unique cultural stressors that are closely tied to the experience of discrimination, such
as the immigration process, issues with legal status, language differences, and acculturative
stress (Cervantes & Castro, 1985). Mental health status is especially susceptible to the negative
effects of discrimination as a consequence of diminished self-efficacy and increased chronic
stress (Dion et al., 1992). Discrimination may block the ability to achieve one’s goals, and
psychological distress can result from discord between one’s ambitions and the capacity to fulfill
these goals (Dressler, 1988; James, 1994; Neighbors et al., 1996; Sellers & Shelton, 2003).
Discrimination produces a layer of chronic stress additional to typical college student life
demands (i.e., minority stress; Carter, 2007) to influence Latinx students’ academic distress,
therefore involving difficulties with concentration or motivation.

Effects of Discrimination on Women’s Self-efficacy

Bandura (1997) and Schwarzer (1992) found that a strong sense of personal efficacy is
related to better health, higher achievement and better social integration. Perceived self-efficacy

has an influence on preparing action because self-related thoughts are a key component in the
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motivation process. People with high self-efficacy choose to achieve more challenging tasks
(Bandura, 1977). They set high goals for themselves and stick to them. Actions are pre-shaped in
thought, and people expect either optimistic or pessimistic consequences in line with their level
of perceived self-efficacy. Once an action has been taken, highly self-efficacious people invest
more effort and persist longer than those low in self-efficacy such that, when there is a setback or
an impediment to achieving their goals, individuals with high self-efficacy recover more quickly
and maintain commitment to these goals. High self-efficacy also allows people to select
challenging settings, explore their environment, or create new ones.

We know self-efficacy influences people’s goal choices, the effort to reach those goals,
and perseverance and determination to reach the goal when obstacles arise (Bandura, 1997;
Pajares, 2005). Self-efficacy is a significant predictor of the level of motivation and, ultimately,
task performance (Bandura & Locke, 2003). Higher self-efficacy is related to accepting more
challenging goals and greater commitment to those goals. Moreover, self-efficacy influences
whether discrepancies between performance and goals are motivating or discouraging. For
example, a student’s goal grade for her mathematics test was an A, and she earned a B. If she had
high self-efficacy, she would attribute her shortcoming to insufficient effort, “If I had studied
more, I could have earned an A. Next time I will work harder.” However, if she has low
mathematics self-efficacy, she will attribute her shortcoming to a lack of ability, “I just do not
get this material; I am not capable of getting an A in this course” (Zimmerman, 2000). This
research is important to consider because it highlights the importance of having high levels of
self-efficacy to achieve goals.

Weisgram and Bigler (2007) demonstrated that a role model’s effect on young women’s

science, technology, engineering, and mathematics (STEM) self-efficacy was increased when the
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role model addressed gender discrimination in STEM fields. Young women who attended
sessions about gender discrimination in scientific fields endorsed considerably higher levels of
science self-efficacy than those who did not. The gender discrimination presentation contained
instances about ways that gender discrimination impacts female scientists today, as well as the
biographies of well-known female scientists who faced gender discrimination throughout their
careers. Weisgram and Bigler (2007) proposed that the gender discrimination sessions may have
positively affected girls’ self-efficacy because it led them to reframe past negative feedback
about their own and females’ performance in science to discrimination rather than a lack of
ability. This research suggests that knowledge about gender discrimination in STEM fields can
serve as adaptive. The knowledge about discrimination in this instance is positive because self-
efficacy is increased when women acknowledge that discrimination in STEM is more related to
gender than actual ability. This research is conflictual with racial discrimination data because
larger bodies of research provide support that ethnic discrimination lowers self-efficacy.
Hackett and Betz (1981) hypothesized that, largely because of socialization experiences,
women tend to have fewer expectations of self-efficacy relative to traditionally male
occupations. Hackett and Betz (1981) also suggested that this may impact women’s systematic
underrepresentation in the so-called male professions and trades and to withstanding
occupational segregation. However, the number of women earning college and advanced degrees
is now higher than men, and more than 50% of middle management positions in organizations
are occupied by women (U.S. Bureau of Labor Statistics, 2010). On average, women only earn
about 75% of men’s wages and are still underrepresented in higher leadership positions (U.S.
Bureau of Labor Statistics, 2010). This information highlights reasons women may have lower

levels of perceived self-efficacy. Perceived self-efficacy (Machida & Schaubroeck, 2011) plays a
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significant role in women’s career advancement and confidence in their ability to function
effectively in leadership roles.

Traditionally, women are viewed as independent from their male colleagues particularly
about instinctive personality makeup and gender socialization (Greer & Greene, 2003). Previous
research indicates that adult women are more likely to reject entrepreneurial ventures and to limit
their ultimate career choices because of diminished confidence in relevant skills (Bandura,
1977). In examining gender differences, empirical evidence advocates that women are likely to
have lower outlooks for success in a wide range of occupations (Eccles, 1994) than men,
particularly in careers that have been seen in the past as non-traditional for women (Bandura et
al., 2001). For instance, women’s representation in athletic administration has shown a steady
increase; however, the representation of women heading athletic departments (i.e., athletic
directors) has not significantly increased for the past three decades; in 1980, the number was
20.0%, while in 2011, it was 20.3% (Acosta & Carpenter, 2012).

Exploring Cultural Mistrust

Cultural mistrust extensively impacts the help-seeking behaviors of African American
individuals. Attitudes toward seeking professional psychological help, or help-seeking attitudes,
are defined as the tendency to seek or resist professional psychological aid during crises or after
prolonged psychological discomfort (Fischer & Farina, 1995; Fischer & Turner, 1970). Many
African American clients approach mental health treatment and counseling differently than
White clients. African American clients are more likely to receive mental health treatment under
emergency conditions and under coerced and mandated conditions rather than under the
preferred conditions (e.g., voluntary, self-referred) that White clients receive treatment (Hu et al.,
1991; Takeuchi & Cheung, 1998). This is largely due to the stigma within the Black community

that mental health is not necessary and is inaccessible and the lack of representation within the
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field. Cultural mistrust results in African Americans believing that White individuals do not
create a safe and trusting environment. Once in counseling, some African American clients may
view White counselors as racially biased representatives with motives that reject the client’s
cultural values and may perceive the counseling process as an instrument of oppression (Sue &
Sue, 2003). Individuals within the Black community are constantly oppressed in various fields,
and the mental health field has a racist past as well.

Experiences with racial discrimination and feelings of cultural mistrust may influence an
individual’s perceptions about whether earning an education leads to upward social mobility
(Irving & Hudley, 2005). Researchers have stated that racial discrimination may influence values
toward education by making individuals pessimistic about the opportunities for them in the labor
market (Perreira et al., 2013). Because ethnic minority males are more likely to experience
racism and/or respond to racism differently than female students, they may be more likely to
mistrust members of other racial and ethnic groups than their female counterparts. Ethnic
minority male adolescents reported more cultural mistrust than female students (Benner &
Graham, 2011). Given that cultural mistrust is related to academic outcomes, as described
previously, cultural mistrust in education may have a greater influence on the academic
achievement of Latino male youth relative to their Latina counterparts. The reports of greater
perceived racial discrimination among males may negatively influence how they perceive and/or
value education. For Latinos, experiencing racial discrimination may make them harbor more
cultural mistrust, leading them to perceive that education has fewer economic benefits. The
awareness of the negative attitudes and stigma associated with being a Latino individual in
broader society may make Latino individuals more susceptible to the negative influences of

racial discrimination.
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The associations of cultural mistrust with several negative psychosocial outcomes have
also been studied. High levels of cultural mistrust in minority students have been found to be
associated with poorer IQ test performance with a White examiner versus a minority examiner
(Terrell & Terrell, 1983; Terrell et al., 1981). Individuals with high cultural mistrust scores also
have lower occupational expectations (Terrell et al., 1993) and are more prone to antisocial
behavior (Biafora et al., 1993). These adverse outcomes are inconsistent with the belief that
cultural mistrust represents an adaptive or beneficial strategy in the context of a racially
oppressive society. Previous research indicates that cultural mistrust negatively influences
academic attitudes and achievement. In a study of African American undergraduate students,
more cultural mistrust significantly predicted lower expectations for the value of education and
lower grade point average (Caldwell & Obasi, 2010). Irving and Hudley (2005) found that more
cultural mistrust among African American high school students was associated with increased
oppositional attitudes toward education, low value of education, and lower expectations for the
role of education in career advancement and upward mobility. Perceived limitations of education
may reflect actual race and gender disparities in education. For instance, the lifetime earnings of
Latinx individuals are lower compared with White individuals at every level of educational
attainment (Carnevale et al., 2011). Also, Mickelson (1990) found that while African American
high school seniors perceived more economic benefits of education compared with White
students, they also perceived more economic limitations toward education. Thus, it is likely that
ethnic minority students’ encounters with discrimination and cultural mistrust in education

would impact their perceptions of the economic limitations of education.
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How Cultural Mistrust Impacts Self-efficacy

We know that cultural mistrust is a construct that can impact a minority individual’s help-
seeking behaviors and outlook on services. There is conflicting research that suggests that
cultural mistrust can be an adaptive factor or a maladaptive factor.

African Americans’ social status as a visible minority may cause them to have a
heightened sense of public self-consciousness (Kramer, 1998). Public self-consciousness reflects
the individual’s perception of self as a social object (Fenigstein et al., 1975). Indeed, research
suggests a positive correlation between public self-consciousness and paranoia (Bodner &
Mikulincer, 1998; Fenigstein & Vanable, 1992; Kramer, 1994). Bodner and Mikulincer found
that greater self-focused attention after personal failure resulted in depressive-like responses,
whereas greater other-focused attention under the same circumstances produced paranoid-like
responses. These findings are consistent with research on patients with clinical paranoia who are
similar to patients with depression in terms of negative self-relevant information but differ in that
they make external attributions or blame others for their personal failings (Bentall et al., 1994).
This relationship between self-consciousness and paranoia may explain the finding of high self-
esteem and low personal efficacy in African Americans (Hughes & Demo, 1989). African
Americans may attribute their lack of personal efficacy to socio-structural barriers instead of
dispositional factors.

Although there is solid evidence that minority individuals have diminished self-efficacy
when in situations of discrimination, evidence suggests otherwise. Whaley and Smyer (1998)
found that cultural mistrust decreased African American adolescents’ perceptions of job
competence and of global self-worth, thus adding to the perception that schooling does not
improve the chances of getting a job in an unjust society. This research supports the idea that

cultural mistrust leads minority individuals to believe that existing in a White society weakens
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self-value and competence. Conversely, research suggests that African Americans who
experience higher levels of discrimination report greater self-efficacy. For instance, Rollins
(2000) found that African American adolescents who reported a higher degree of discrimination
against their ethnic group also reported greater self-efficacy for various career decision-making
tasks. Another study found that African American students reported significantly higher career
decision-making self-efficacy than those from other ethnic backgrounds, including Native
American, Asian American, and Caucasian American students (Chaney et al., 2007). This
research is supportive of the notion that discrimination can serve as an adaptive factor by
allowing cultural mistrust to be a motivating factor toward success.

Paranoia may also serve as a self-protective function against racially based threats to self-
esteem for African Americans, but it may be misinterpreted as pathology by clinicians, leading to
the misdiagnosis of schizophrenia (Ridley, 1984). The cultural norms of African American
clients and White clinicians relevant to paranoid behaviors are markedly different. Insensitivity
to cultural aspects of paranoia may be further complicated by the fact that lack of trust in African
Americans is more likely to be associated with depression than with schizophrenia (Whaley,
1997); however, clinicians tend to overlook symptoms of depression in African Americans and
over-diagnose schizophrenia (Strakowski et al., 1997). Consistent with Zigler and Glick’s (1988)
hypothesis, cases of paranoid schizophrenia may really be “camouflaged depression” in African
Americans. Clinical symptoms of depression can manifest as a lack of motivation, diminished
effort in task completion, and lower self-esteem. These factors can often lead to lower self-
efficacy and poorer performance on tasks. Overdiagnosis of schizophrenia reflects, in part, a lack
of awareness on the part of clinicians of the heightened public self-consciousness associated with

culturally based mistrust that is more likely to conceal an underlying depression in African
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Americans—if there is a mental health problem at all. When an individual has heightened self-
consciousness, they tend to perform worse, fearing that others can see right through them. This
phenomenon of imposter syndrome is discussed in the next chapter.

Chapter II Limitations

Butler-Barnes et al.’s (2013) work added to research on discrimination and academic
persistence. Their research contributes to the field by supporting the importance of students’
perceptions of their academic environments. Their study involved socioeconomically diverse
African American students, and their research also provides salience for their self-efficacy and
self-acceptance beliefs. The researchers indicated how increased levels of racial pride and self-
acceptance could potentially increase academic performance and educational attainment rates.
While the research supported the importance of how students perceive their academic
environment, the study had limitations. The data were cross-sectional, limiting the researchers’
ability to make interpretations about the relationships found in this study. By utilizing
longitudinal examinations of how these factors function over time, the researchers could have
provided information on how cultural resources operate in the lives of African American
students. Last, data from their study were self-reported. Data utilizing self-report measures tend
to be at risk for issues of reporting bias.

Ward et al. (2019) examined the connection between perceived discrimination and
depressive symptoms. The researchers also explored the role of education among a population of
Mexican-origin individuals. While their investigation added to the research on the Mexican-
origin population, their study did not add to the research on the general Latinx population. Their
research also did not discuss how perceived discrimination and depressive symptoms impact

academic performance.
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Aclenei et al. (2020) posited that self-enhancement values are associated with a high level
of academic success. For instance, a “highly competitive” program is often presented as a way to
propose that the program is of high quality. Applying to a “highly competitive” program shows a
display of self-enhancement values but could also prevent female students from taking full
advantage of their academic opportunities, which the researchers have suggested. While their
research added to the literature, they have not fully addressed the direct relationship between the
selection practices of the school programs and the students’ perceptions of the academic culture
based on self-enhancement values. For instance, the link between self-enhancement values and
academic success is stronger when the type of evaluation in the course is based on relative

performance as opposed to personal improvement (Smeding et al., 2013).
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CHAPTER III: EXPLORING MINORITY IDENTITY AND ITS IMPACT ON
STEREOTYPE THREAT

To understand how stereotype threat impacts a minority individual’s identity, we should
first explore what identity entails. Ethnic identity is defined as the significance and meaning
individuals attribute to their race (Sellers et al., 1998). Empirical data have suggested that ethnic
identity has the power to strengthen self-esteem and can lead to the development of coping
responses that can serve as protective factors against experiences of racial discrimination that are
often present during stereotype threat (Neblett & Carter, 2012; Neblett et al., 2012; Rowley et al.,
1998). Ghavami et al. (2011) speculated that minority individuals who identify more strongly
with their minority group report greater psychological well-being.

Identity as a member of a marginalized group includes the experience of various forms of
oppression and the interactions of sociopolitical forces, such as the sexism embedded in racism
(e.g., Le Espiritu, 2004; West, 2004). This supports the notion that having an affirmed social
identity can offset the negative effects of stereotype threat. By exploring the multiple
components of identity, we can explore why stereotype threat has such a detrimental impact on
minority performance. Identity is a key component of human existence and can serve as a
protective factor against the effects of stereotype threat. This chapter discusses what happens
when a minority individual’s identity is at risk of being threatened. It is pertinent to explore
identity in minority individuals, to better understand its role in the effects of stereotype threat.
This chapter explores identity on a broader level, followed by a breakdown of various identity
models. It is beneficial to explore stages of minority identity because, depending on their stage of

identity development, the effects of stereotype threat may fluctuate. This chapter then discusses
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how identity affirmation can serve as a protective factor against stereotype threat and its
implications for imposter syndrome.

Reviewing Stereotype Threat

Stereotype threat has had the propensity to increase the degree to which members from
minority groups were certain they had performed poorly on a task. Self-efficacy is a factor that
has influenced how stereotype threat impacts performance in minorities.

Schmader et al. (2008) posited that stereotype threat stems from a cognitive imbalance
that appears to happen when an individual’s positive sense of self is not consistent with the
expectations of their identified social group to which they fail in a given performance task. For
example, most women view themselves as capable, competent, and able to achieve. However,
there is a pervasive stereotype that women are poor at mathematics (e.g., Beilock, 2008; Beilock
et al., 2007; Spencer et al., 1999). This creates a cognitive imbalance in women because, without
activation of the female social identity, they expect to be competent in mathematics.
Additionally, society pressures women to be competent overall and able to achieve in tasks
outside of academia. Women are often expected to display multiple identities gracefully. For
instance, women are often socially expected to be academically successful, occupationally
competent, domestically proficient, and present as pleasant and feminine. Yet, when the negative
stereotype about women and poor mathematics performance is made accessible by activating
their female identity (e.g., Schmader, 2002; Shih et al., 1999), this stereotype directly contradicts
their positive expectations. The contradictory information about how the self performs in
mathematics and how women perform in mathematics sets the stage for stereotype threat. This
example supports research implying that making people aware, either blatantly or subtly, of
negative stereotypes relevant to a social group to which they belong can impair an individual’s

performance in the stereotyped domain (Steele, 1997; Steele et al., 2002). As Schmader et al.



35

(2008) outlined, when the concept of the group (e.g., “l am a woman”), the concept of the self
(e.g., “Iam a good, intelligent person”), and the concept of the ability domain (e.g., “I am good
at mathematics”) are inconsistent because of the predominant stereotype that women are poor at
mathematics (i.e., logically, given these propositions, one cannot be both a female and good at
mathematics, it sets into motion a surge of psychological processes that impair women’s success
with mathematics problems. Research suggests that such imbalances lead to verbal ruminations
or worries about performance and worries about confirming the disparaging stereotype, reducing
working memory resources required to solve difficult mathematics problems (Beilock et al.,
2007; Cadinu et al., 2005). Research has shown that females are impacted by stereotype threat
when they are in an evaluative situation in which their gender is made relevant (Nguyen & Ryan,
2008). In this condition, females perform worse in assessing conditions than females in situations
where gender identity is not primed, whereas males perform equally in both conditions.
However, only females with higher levels of gender identification appear to be affected by
stereotype threat (Schmader, 2002). Similarly, females with higher levels of gender identification
perform worse on visual search tasks than males when the test is described as a spatial task
(Massa et al., 2005). This research supports the notion that when an individual identifies with a
certain group, stereotypes about that group affect them more.

Thme and Moller (2015) showed that attentiveness and working memory of African
American and Latino students weakened after they were reminded of the stereotype of these
groups as mentally inferior. In later sections, we see that data have supported the idea that when
a minority member is reminded of stereotypes related to the group that they belong to, their self-
efficacy is decreased. Additionally, under conditions that reduce psychological threat, Walton

and Spencer (2009) showed that stereotyped students performed better than nonstereotyped
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students at the same level of past performance. Steele and colleague (Steele, 1997; Steele &
Aronson, 1995) further suggested that members of stereotyped groups may face increased stress
and tension when placed in circumstances where their behavior and performance could be
interpreted as support for the validity of that stereotype. African Americans, for example, may
feel especially concerned and anxious in intellectual testing situations because they fear that their
performance will be judged in terms of the stereotype that associates their racial identity with
poor academic and intellectual ability. These students may have the propensity to spend more
time attempting to disconfirm negative stereotypes instead of focusing on the task itself.
McKown and Weinstein (2003) found that the concentration and working memory of
African American and Latino students declined after they were reminded of the stereotype of
these groups as intellectually inferior. Stereotype threat can arise from mere salience of
situational cues that activate social identity, such as the race or gender of other people in the
room (Inzlicht & Ben-Zeev, 2000, 2003). So, when these students experience threats to their
social identities, they tend to become hyper-focused. Thus, subtle changes in the environment
can produce marked changes in performance or confidence. Aronson and Inzlicht’s (2004)
research concludes that stereotype vulnerability—the tendency to expect and be bothered by
prejudice and to be affected by stereotype threat—creates barriers to developing a stable
conception of one’s academic abilities. Higher levels of stereotype vulnerability make one more
sensitive to environmental changes (e.g., Aronson, 2002). Aronson and Inzlicht (2004)
articulated that because stereotype-vulnerable African American students may tend to have an
absence of clarity about their abilities and due to the fluctuations produced by stereotype threat,
such students have erratic and highly variable feelings of self-efficacy. Because of this, they may

feel only as intelligent or incompetent as their most recent success or failure. Thus, high marks
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on a test or approving gestures from an instructor briefly raise the confidence of a stereotype-
vulnerable student higher than that of a nonvulnerable student. In this case, the students’
perceived competence and ideas of self-efficacy are contingent upon feedback from teachers and
test results. Due to this notion, it would make sense that negative outcomes would reduce their
confidence and performance. Aronson and Inzlicht (2004) hypothesized that for African
Americans, stereotype vulnerability impairs accurate self-knowledge, and impaired self-
knowledge in turn fosters unstable academic efficacy. Since efficacy has been shown to be an
important factor in students’ achievement—sometimes as important a factor as intellectual
ability itself (Bandura, 1977)—instability may create problems of its own.

Exploring Identity and its Implications on Stereotype Threat

Ashmore et al. (2004, p. 82) proposed that identity has two key positions: a cognitive
aspect and an affective aspect. Ashmore et al. (2004) indicated that the cognitive aspect of
identity involves “a set of cognitive beliefs associated with that group such as stereotypic traits
thought to be associated with that group or ideological positions that defines the group’s goals”
(p. 82). The affective aspect of social identity includes the value and emotional significance one
places on group membership along with the “affective commitment and closeness an individual
feels to other members of that group” (Ashmore et al., 2004, p. 82).

When we think about minority individuals, we can perceive them as part of a greater
collective. When a person is part of a collective group, they develop an identity associated with
that group or a collective identity. Simon and Klandermans (2001) defined collective identity as
an identity shared with a group of others who have (or are believed to have) some
characteristic(s) in common; in the words it is “a place in the social world” (p. 320). This unity
may be based on similar characteristics, such as ethnicity or gender (Deaux, 1996; Sedikides &

Brewer, 2001; Simon & Klandermans, 2001). Collective identity is associated with a group of
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people outside the self, whereas personal identity refers to characteristics of the self that one
believes, in isolation or combination, to be unique to the self. Rather than being shared with a
specifiable set of others, personal identity sets one apart from all others (see Sedikides & Brewer,
2001; Simon, 1997). Collective identity can also have behavioral implications, which can be
perceived as individual actions that are reflective of group membership. For instance, language
usage within ethnic identity or church attendance in the case of religious identity is part of what
is intended by the meaning of collective identification.

When exploring stereotype threat, Steele and Aronson (1995) depicted it as a situational
predicament. When involved in a threatening situation, individuals assume their behaviors could
be judged based on negative stereotypes about their group instead of personal accomplishments
and competency. We know from previous chapters that when an individual is at risk of being
judged negatively, their performance is adversely impacted. Due to this, stereotype threat can
also be thought of as a threat to one’s social identity. When a minority individual is involved in a
situation where their performance is being evaluated, negative stereotypes can strongly impact
their sense of social identity and their ability to perform competently on a task. Tajfel (1978)
described social identity as “that part of an individual’s self-concept which derives from
knowledge of their membership of a social group together with the value and emotional
significance attached to that membership” (p. 63). Additionally, Thoits and Virshup (1997)
described social identity as “socially constructed and socially meaningful categories that are
accepted by individuals as descriptive of themselves or their group” (p. 106). Because social
identity is attached to self-concept, it makes sense that stereotype threat can be perceived as a

threat to a minority individual’s identity.
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When stereotype threat is present, a minority individual’s identity is at risk of being
threatened. This happens by bringing awareness to subconscious fears and disrupting an
individual from doing as well as they could. As noted in Chapter Two, negative stereotypes can
affect the confidence that individuals have in their performance-related perceptions, causing a
decline in performance (Clark et al., 2009). For instance, stereotypes appear to affect the
academic test performance of African Americans (Steele & Aronson, 1995), mathematics
performance of women (Spencer et al., 1999), athletic performance of Caucasians (Stone et al.,
1999), driving performance of women (Yeung & von Hippel, 2008), intellectual performance of
Latinx individuals (Gonzales et al., 2002), and children of low socioeconomic status (Croizet &
Claire, 1998).

Minority Identity Models

Racial/Cultural Identity Development Model

The minority identity development (MID) model was outlined by Atkinson et al. (1979,
1989). The MID addresses cultural identity development issues of many groups of individuals.
Sue and Sue (1990) refined and expanded the MID, renaming it the racial/cultural identity
development (R/CID) model. This model is best viewed as a “conceptual framework” (Sue &
Sue, 1999, p. 128) for understanding the behaviors and attitudes of individuals from numerous
cultural and ethnic groups. Each stage in this model entails four attitude or belief processes: (a)
attitude about self, (b) attitude toward other members of the same minority group, (c) attitude
toward others of different minority groups, and (d) attitude toward dominant group members
(Sue & Sue, 1999).

The R/CID model is a five-stage process of development. Sue and Sue (1999) described
the process of conformity as the period when one “values the majority culture members and

values above his or her own.” During the conformity stage, the majority culture (primarily White
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culture) symbolizes the presentation desired from those who are culturally different. During
conformity, the ethnic or cultural group member seeks ways to fit in. For instance, it is not
uncommon for individuals at this stage to attempt to hide their accents or be ashamed or
embarrassed by characteristics unique to their culture. A minority individual within the
conformity stage may also take on majority culture values and hold everything in the majority
culture as superior to their own. During the conformity stage, individuals are not firm within
their cultural identity. This puts them at risk for identity depletion, making them vulnerable to
the effects of stereotype threat.

Sue and Sue (1999) described movement from this stage to the next, or dissonance, as “a
conflict that is felt by the individual or through a more traumatic event that pushes them to
reconsider previously held beliefs about their culture.” During this stage, it is common for the
minority individual to question who they are and question aspects of self that may be
undervalued by others. During the dissonance stage, the individual who was previously
conforming is now faced with an internal process of imbalance. This imbalance or disagreement
occurs between the self-concept and the attitudes of their culture.

The resistance and immersion stage is a complete reversal of the first stage. This stage
occurs when the individual completely transitions toward acceptance of their culture, their
cultural point of view, and begins to reject the majority culture. The individual may experience
reactions that can be strong and emotionally powerful as their racial identity grows. During this
stage, it is not uncommon for minority individuals to even limit interactions with the majority
culture. Individuals within the resistance and immersion stage may prefer only to socialize with,
purchase products and services from, and work with other members of their ethnic group. Sue

and Sue (1999) indicated that the individual in this stage is very concerned with acquiring more
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knowledge about their cultural legacy. The individual may experience strong feelings that the
majority culture is the oppressor and is responsible for any injustices faced by the minority
culture.

The fourth stage of the R/CID model is introspection. Here, Sue and Sue (1999)
suggested that the individual moves away from group identification and anger toward majority
culture. This is a time for more personal reflection to occur. According to Sue and Sue (1999),
“The individual begins to discover that this level of intense emotion is psychologically draining
and does not permit one to really devote more crucial energies to understanding themselves or to
their own racial/cultural group” (p. 135).

The fifth and final stage is integrative awareness. This is a time when the “individual has
developed a strong sense of self as an individual and group member” (Sue & Sue, 1999). The
minority individual has a well-defined and solid sense of self and can include parts of their
culture with the majority culture to comprise their individual identity. Attitudes toward the self
have now become self-appreciating while still appreciating their affiliation with their group. This
individual can now show “selective trust and liking for members of the dominant group who
seek to eliminate oppressive activities of the group” (Sue & Sue, 1999, p. 137). Functioning
within this stage is most adaptive for minority individuals. This chapter discusses more about
identity affirmation and how it serves as a protective factor against the harmful effects of
stereotype threat.

Model of Ethnic ldentity Development

Phinney (1990, 1992) proposed a model of ethnic identity development based on general

identity models such as Erikson (1968) and Marcia (1980) and other ethnic identity development

models such as Atkinson et al. (1979, 1989). According to Evans et al. (1998), “Ethnic identity
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develops from the shared culture, religion, geography, and language of individuals who are often
connected by strong loyalty and kinship” (pp. 79-80). Phinney, who conducted much of her
research with minority youth, found that ethnic identity development was strongly related to the
process of resolving conflict. She studied the conflict that existed between (a) the level of
prejudice and stereotyping perceived as prevalent from the majority culture and (b) dissonance of
values between minority and majority culture. When stereotypes are present, it is not uncommon
for a minority individual to experience a sense of withdrawal from their culture because they are
in a situation where they are being judged or evaluated, thus triggering feelings of dissonance.

The first stage of Phinney’s (1992) model is unexamined ethnic identity. This is a period
when the minority individual needs to discover beliefs and attitudes about their own ethnicity.
This stage occurs with individuals who have not had exposure to issues regarding ethnic identity.
Phinney (1990) suggested that this stage is characterized by a lack of exploration of issues
related to ethnicity. If the result of this exploration is to accept what they have heard from others
without question, then foreclosure occurs. For instance, some individuals tend to make
commitments to ethnicity without taking time to explore their ethnicity on their own. This can
occur by absorbing inherited ethnic attitudes from family members or other adults within the
culture. However, if they do not see their ethnicity as an important part of who they are as
individuals in society, then the result is identity diffusion. Bachay (1998) indicated that minority
individuals at the diffused and foreclosed statuses are at risk of accepting and internalizing
negative and faulty stereotypes and beliefs. Due to acceptance of these unhealthy beliefs,
performance can be hindered.

Ethnic identity search/moratorium is the second stage of Phinney’s model. In this stage,

individuals become more interested in their ethnic heritage. Individuals here are exploring
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processes without making a commitment. They reflect on the values shown by significant others,
study information that questions their values, and reflect on what it means to be a member of
their ethnic group. During this stage, exploration may require that the individual accepts cultural
difference between their culture and the majority culture. It is essential that during this stage, the
minority individual takes time to learn more about their culture of origin to help clarify their own
perspective about the meaning of their ethnicity. Phinney (1990) indicated that this stage has the
propensity to induce intense emotions in the minority individual. This can manifest as the
expression of internalized anger toward the majority culture that is now viewed as the oppressor.
The final stage in Phinney’s model is ethnic identity achievement. Following the
exploration process, the individual makes a firm commitment, indicating that the identity
achievement has occurred. This position is characterized by the minority individual experiencing
a strong sense of ethnic pride, belonging, and confidence. When the individual has explored what
it means to be a member of an ethnic group and is committed to group membership, the result is
ethnic identity achievement. A bicultural identity then develops. This is exhibited by achieving a
level of comfort with who they are in society. A follow-up study supported the subsequent nature
of development and that those at the higher stages of identity development remain stable
(Phinney & Chavira, 1992). The importance of ethnicity was also considered in a later study by
Phinney and Alipuria (1990). In their study, ethnic identity was rated as equally important as
religion and more important than political orientation. Phinney and Alipuria (1990) suggested
that an achieved ethnic identity can serve as a buffer against the impact of prejudice and
discrimination. We know from the literature that the impacts of stereotype threat that stem from

discrimination have detrimental impacts on performance.
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William Cross’s Revised Racial Identity Model

African American psychologists became deeply interested in observing, plotting, and
identifying the transformation of identity that accompanied a person’s involvement in the Black
power movement from 1968 to 1975 (Cross, 1971, 1991, 1995). One such study became the
psychology of nigrescence, a French word meaning the process of becoming Black, “or rather,
the gradual transcendence of Black individuals from a worldview in which African Americans
are devalued, and Whites are reified to a worldview characterized by an inner confidence in and
appreciation of self and others as racial beings” (Thompson & Carter, 1997, p. 18). Originally,
Cross (1971) developed a five-stage model of Black identity development, or nigrescence. Each
stage defines the psychological and behavioral characteristics of African Americans based on
their experiences with societal oppression (Cross, 1971, 1991, 1995). Cross (1971, 1991, 1995)
then revised his theory of nigrescence to consider the cultural, social, psychological, and
historical changes that had occurred over the 20 years since he first established the model.

The pre-encounter stage is a period of a self-hatred identity. The African American
individual holds highly negative views about Black people and ultimately is anti-Black and self-
hating. Pre-encounter self-hatred is believed to be the result of extreme miseducation (Vandiver
et al., 2001). Individuals in this stage do not deny being Black. However, they feel that their
unmovable characteristics play a role in how people interact with them (Cross, 1995).

The encounter stage involves a situation with discrimination or racism that causes a shift
in one’s awareness of the world and, therefore, an identity change (Vandiver, 2001). A series of
micro assaults or crises causes the individual at this stage to acknowledge that the worldview that
is appraised now has flaws and the impact pushes the person toward nigrescence (Cross, 1995).

The encounter or situation does not need to be negative to make an impact on the individual.
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However, it must be impactful enough to push the person into a state of intense emotionality,
such as guilt, shame, anxiety, and anger.

The immersion-emersion stage is the most crucial phase for individuals who are
attempting to solidify their Black identity. Instead of conceptualizing this stage as a single
identity with two aspects (i.e., pro-Black and anti-White), Cross (1991, 1995) conceptualized it
as two separate identities (Vandiver, 2001) under the umbrella of immersion into Blackness.
Cross (1995) stated that feelings at the immersion phase are anger, guilt, and pride—anger and
guilt for accepting and internalizing a White frame of reference that was mentally and
emotionally unhealthy and pride because they are learning about Black heritage. When the
individual learns about their heritage, it is affirming and empowering. Once the individual has
transitioned into self-actualization, there is a shift into emersion. At this phase, individuals
realize that growth is a constant process, and they are willing to encounter the intense emotional
phases.

The internalization stage requires inner peace. During this stage, the individual is no
longer defensive about their perceptions of Black identity. The cognitive dissonance that was
present in the earlier stages has now lessened, and a sense of dissonance resolution is present
(Cross, 1995). Individuals here can shift attention to other identity concerns such as gender,
sexual orientation, religion, and multiculturalism. The new identity performs three critical
functions:

(a) to defend and protect a person from psychological insults that stem from having to

live in a racist society, (b) to provide a sense of belonging and social anchorage, and (c)

to provide a foundation or point of departure for carrying out transactions with people,

cultures, and human situations beyond the world of Blackness. (Cross, 1995, p. 113)
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Cross (1991, 1995), Cross and Vandiver (2001), and Vandiver (2001) stated that the fifth stage,
internalization-commitment, is a repetition of activities, behaviors, and attributes of what the
individual exhibited in the fourth stage. Individuals within the last two stages have a new identity
as a potential protective factor against stereotype threat.

Chicano/Latino Ethnic Identity Model

Ruiz (1990) developed the Chicano/Latinx ethnic identity model. It is grounded on the
following four premises:

(a) that marginality correlates highly with the concept of maladjustment (LeVine &

Padilla, 1981); (b) that both marginality and the pressure to assimilate can be destructive

to an individual (LeVine & Padilla, 1981); (c) that pride in one’s own ethnic identity is

conducive to mental health (Bernal et al., 1983); and (d) that during the acculturation
process, pride in one’s own ethnic identity affords the Hispanic more freedom to choose.

(Bernal et al., 1983)

During the causal stage, messages from the individual’s environment affirm, ignore,
negate, or stigmatize the ethnic heritage of the person. Ruiz (1990) suggested that during this
stage, affirmation about one’s ethnic identity is lacking, and the person may experience traumatic
or humiliating experiences related to ethnicity. This results in failure to identify with Latinx
culture. The individual can deal with embarrassment and shame related to their culture during
this stage.

During the cognitive stage, three erroneous belief systems about Chicano/Latinx heritage
are adopted: (a) the ethnic group membership is associated with poverty and prejudice; (b)

assimilation to White society is the only means of escape; and (c) assimilation is the only
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possible road to success. These maladaptive beliefs can make individuals within this stage
especially vulnerable to effects of discrimination and identity threat.

At the consequence stage, the damages of the ethnic identity become more distinct.
Characteristics of ethnic identity such as skin color, name, language, cultural, and customs are
denied or perceived as inferior. The unwanted self-image leads to estrangement, withdrawal, and
rejection of one’s Chicano/Latinx heritage (Ruiz, 1990).

During the working-through stage, Ruiz (1990) posed that two major subtleties are
present. First, the person becomes progressively unable to cope with the psychological distress of
ethnic identity conflict. Second, the person can no longer be a “pretender” by identifying with a
foreign ethnic identity. The person is driven to repossess and reintegrate parts of their ethnic
identity that were previously rejected. This is when ethnic consciousness increases.

The last stage is the successful resolution stage. Ruiz (1990) indicated that this stage is
characterized by acknowledgment of one’s culture and ethnicity. The individual experiences
heightened self-esteem and a feeling that their ethnic identity symbolizes a positive and success-
promoting resource. The image of one’s own ethnic group has more positive qualities and the
person’s idea of physical beauty is broadened to include a cross-section of their ethnic group
members. The person’s own ethnic self-image is further enhanced because of this pride in skin
color and other distinctive qualities.

Exploring the Benefits of Minority Identity

Many findings have found a connection between ethnic identity and academic
achievement within African American and Latinx college samples. Other studies reveal that a
strong ethnic identity is positively associated with higher levels of career decidedness among
African American first-year college students and intentions to stay in school (Duffy & Klingman,

2009; Mendoza-Denton et al., 2008). Other research has supported that students with strong
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ethnic identities had higher grades, academic self-concepts, and psychological functioning
(Cokley & Chapman, 2008; Phinney, 1996). In addition, Devos and Torres (2007) found that in a
sample of Latinx college students, the more these students identified with their culture (relative
to Whites), while endorsing the stereotype of Latinx as low achievers, the less these students
identified with academics. This research supports the notion that the way an individual perceives
their culture could greatly impact their performance elsewhere.

To study ethnic identity, researchers have measured cognitive and affective aspects of
identity. Phinney (1992), Phinney and Kohatsu (1997), and Roberts et al. (1999) developed self-
report measures of the cognitive and affective aspects of identity. In this line of work identity
achievement is used to refer to cognitive processes of exploring and understanding the meaning
of one’s identity. The term identity affirmation refers to the affective process of developing
positive feelings and a strong sense of belonging to one’s social group. In her discussion of
ethnic identity, Phinney (1992) noted “identity affirmation may include ethnic pride, feeling
good about one’s background, and being happy with one’s group membership, as well as feelings
of belonging and attachment to the group” (p. 59). Other researchers have also acknowledged the
importance of identity affirmation and its special relevance for minority group individuals (e.g.,
Ashmore et al., 2004; Ellemers et al., 1999; Phinney & Ong, 2007; Sellers et al., 1997; Simon &
Klandermans, 2001).

In her classic research, Phinney (1989) found that Asian American, African American,
and Latinx adolescents who endorsed greater identity achievement scored considerably higher on
self-esteem. Their scores were higher in comparison to individuals with lower ethnic identity
achievement. Moreover, this association did not differ between boys and girls. In fact, studies

analyzing the correlation between identity achievement and well-being failed to find significant
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differences based on gender (e.g., Phinney, 1992; Phinney & Alipuria, 1990; Umafia-Taylor &
Updegraff, 2007). In a review of the research on ethnic identity and well-being, Phinney and
Kohatsu (1997) determined that individuals who had examined their identity more fully have a
more positive self-concept and experienced less psychological distress than individuals who had
explored their identity less.

Umaiia-Taylor (2003) discovered that self-esteem was higher among Asian American,
African American, Latinx, and White high school and college students who scored higher on a
measure of affirmation than among those scoring lower on affirmation. Other studies using
adults, college students, and adolescents joined in demonstrating that more affirmation of one’s
minority identity is associated with higher self-esteem, a more positive self-concept, greater
academic achievement, and fewer mental health problems (Ashmore et al., 2004; Phinney, 1989,
1992, 1993; Phinney & Alipuria, 1990; Roberts et al., 1999). This research gives support to the
importance of having a firm ethnic identity. Being identity confirmed has proven to increase self-
esteem, which can serve as a buffer to the effects of stereotype threat.

Identity has multiple components, especially in the realm of ethnic identity. Dual identity
is described as double membership in the minority community and the wider society and has
advantages for minority individuals (Phalet & Baysu, 2019). Studies on acculturation have
recognized the psychological benefits of dual identities for minorities (Makarova & Birman,
2015; Nguyen & Benet-Martinez, 2013; Verkuyten et al., 2019). Not only do they combine
social-support networks in both minority and majority groups (Mok et al., & Karakitapoglu-
Aygun, 2007), they are adjusted to both minority and majority cultural norms and are better able
to steer cross-group relationships (Celeste et al., 2016). Dual identities have also been connected

to distinctive cognitive gains, such as improved perspective taking and integrative complexity,
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which may bring a competitive advantage in performance situations (Crisp & Turner, 2011).
Perspective taking and integrative complexity are strengths that minority individuals within
stereotype threat situations can benefit from. Being able to realize how a situation appears to
another person and how that person is reacting cognitively and emotionally to a given situation is
a skill that can heighten self-esteem and decrease emotional impacts of discrimination.

Exploring Identity Affirmation with Women

Major (2012) stated that the stigma linked to various social identities, such as gender or
minority status, can impact individuals’ psychological makeup, social behavior, and life
outcomes. One area that can be affected by stigma is present in feelings regarding one’s
achievements and accomplishments. Previous chapters show that stereotype threat is usually
assumed to lead to underperformance during an assessment situation in the stereotyped area
(Croizet et al., 2001; Steele, 1997; Steele & Aronson, 1995). For instance, women are
stereotyped as being inferior to men in mathematics, and when this stereotype is made salient
during an evaluation, women perform worse than men on mathematics tests (Spencer et al.,
1999). Having individuals reflect on their core values (self-affirmation) can eliminate the
negative effects of stereotype threat (Martens et al., 2006; Shapiro et al., 2013).

Previous research has shown that the harmful effects of social identity threat are
pervasive and persistent over time. Due to its pervasive nature, this threat can be difficult to
combat and alleviate (Schmader & Beilock, 2012; Schmader et al., 2008). Many studies have
shown that being aware of one’s stigmatized identity can be damaging to psychological well-
being (Major & O’Brien, 2005; Miller & Kaiser, 2001). For instance, women who are
continually aware of gender bias tend to have lower self-esteem and higher depressive symptoms
(Schmitt et al., 2002). Likewise, women who encounter sexist individuals and believe that this

gender bias is prevalent (i.e., other people are also sexist) have increased negative affect and
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feelings of depression (Schmitt et al., 2002; Stroebe et al., 2009, 2011). These heightened
feelings of depression tend to deplete self-esteem and confidence, making individuals especially
vulnerable to stereotype threat.

When facing stereotype threat, individuals may experience a sense of threat to their
relevant identity. This threat to their identity could lead to identity separation, which serves as a
coping method. For instance, separating one’s identity as a woman from one’s identity as an
employee (Spencer et al., 2016; von Hippel et al., 2011). Settles (2004) indicated that when faced
with work discrimination, women scientists may separate their threatened female identity from
their professional identity. This style of coping may be helpful by reducing the perceived threat
by separating the social identity—to which negative stereotypes are attached—from their
workplace identity. This tactic can make the female identity less salient, leading to problematic
outcomes, such as lower levels of performance and well-being.

Cohen and Sherman (2014) stated that reflecting on one’s treasured beliefs or values can
provide a sense of adequacy. This sense of adequacy protects self-integrity and can reduce the
need to respond defensively in situations of stereotype threat. Research has suggested that the
effects of stereotype threat on performance can be reduced by protecting self-integrity through
self-affirmation prior to the occurrence of the threat (Critcher et al., 2010; Silverman & Cohen,
2014). For instance, data have indicated that threatened women performed better on a
mathematics or mental rotation test if they first explained why a top-ranked value among a list
was important for them and gave an example (values-affirmation; Martens et al., 2006). Self-
affirmed participants who were later threatened performed similarly to stigmatized people not
threatened by a stereotype (Martens et al., 2006; Schimel et al., 2004; Shapiro et al., 2013). This

research indicated that self-affirmation allows individuals to expand the content of their working
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self-concept and to retrieve self-related cognitions in memory quicker (Voisin et al., 2016; study
three). These data are relevant because they support the notion that when more self-related
cognitions are available, individuals realize their self-concept is not limited to the threatened
domain (Sherman, 2013). In addition, Voisin et al. (2019) found that self-affirmation reduces the
impulse to disconfirm the negative stereotype due to the reinforcement of self-integrity. Voisin et
al. (2019) posited that when self-affirmation reduces motivation in a stereotype-threat situation,
the risk of failure may not represent a threat, and the internalized stereotype may be less relevant
to self-integrity. Self-affirmation may have this effect by changing how the task is perceived:
self-affirmed individuals can perceive the situation as less threatening to self-integrity and return
to a less effortful response.

The aforementioned research has demonstrated that having a strong identity is essential to
achievement and competence. When identity is threatened, performance is hindered. This
supports the importance of having a strong identity, which can serve as a protective factor
against threats to identity (e.g., stereotype threat). Because women are stereotyped as having less
capability than men in STEM (Cheryan, 2012; Moss-Racusin et al., 2012), women are
particularly vulnerable to increased social identity threat in these domains (Steele et al., 2002).
This lack of confidence can lead to decreased belonging and trust, leading to beliefs that women
will not be accepted or feel comfortable in STEM (Murphy et al., 2007; Murphy & Taylor, 2011;
Purdie-Vaughns et al., 2008). Additionally, social identity threats can trigger stereotype threat
concerns. These concerns can include fears that women’s behavior will be viewed through the
lens of a negative gender stereotype and that they will unintentionally confirm this stereotype

(Steele, 1997, Steele & Aronson, 1995).



53

Exploring the Imposter Phenomenon

Clance and Imes’s (1978) classic research explored the imposter phenomenon among
women who, regardless of having attained academic and professional successes, reported
feelings of unintelligence and fraud. Individuals experiencing the imposter phenomenon tend to
have feelings of personal phoniness, and believe that others (e.g., a professor, supervisor, or
peer) mistakenly see them as competent, intelligent, and deserving of success. Also, individuals
experiencing the imposter phenomenon believe that they must continually perform well to
prevent others from discovering their phoniness and incompetence (Clance & Imes, 1978). These
individuals live in fear of being found unworthy of their success (Clance & Imes, 1978).
Subsequently, impostors impose stress upon themselves to perform well, meet personal
expectations, demonstrate that they are deserving of success, and to disconfirm their own
negative view of themselves. King and Cooley (1995) stated that higher levels of imposter
phenomenon have been linked to higher grade point averages, due to the self-imposed pressure
to perform well. Impostors tend to have high expectations and a continuous need to prove
themselves and tend to be high in perfectionism (Henning et al., 1998), frustration, and
depression, and they tend to suffer from generalized anxiety and lack of self-confidence (Clance
& Imes, 1978).

Minority individuals are especially at risk of experiencing the imposter phenomenon.
Cokley et al. (2015) indicated that higher levels of the imposter phenomenon are linked to higher
grades among females. Females high in gender stigma consciousness are more likely than males
to associate negative evaluations with being stereotyped rather than by their ability or
competence. Researchers suggest that racially driven experiences (e.g., racial discrimination;
token status) may also contribute to feelings of the imposter phenomenon by evoking a sense of

“otherness,” which may provoke feelings of intellectual incompetence (Lige et al., 2016; Peteet
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et al., 2015). To add to this research, Cokley et al. (2013) and McClain et al. (2016) found that
minority status stress—an incorporation of unique race-related stressors such as racial
discrimination, insensitive or marginalizing comments, and fears of not belonging—was
associated with the imposter phenomenon in a sample of 240 self-identified racial minority
college students and in a sample of 218 African American college students. Cokley et al. (2017)
also found that perceived discrimination had a greater impact on feelings of the imposter
phenomenon among African American and Latinx-American students in comparison to Asian
American peers. This research indicated that minority individuals are at greater risk for
stereotype threat when feelings of the imposter phenomenon were present. The imposter
phenomenon can also be perceived as a threat to one’s identity by provoking an individual to
question their competence and ability.

Minority individuals account for a large portion of first-generation college students.
Studies suggest that first-generation college students, especially those of ethnic minority status
and low socioeconomic status tend to endorse lower self-esteem (McGregor et al., 1991), lower
academic self-efficacy (Heilman, 1996), greater anxiety (Terenzini et al., 1994) and fear of
academic failure. Additionally, academic self-efficacy is highly important to academic success
and is a significant predictor of academic expectations and performance (Majer, 2009; Ramos-
Sanchez & Nichols, 2007). First-generation college students tend to experience distress (e.g.,
feelings of pressure, loss, disconnection) due to balancing high expectations of success from self
and family, navigating through conflict caused by their peers who may feel the student is being
disloyal pursuing higher education (Inman & Mayes, 1999; London, 1992). This is difficult for
the minority individual because they may feel unsupported in the college atmosphere (Hurtado,

1994; McGregor et al., 1991). Peteet et al. (2015) suggested that these issues prompt first-
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generation students to experience higher levels of the imposter phenomenon. First-generation
college students are often treading new waters, so they are particularly vulnerable to
experiencing the imposter phenomenon. These higher levels of the imposter phenomenon can
cause them to confirm negative stereotypes about themselves, causing detrimental impacts to
psychological well-being.

Additionally, African American students at predominantly White colleges and
universities may be more confronted with unconscious cognitive processes such as the imposter
phenomenon. This can manifest as a fear that they will be subject to implicit bias whereby
professor’s judgment is influenced by non-academic-related qualities. In this case, the student
may inflict their own stereotype threat on themselves. Ewing et al. (1996) found that the more
African American graduate or professional students endorse an Afrocentric worldview (i.e.,
believing in the connectedness of all that exists in nature) and maintain a positive academic self-
concept (e.g., how one feels about their academic ability), the less likely they are to experience
the imposter phenomenon. This research further confirms the aforementioned notions that high
identity affirmation leads to increased self-esteem, which offsets the impact of stereotype threat.

Chapter I1I Limitations

Within the literature, there are some themes on limitations. The research lacks
generalizability beyond the given samples. For instance, some samples do not utilize enough
minority participants to make concrete conclusions. Overall, the research is also dated and under-
researched when discussing women identity achievement or affirmation.

Bernard et al. (2018) investigated the connection between racial discrimination and the
impostor phenomenon, and the influence of racial identity on this relationship. Their findings
were consistent with literature suggesting that having a positive image toward oneself and one’s

ethnic group can decrease the development and internalization of feelings and messages of
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inferiority fueled by discriminatory encounters (Mandara et al., 2009; Sellers et al., 2006; Tynes
et al., 2012). Their results revealed that racial discrimination experiences were predictive of
increased feelings of intellectual incompetence. A limitation of this study was that their
population focused primarily on African American female college students attending a
predominantly White institution. Due to this limitation, their research may not be generalizable
beyond their sample. To assess for imposter phenomenon, they utilized Clance’s Impostor Scale
(Clance & Imes, 1978). Another limitation is that this scale may not have been an adequate
measure to assess the unique experiences of African American young-adult college students.

Baysu and Phalet (2019) assessed dual identity as dual commitments to (combined)
minority and majority cultures. They concluded that dual identities can be psychologically
beneficial or costly for minorities depending on the presence or absence of identity threat in the
intergroup context. Baysu and Phalet (2019) replicated the interaction of stereotype threat with
the dual identities of minorities using two distinct measures of dual identity. A limitation of their
study was their method of randomly assigning schools rather than students to conditions. This
method may have accounted for confounded experimental effects with other school
characteristics. An additional methodological limitation was the utilization of single indicators
and a two-item composite to assess dual identities (Baysu & Phalet, 2019). Although the
hypothesized interaction with stereotype threat was strong across different measures, more
specific composite measures of dual identities would be required to assess whether the findings
generalized to other dimensions of dual identity.

Peteet et al. (2015) examined the predictors of the imposter phenomenon in a sample of
high achieving underrepresented rational/ethnic minority undergraduates. The authors found that

generation status was related to imposter phenomenon scores. While correlated, it was not a
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significant predictor of the imposter phenomenon, which may indicate the existence of other
mediating factors. This study advances knowledge in several ways (Peteet et al., 2015). For
instance, this research is among the first to examine predictors of the imposter phenomenon
among high achieving underrepresented minorities, an underserved and under-researched
population. Peteet et al. (2015) also addressed the need for studies on the psychological
predictors of the imposter phenomenon that might strengthen the educational channel into
advanced degrees through a better understanding of the psychological health of minority
students. While this study made several contributions to the literature, there were limitations.
This study did not seek to conceptualize achievement. Instead, Peteet et al. (2015) identified
participants based on traditional measures of academic performance (e.g., grade point average).
Their study may have also lacked generalizability. Their use of a sample of underrepresented
minority students at a PWI may not have extended to students at historically Black universities
or in other geographic areas.

Ghavami et al. (2011) proposed that the association between identity achievement and
psychological well-being is mediated by identity affirmation. Their results suggested that
exploring and understanding one’s minority identity can be essential for developing positive
feelings toward and an enhanced sense of attachment to their group, which can result in
psychological benefits for minority individuals. Ghavami et al.’s (2011) research also provided
consistent support for a model of how two aspects of minority identity—identity achievement
and identity affirmation—work together to predict psychological well-being. Their results
suggest that identity achievement is psychologically beneficial because it results in the
affirmation of one’s minority identity. While Ghavami et al.’s (2011) research made

contributions to the field by adding data on identity processing and well-being, there were
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limitations. Their population of a gay and lesbian sample was not inclusive, in that the number of
ethnic minorities in their sample was not large enough to allow them to test the model among
ethnic minority lesbians and gay men.

Inzlicht and Kang (2010) examined whether taking a threatening mathematics test could
lead women to respond aggressively. Their research was explored over four studies. In study
two, they investigated whether coping with a threatening mathematics test could lead women to
indulge themselves with unhealthy food later. In study three, they investigated whether vividly
remembering an experience of social identity threat results in risky decision making. Last, in
study four, Inzlicht and Kang (2010) analyzed whether coping with threat would influence
attentional control and whether the effect was executed by ineffective performance monitoring.
Inzlicht and Kang (2010) showed that stereotype threat can spill over and impact self-control in a
diverse array of nonstereotyped domains. These results revealed the strength of stereotype threat
and that its effects may be more widespread. While their research highlighted self-control and
stereotype threat, their research was missing direct evidence that spillover effects are due to

limited self-regulatory resources.
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CHAPTER 1V: THE IMPACT OF STEREOTYPE THREAT ON MINORITY
PERFORMANCE AND THE SELF-FULFILLING PROPHECY

As we know from previous chapters, minority individuals can be particularly susceptible
to the effects of stereotype threat. Stereotype threat has the propensity to impact the way that an
individual perceives themselves and their abilities, creating decreases in performance. Inzlicht
and Schmader (2012) stated that students who are targets of stereotype threat are particularly at
risk. When they worry about confirming negative stereotypes, anxiety weakens their
performance. Literature has shown that minority individuals are especially impacted in the areas
of academics and occupational performance when stereotype threat is present.

From the previous chapter, we have learned that stereotype threat is a danger to one’s
identity that can cause a reduction in confidence and performance. Literature suggests that this
threat to identity can also induce a self-fulfilling prophecy, whereby a person comes to reflect the
reputation of their stereotype, living up or down to social expectations. Merton (1948) outlined
the self-fulfilling prophecy as a false definition of a situation that triggers a new behavior. This
results in the behavior making an initially false concept true.

Self-fulfilling prophecies can have long-term and negative influences on the outcomes of
individuals who are susceptible to stereotypes, ultimately widening the gap between advantaged
and disadvantaged groups (Madon et al., 2006; Rist, 1970). This supports the importance of
exploring the effects of the self-fulfilling prophecy and its implication for minority individuals.
The self-fulfilling prophecy is also capable of producing large-scale social problems in areas
such as hiring, education, wages, and health care (Merton, 1948; Ross et al., 2010; Snyder &
Haugen, 1995). This chapter discusses how stereotype threat impacts minority performance,

followed by a discussion of the self-fulfilling prophecy and its effects on minority individuals.
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The Impact of Stereotype Threat on Minority Performance

In their classic research, Steele and Aronson (1995) demonstrated that individuals from
numerous groups tend to perform more poorly on cognitively demanding tasks when they fear
their behavior will be interpreted through the lens of negative social stereotypes. For instance,
data have continually shown that informing individuals that a test will measure intellectual
ability can cause stereotyped individuals to lack that ability (e.g., Brown & Day, 2006; Croizet &
Claire, 1998; Hess et al., 2003; Spencer et al., 1999). Steele and colleague (Steele, 1997; Steele
& Aronson, 1995) indicated that members of stereotyped groups tend to experience additional
pressure when placed in situations where their behavior could be interpreted as evidence for the
validity of that stereotype. This research points out that minority individuals are already under
pressure from the need to perform well and adding a stereotype threat component can be equally
detrimental to performance. As noted in previous chapters, belonging to a stereotyped group and
expecting not to perform well adds an extra layer of anxiety that reduces self-efficacy. For
instance, African Americans who feel concerned about their performance in intellectual testing
situations fear that their performance will be judged based on stereotypes that suggest that
African Americans are not academically capable. Stereotypes about African Americans can hold
that they typically perform poorly in academic tasks or lack intellectual ability overall. The fear
related to confirming this stereotype disrupts performance and produces a stereotype-consistent
outcome, in this case, low test performance.

We know that stereotype threat has the propensity to induce affective or emotional
responses such as heightened anxiety and concern, as well as performance reductions. The
pressure to perform can cause an emotional response that can serve as a cognitive distraction.
Research indicated that stereotype threat could also cause minority individuals to produce

physiological responses. Marx and Stapel (2006) and Spencer et al. (1999) showed that
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individuals report feeling more apprehensive and anxious in stereotype-threat situations, which
can also affect the body physically. Data have indicated that even if minority individuals do not
specifically report feelings of anxiety, they tend to show nonverbal signs of discomfort and
nervousness (Bosson et al., 2004). Smith (2004) proposed that although self-report measures of
anxiety have produced varied results, consistent evidence has been found for the physiological
components of stress and anxiety. Data have found physiological responses such as increased
blood pressure (Blascovich et al., 2001), skin conductance (Murphy et al., 2007), general arousal
(O’Brien & Crandall, 2003), and physiological response patterns associated with threat
appraisals (Vick et al., 2008). When considering lowered performance, how heightened arousal
is interpreted appears important (Ben-Zeev et al., 2005). For instance, when targets of negative
stereotypes misinterpret their arousal to an external source, they fail to show the typical pattern
of underperformance (Ben-Zeev et al., 2005; Johns et al., 2005). Schmader et al. (2008) proposed
that although arousal alone could have a direct negative effect on performance, their results
suggest that the cognitions associated with anxious arousal also play a significant role in
undermining performance. Their research supports the notion that how stereotyped groups
perceive the threatening situation can produce higher anxiety levels than just the threat alone.

Research has also described the cognitive aspect of stereotype threat. Studies on the
effects of emotion regulation have consistently shown that trying to control the expression of
negative feelings can exact a measurable toll on cognitive functioning (e.g., Baumeister et al.,
1998; Richards & Gross, 2000). Schmeichel (2007) has shown that regulating the expression of
emotions reduces subsequent performance on the same dual-task measure Schmader and Johns
(2003) used in their studies of stereotype threat and working memory. Thus, if emotion

regulation depletes the executive resources needed for high-order cognitive functioning and
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stereotype threat elicits emotion regulation tendencies, then emotion regulation could play a role
in creating group differences in performance. In addition, data have suggested that stereotype
threat appears to make stereotypic thoughts accessible to the minority individual (Davies et al.,
2002; Inzlicht et al., 2006; Steele & Aronson, 1995) and can increase the prevalence of negative
thoughts (Cadinu et al., 2005). This causes more anxiety due to self-doubt and performance
anxiety. Quinn and Spencer (2001) posited that stereotype threat can also weaken the cognitive
processes needed to perform well on intellectual tasks. As reported previously, stereotype threat
takes up a great deal of cognitive space, resulting in the individual focusing more on the present
threat, resulting in a decrease in performance. Schmader and Johns (2003) found that
performance declines happen because of a reduction in working memory capacity—a limited
cognitive resource similar to executive attention (Engle, 2002; Feldman Barrett et al., 2004).
Additional studies have provided replications of this result. Beilock et al.’s (2007) findings
supported that negative stereotypes hurt performance by increasing mental workload (Croizet et
al., 2004) and exhausting executive control capacity (Inzlicht et al., 2006). Importantly,
Schmader et al. (2008) proposed that threat-induced performance impairments could stem from
minority individuals’ efforts to manage their negative emotions during a challenging cognitive
task.

Minority performance can be impacted when they feel uncertain about how others are
perceiving them, which can induce an identity threat. We know that an individual’s actual
perception of anxiety prior to a stressful situation has a significant impact on performance. For
instance, high anxiety is linked to recurrent negative thoughts, which can be perceived to be
distressing, intrusive, and difficult to control (Glass & Arnkoff, 1994; Kent & Jambunathan,

1989; Sarason & Sarason, 1990). Due to the distraction of negative and intrusive thoughts, task
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performance weakens. (Sarason et al., 1996). In the context of an exam, for example, high levels
of cognitive interference are likely to impair concentration during preparatory study and exam
performance. Therefore, rising levels of anxiety should be perceived as likely to harm
performance. Many minority individuals experience this phenomenon when they know that their
performance will be evaluated and/or compared with others. Appraisal-based models of stress
and coping (e.g., Lazarus, 1991) propose that situations that create uncertainty and present a
potential threat to self-integrity motivate people to suppress or regulate the negative thoughts and
feelings they experience (Avero et al., 2003; Skinner & Brewer, 2002). Again, this strategy of
coping can be maladaptive and can serve as more of a distraction. Given that the fear of
stereotype confirmation is, by definition, an ego-threatening experience that can increase doubt
(Steele & Aronson, 1995), stress and coping research would suggest that it could also elicit
spontaneous attempts to suppress negative feelings that may arise such as anxiety.

Matheson and Cole (2004) showed an association between experiencing stress due to
social identity threat and a tendency to down-regulate negative emotions. Thinking about the
process of down-regulation, it refers to an internal method of suppressing a response to a
stimulus. This process can be distracting as it diverts the individual’s attention to the task at
hand. Considering that stereotype threat can induce a general focus on avoiding negative
outcomes (Seibt & Forster, 2004; Smith, 2004), the tendency to adopt a suppression strategy
might be further encouraged by the perception that anxiety hurts performance on difficult
intellectual tasks (e.g., Smith et al., 1982). Croizet et al.’s research (2004) showed that the
measure of heart rate variability as an indicator of mental workload could capture an individual’s

effort expended to regulate anxiety (Applehans & Luecken, 2006). These findings suggest that
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emotion regulation appears to be a natural reaction to the threat of confirming a negative
stereotype that is relevant to the target’s identity.

An Integrated Process Model of Stereotype Threat

Steele (1988) indicated that stereotype threat is provoked by situations that are
threatening to an individual’s self-integrity. Schmader et al. (2008) suggested that the threat to
self-integrity during performance of a task elicits a series of processes that can interrupt optimal
performance on a variation of tasks. The objective of the researcher’s model was to develop an
integrated mediational model of stereotype threat. Their model considered both the nature of the
predictor (i.e., how do situations trigger stereotype threat?) and the outcome (i.e., what kind of
performance is impaired?).

To start, Schmader et al. (2008) summarized the psychological process that they believed
influences stereotype threat. They also outlined how situational cues and person characteristics
merge to trigger stereotype threat. Schmader et al. (2008) suggested that stereotype threat
weakens performance on cognitive and social tasks that require controlled processing. The
researchers identified working memory as the general executive resource. Schmader et al. (2008)
suggested that working memory is related to efficient performance on a wide range of cognitive
and social tasks, which require coordinated information processing while controlling interference
and distractions.

After the researchers identified working memory as a core cognitive factor associated
with stereotype threat, they then considered the processes that are possibly involved in
threatening situations that could disrupt working memory. These processes involve a heightened
physiological stress response and an increased monitoring of cues. Monitoring environmental

cues helps to make clear the meaning that the situation implies about the individual and/or group.
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Schmader and colleagues (2008) emphasized that stereotype threat creates increased
monitoring, heightened physiological arousal, and a state of cognitive imbalance. These factors
can lead individuals to evaluate their experience in a biased way, which can elicit negative
thoughts and feelings. In addition, targets of stereotype threat attempt to avoid confirming
stereotypes by performing well. In doing this, they are actively suppressing stereotypical and
anxious thoughts that conflict with their task goals.

Last, within these processes lie three fundamental reasons why task performance may be
impaired. Schmader and colleagues (2008) outlined these reasons as:

(a) a direct physiological impairment of prefrontal processing caused by activation of the

hypothalamic-pituitary-adrenal axis (b) increased vigilance toward endogenous or

exogenous cues to assess the self within the situation, and (c) active efforts to suppress or

push out of mind stereotypic thoughts and anxious feelings. (p. 338)

Exploring the Self-fulfilling Prophecy

Over time, the self-fulfilling prophecy has been associated with social difficulties by
creating feelings of social inequality and incompetence. This can decrease academic achievement
of minority students and fuel discrimination (e.g., Merton, 1948; Rosenthal & Jacobson, 1968;
Weinstein et al., 2004). Although relevant, Merton’s empirical tests of the self-fulfilling
prophecy did not gain significance until 20 years later when Rosenthal and Jacobson (1968)
published results of a groundbreaking experiment showing that teachers’ expectations had self-
fulfilling effects on students’ 1Qs. Rosenthal and Jacobson (1968) theorized that disadvantaged
students may perform worse in school compared to their advantaged peers because this is what
their teachers expect of them. They also considered that disadvantaged students may perform
better if their teachers expected them to make academic improvements. To test this, they

informed elementary school teachers that Harvard researchers designed an IQ test that could
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detect “intellectual blooming.” They then pointed out which students had been identified as “late
bloomers” by the test. They also identified which students would have significant increases in
their IQs throughout the school year. There was no actual test to measure intellectual blooming.
Instead, the students had only been given an IQ test, and randomly assigned to groups that would
be labeled as late bloomers. Because the late bloomers were chosen at random, they were no
different from any other students, other than their teachers’ expectations for their academic
performance. Consequently, Rosenthal and Jacobson (1968) found that any distinction in 1Q
scores at the end of the school year was credited to a self-fulfilling prophecy. By the end of the
school year, the late bloomers had significantly greater IQ gains than other students.

Madon et al. (1997, 2003) found that overall, positive expectations tend to yield greater
self-fulfilling effects on targets’ behaviors than negative expectations and some targets are more
vulnerable or sensitive to self-fulfilling prophecies than others. Vulnerable targets can include
individuals with low levels of self-efficacy (Willard et al., 2008) and unclear self-views (Swann
& Ely, 1984), as well as those who are stigmatized due to their membership in stereotyped
groups (Jussim et al., 1996; Madon et al., 1997; Smith et al., 1998). Targets are also more
vulnerable to self-fulfilling prophecies when they are motivated to get along with perceivers
(Snyder & Haugen, 1995), want to affiliate with perceivers (Sinclair et al., 2005), behave
deferentially when interacting with perceivers (Smith et al., 1997), desire to make a good
impression on perceivers (Zanna & Pack, 1975), and perceivers control resources they want (von
Baeyer et al., 1981). This is absolutely the case with many minority individuals because in most
academic cases, they tend to behave differently, or code switch, to protect their perceivers’ views
of them. They may also believe maintaining a good impression will benefit them more by

producing better academic results.
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The Self-fulfilling Prophecy and its Implications on African American Individuals

Research on self-fulfilling prophecies and its implications for African Americans appear
to be significantly dated and under-researched. Much of the research centered around self-
fulfilling prophecies seem to be centered around Latinx individuals and women. This gap in the
research highlights the need for data that include the African American population, especially
because there is a surplus of data and research surrounding the effects of stereotype threat on
African Americans and there is evidence that stereotype threat can induce a self-fulfilling
prophecy.

Merton suggested that the self-fulfilling prophecy could create large-scale social
problems that involved many people. Early in the 20th century, Merton described how African
Americans were prohibited from joining labor unions on grounds that they were strikebreakers.
Strikebreakers are individuals who were not employed by a company before the trade union
dispute but hired after or during a strike to keep the organization operating. As a result of this
practice, African American workers had little opportunities to work. This condition forced them
to accept any chance to work, including work that became available when White union laborers
went on strike. Therefore, Merton concluded that the shared belief that African Americans were
strikebreakers caused them to become strike breakers out of necessity, resulting in a self-
fulfilling prophecy.

Often, it is asserted that teachers use information related to a multitude of individual
student characteristics to form their expectations of students (e.g., Bandura, 1997; Keogh, 2000;
Muller et al., 1999). Many individual student characteristics can influence teacher beliefs about
their students. There has been a great deal of research that analyzes the implications of these

characteristics for student learning (e.g., Baron et al., 1985; Obiakor, 1999; Solomon et al.,
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1996). Characteristics can include gender, ethnicity, social class, stereotypes, diagnostic labels,
physical attractiveness, language style, the age of the student, personality and social skills, the
relationship between teacher and student background, names, other siblings and one parent
background. Many of these characteristics are unique to the student and can be influenced by the
individual’s background, upbringing, and beliefs, which can include ethnicity and environmental
factors.

Wigfield et al.’s (1999) research found that teachers’ expectations for White students
were significantly more positive than for their African American students. Data showed that
teachers rated African American children lower on academic scales than White students. The
teachers also rated the ability of the African American students to make friends and their own
enjoyment in working with them lower than their ratings for White students. While these data
show that teachers’ expectations for student performance can depend on ethnicity, these data do
not support that African American students were more susceptible to self-fulfilling prophecies.
Entwisle and Alexander (1988) found in their study of 825 first-year students that the African
American students started school with slightly higher standardized test results in reading than
their White peers. Due to this and other students’ variables that were considered, the researchers
predicted that the African American students would achieve better grades on their first reports
than the White students would. However, the opposite happened. Entwisle and Alexander (1988)
found a small difference in reading grades, which favored the White students. By the end of the
year, this had transformed into a significant difference, which was also shown in the reading test
results. This led the researchers to assume that the teachers’ expectations, which were reflected

in their grades, had a significant effect on the educational achievement of the students. Even
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though this research did not specifically highlight and define a self-fulfilling prophecy, it showed
that teacher expectations of students have an impact on student performance.
The Self-fulfilling Prophecy and its Implications on Latinx Individuals

This section discusses how the self-fulfilling prophecy impacts Latinx individuals and
other factors that can induce the self-fulfilling prophecy. Guyll et al. (2010) analyzed the
correlation between acculturation, ethnic identity, and educational outcomes in Latinx
individuals. They hypothesized that self-fulfilling prophecies, stigma consciousness, and
stereotype threat play a significant role in educational outcomes. These factors could greatly
impact an individual’s performance due to the internal processes and stress that can cause
decreases in performance. Self-fulfilling prophecies, stigma consciousness, and stereotype threat
should be considered because each highlight how beliefs and expectations influence an
individual’s behavior and performance in educational settings. The factors mentioned are
important to Latinx individuals because they bring their own culturally influenced normes,
attitudes, and behaviors to the academic environment.

Stigma consciousness is “the extent to which people are self-conscious about being a
member of a stereotyped group and expect to be stereotyped by others” (Brown & Pinel, 2003, p.
627). Individuals who endorse higher levels of stigma consciousness have the tendency to
perceive greater levels of discrimination against themselves and other members of their group.
They also are prone to beliefs that their group membership impacts their social interactions and
experiences, leading them to perceive negative and ambiguous feedback as discriminatory
(Major et al., 2003). Overall, stigma consciousness has been shown to be associated with lower

academic performance and disengagement from school (Brown & Lee, 2005; Pinel et al., 2005).
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Guyll et al.’s (2010) goal was to study how acculturation variables and ethnic identity
could induce self-fulfilling prophecies, stigma consciousness, and stereotype threat and influence
Latinx individuals’ academic outcomes. Like research regarding impacts on African American
performance in the presence of stereotype threat, the researchers found that when a Latinx
individual has knowledge about social roles and stereotypes, it has an impact on the individual’s
behavior in ways that can impact academic performance. Additionally, Guyll et al. (2010) found
that Latinx students who have previously experienced discrimination may experience stigma
consciousness. They found that these individuals may also be prone to stereotype threat because
they have become aware of their group’s stigmatized status. This research is relevant because we
have learned from previous chapters that minority individuals are especially vulnerable to
stereotype threat and tend to display differences in behavior when it is present. These shifts in
behavior have the tendency to hinder and impact performance, resulting in a self-fulfilling
prophecy.

Prior to this research, Tenenbaum and Ruck (2007) carried out a meta-analysis that found
that teachers tend to have lower expectations for Latinx students in comparison to Euro-
American students. However, their research does not support or disconfirm whether self-
fulfilling prophecies influence the academic performance of Latinx individuals. Hill and Torres
(2010) indicated that cultural differences can promote negative beliefs from teachers. This notion
gives support to the idea that factors related to acculturation and ethnic identity could cause
teachers to develop negative beliefs about Latinx students’ academic abilities, which can lead to
the onset of self-fulfilling processes. Guyll et al. (2010) suggested that acculturation status and
ethnic identity could lead perceivers to develop false beliefs about Latinx students that are either

target based or stereotype based. Holding beliefs about an individual that are stereotype based
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can result in the perceiver shifting their actions toward the individual, which can also induce a
self-fulfilling prophecy. Acculturation-related variables may cause perceivers to develop false
target-based beliefs about Latinx students. For example, low English proficiency impedes on the
ability to understand the curriculum, causing poor performance. However, it is not uncommon
for teachers to falsely attribute poor performance to lower intelligence or motivation (Ross,
1977). This erroneous notion can provoke a self-fulfilling prophecy in which students are given
fewer challenging instructions, fewer opportunities, and less information about academic and
career paths.

Acculturation may also influence Latinx students’ academic outcomes by way of parent
and teacher interactions. For instance, Hill and Torres (2010) stated that Latinx parents who are
less acculturated tend to view parental involvement in school-related matters as an insult to the
teacher’s authority. As a result, their lower engagement may be understood as a lack of concern
about their child’s learning. When cultural differences are present, it is thought that teachers tend
to make less effort to involve parents in academic matters. This can cause teachers to perceive
those parents to value education less (Epstein & Dauber, 1991), which in turn is associated with
perceiving the children to be less intelligent (Hauser-Cram et al., 2003; Hill & Craft, 2003).
Consequently, this is suggesting that low acculturation can cause misinterpretations of parental
roles and negative beliefs about children’s academic ability, which could activate a self-fulfilling
prophecy.

It is likely that stereotyping does not induce a self-fulfilling prophecy immediately, but it
leads teachers and administrators to estimate a Latinx student’s performance in a subjective or
biased way. For instance, teachers who judge their Latinx students’ performance based on

stereotypes or biases may assign grades that are lower than the student’s actual achievement.
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Jussim (1991) stated that in this situation, grades do not suggest a self-fulfilling process. This is
because they are not related to an actual decrease in achievement, but in a false assessment. The
false assessment then becomes part of the student’s educational record, which could lead
perceivers to develop false beliefs about the student. This could lead to biased or differential
treatment toward the student and self-fulfilling prophecies later in life. For instance, poor grades
that the student did not deserve can decrease later educational opportunities. All the
aforementioned factors can then lead to a self-fulfilling process. First, one perceiver has provided
false information, and the next perceiver presumes that previously given information to be
accurate. The next perceiver then uses it to make decisions that can reduce the student’s
opportunities for educational success.
The Self-fulfilling Prophecy and its Implications on Women

Research suggests women are also susceptible to stereotype threat, which puts them at
risk for experiencing self-fulfilling prophecies. One way that women are susceptible to the self-
fulfilling prophecy is being involved in social gender roles. Kollmayer et al. (2016) suggested
that the school setting can reflect several systems that an individual can be confronted with in the
real world or in society. Those systems can include gender relations, social gender roles, and
even gender stereotypes. Ashmore and Del Boca (1979) described gender roles as “complex sets
of beliefs about individual characteristics, including competences, abilities, interests, and roles
performed by women and men” (p. 220). Research has indicated that women and men are
considerably different in terms of social and achievement-oriented characteristics. Common
stereotypes posit that men tend to be independent, aggressive, and decision-makers.

Conversely, women are thought of as kind, helpful, and considerate toward others (Kite

et al., 2017). These social stereotypes are not always adaptive because it can cause cognitive
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dissonance when the individual does not fit into the social box they were assigned to. When we
reflect on differences between women and men, stereotypes propose that masculinity is often
related to agency and instrumentality, while femininity is associated with communion and
expressivity (Kachel et al., 2016).

Burgess and Borgida (1999) pointed out that stereotypical beliefs can lead members of
society to believe that females and males lack the necessary qualities to succeed in areas
occupied by the opposite gender. For instance, others may believe men are not meant to be
emotional or nurturing because that is a woman’s place or role. Women who are independent and
confident are thought to exude masculine energy. These social concepts can be very harmful to
the individual who does not fit into one social category. Research has revealed that stereotype-
based expectations can have self-fulfilling effects on targets’ behavior (e.g., Anderson & Bem,
1981; Buchanan & Hughes, 2009). For instance, Snyder et al.’s (1977) research on the
attractiveness stereotype showed that men looked for more sociable behavior from women they
falsely believed were attractive than from women they falsely believed were unattractive. Within
this study, the women’s behavior shifted because of how men treated them. Expectedly, the men
were more friendly toward the women they falsely believed were attractive than toward the
women they falsely believed were unattractive. This study further supported the notion that how
a perceiver feels about someone can dictate how they treat them. The women who were treated
in a warm and friendly manner were more social and friendly than those who were not treated in
that manner. The findings of this study showed how stereotypic beliefs can have self-fulfilling
effects on targets’ behaviors. There is limited research on the impact of stereotype threat and

women’s vulnerability to self-fulfilling effects.
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Does Stereotype Threat Induce the Self-fulfilling Prophecy?

A stereotype situation can provoke a self-fulfilling prophecy. When a group is labeled
negatively, this can cause the individuals within the group to ultimately act the way they are
expected to, which confirms those stereotypes. When others do not treat the stereotyped group as
equal to another group, this can cause stereotypes to provoke self-fulfilling prophecies. Consider
a minority group perceived as incapable of understanding technical information. Due to the
perceiver thinking that they have low comprehension, they may not be given the proper technical
training. This results in the minority group lacking the necessary skills to be employed in
technical occupations or settings. The lack of employment in the technical field for the minority
group is a misrepresentation used as confirmation that the stereotype was correct, evoking a self-
fulfilling prophecy.

Research has found that under naturalistic conditions, expectations lead to more powerful
self-fulfilling prophecies when they are negative than when they are positive (e.g., Brophy, 1983;
Brophy & Good, 1974; Eccles & Wigfield, 1985). This process has been named the Golem
effect. When considering why negative expectations may be more powerful than positive ones,
data have shown that people often consider negative information more useful than positive
information (e.g., Kanouse & Hanson, 1971; Skowronski & Carlston, 1989; Taylor, 1991).
Individuals tend to react more strongly to negative feedback than to positive feedback (Coleman
et al., 1987) and often consider losses more heavily than rewards when making decisions
(Kahneman & Miller, 1986). This research suggests that people may contemplate the effects of
losing or failing more than they consider the effects of success, which can cause shifts in
behavior and performance. The inclination for people to emphasize and be more motivated by

negative versus positive information suggests that negative expectations may create stronger
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self-fulfilling prophecies than positive expectations. Further, Steele (1997) proposed that
repetitive encounters with stereotype threat can lead to learned helplessness. Learned
helplessness is a coping process in which a person decreases their efforts due to fear of
incompetence when attempting to master tasks. When an individual displays learned
helplessness, this can be perceived as a self-fulfilling prophecy. When an individual is in a
situation of stereotype threat, it is possible that they learn to decrease efforts to self-preserve
against feelings of incompetence. This can lead to decreased performance, which can be
perceived as incompetence or lack of ability.
Chapter IV Limitations

Madon et al. (2018) sought to explore if the self-fulfilling effect of stereotypes can
accumulate across perceivers. Madon and colleagues showed that the self-fulfilling effects of
parents’ expectations on their adolescents’ alcohol use accumulate across mothers and fathers
(Madon et al., 2004), and over time among adolescents (Madon et al., 2006). Even though our
results showed that stereotypes can have cumulative self-fulfilling effects, we demonstrated this
effect with social groups about whom people feel relatively comfortable expressing negative
attitudes (e.g., Haines et al., 2016; Leskinen et al., 2015; Puhl & Heuer, 2009). As such, our
procedures might have increased the chances that participants would treat targets in line with
their stereotypes, a necessary step in the self-fulfilling prophecy process. This raises the
possibility that perceivers may be less inclined to apply their stereotypes to groups with greater
protected status (Madon et al., 2005), such as those associated with race or military service, in
which case a stereotype’s cumulative self-fulfilling effect may be mitigated or even preempted.

Schmader et al. (2008) tested the idea that targets of stereotype threat try to regulate their

emotions and that this regulation depletes executive resources, resulting in underperformance.
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Across four experiments, they provided converging evidence that targets of stereotype threat
spontaneously attempt to control their expression of anxiety and that such emotion regulation
depletes executive resources needed to perform well on cognitive ability tests. They also
demonstrated that providing threatened individuals with a means to effectively cope with
negative emotions—by reappraising the situation or the meaning of their anxiety—could restore
executive resources and improve test performance. While these researchers gave evidence to the
cognitive effects of stereotype threat, their study did not answer directly what motivation leads
targets of stereotype threat to regulate their negative emotions. Telling threatened participants
their anxiety was being measured merely allowed them to exhibit the regulation strategy they
were employing. Theoretically, it seems plausible that targets experiencing stereotype threat
would be motivated to suppress public expression and their private experience of anxiety. Thus,
we cannot rule out the possibility that motivation to suppress their emotional experience fueled
their efforts to avoid expressing these emotions to others.

Rubie-Davies et al. (2006) sought to compare teacher expectations and judgments with
actual student achievement. Their study provided evidence for the high-expectation student
groups of the Galatea effect (positive self-fulfilling prophecy) identified by Babad et al. (1982).
While Rubie-Davies et al. (2006) provided a means of quantitatively assessing teachers’
expectations and judgments and comparing these with student achievement, their study had
limitations. One limitation was that the role of the ethnicity of students as a factor in teachers’
expectations was one objective of the paper and so other potential factors that may better explain
the differential expectations of teachers and rates of progress of students were not explored. For
example, social class was not a covariate in the analyses and may have been a factor. Future

research could more closely consider variables alongside teacher expectations (e.g., student
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and/or home factors) that may account for the differential achievement found in the current
study. Second, the ethnicity of teachers was not considered as a variable that could have
influenced their expectations. There was a range of teacher ethnicities in both low and high
socioeconomic schools making such an analysis problematic. However, it is of note that all three
Pacific Island teachers in the current study were in schools with larger numbers of Maori and
Pacific Island students. It is possible that they may have had higher expectations for the students
from similar backgrounds to themselves and that this could have influenced the finding of more
positive expectations and achievement for Pacific Island students when compared with Maori.
Whaley (2020) analyzed traditional stereotype threat hypotheses. The research involved
psychosocial outcomes of cognitive functioning, academic disidentification, and a sense of
mastery or generalized self-efficacy (see Spencer et al., 2016; Steele, 1997; Steele et al., 2002).
Their study was consistent with Steele et al.’s (2002) idea that race prime together with
diagnostic condition is very likely to lead to stereotype threat activation. Their research also
assumed that stereotype threat is more relevant to the individual or target. Their study failed to
display evidence of generalizability at the general population level. This shows that broad
applications of stereotype threat theory to education, health, criminal justice, and other spheres of

African American life may be less developed and need further research.
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CHAPTER V: PROPOSED MODEL AND CLINICAL IMPLICATIONS

There is a significant need for research to understand psychological mechanisms that may
contribute to the racial/ethnic and gender academic achievement gap (Bali & Alvarez, 2004;
Brown-Jeffy, 2009; Fletcher & Tienda, 2010). Kingdon and Cassen (2010) indicated that
historically there has been concern about the achievement of African American and Latinx
students, which is still relatively lower on average, though improving. Stereotype threat can
produce several psychological processes within minority individuals that can negatively impact
educational performance. Steele and Aronson (1995) suggested that stereotype threat refers to
the concern or worry one feels when one is at risk of confirming, as self-characteristic, a negative
stereotype about one’s group. This research is classic and relevant in that it highlights the anxiety
one feels about being a part of a group that holds a negative stereotype.

This document outlined how discrimination fuels stereotypes and how those stereotypes
put minority individuals at risk for unfair treatment in many contexts. Being aware of the
stereotype about one’s group has detrimental effects. We know that it can impact one’s self-
efficacy, which is essential to effective task performance. When an individual has low self-
efficacy, this is reflected in their performance overall. Low self-efficacy has been shown to
produce the imposter phenomenon, which also has a significant impact on performance. Due to a
history of racism and gender discrimination, many minority individuals have experienced
cultural mistrust, which has an impact on how they perceive education. Having a solid sense of
identity as a minority is critical to self-efficacy. Individuals who have a strong sense of their
minority identity can use this as a protective factor against the effects of stereotype threat and

discrimination and can increase self-efficacy.
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Although there is a need to discuss the processes that can impact minority performance,
the current literature is limited and dated. Limitations on the current research have been
discussed and a process model of the impact of stereotype threat on self-efficacy and minority
performance has been proposed in an attempt to fill in the gaps in literature.

Limitations of Integrated Process Model of Stereotype Threat

Schmader et al.’s (2008) model accounts for a variety of occurrences. The model explains
why minority individuals and women tend to underperform in some academic areas. The model
also accounts for why many interracial interactions can often be experienced as uncomfortable or
awkward. Their model is strong, in that it combines physiological, affective, cognitive, and self-
regulation processes to clarify challenges that are linked with situational stigma. While
Schmader et al.’s (2008) model adds to the literature on stereotype threat, it does not include
specific factors that could be present within the minority individual during the threatening
situation. For instance, the researchers do not add information on how cultural mistrust can
impact stereotype threat and how stereotype threat can elicit phenomena such as imposter
syndrome and the self-fulfilling prophecy. These factors are important to consider because they
are specifically impacted by stereotype threat.

Process Model: Impact of Stereotype Threat on Self-Efficacy and Minority Performance

Bandura (1977) described self-efficacy as the ability to orchestrate and apply existing
skills toward the execution of a behavior. This document explored how self-efficacy can be
hindered by factors such as stereotype threat, imposter phenomenon, cultural mistrust, and self-
fulfilling prophecy. When self-efficacy is hindered, we tend to see a decrease in academic
performance, which can somewhat account for the minority education gap. The objective of the

proposed model was to outline the process of the impact of stereotype threat on self-efficacy and
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minority performance. This model targets minority populations, such as African Americans,
Latinx individuals, and women.

The first stage (a) in this process happens when the minority individual is made aware of
negative stereotypes about their identified group. We know that making people aware, either
blatantly or subtly, of negative stereotypes relevant to a social group to which they belong can
impair performance (Steele, 1997; Steele et al., 2002). Clark et al. (2009) also suggested that
there is the possibility that being aware of negative stereotypes can affect the certainty that
individuals have in their performance-related perceptions, causing a decline in performance.
When the individual is made aware of the negative stereotype in any capacity, the individual
begins to become concerned about being evaluated negatively. This is when stereotype threat
arises.

The second stage (b) involves stereotype threat being present. Steele et al.’s (2002)
research assumed that stereotype threat is the product of heightened concern about being
negatively evaluated. This step follows the awareness of negative stereotypes because as Steele
and Aronson (1995) suggested, stereotype threat involves concern or worry one feels when at
risk of confirming a negative stereotype about one’s group. When a minority individual is made
aware of their belonging to a negatively perceived group, it is plausible that stereotype threat can
arise, causing increased worry. Stereotype threat can promote excessive cognitive and affective
responses. These responses can become draining, therefore decreasing an individual’s confidence
in their abilities.

One response to stereotype threat is addressed in the third stage (c) in this process, which
occurs when cultural mistrust arises. Terrell and Terrell (1981) recognized that for some minority

students, higher levels of mistrust are linked with underperformance on standardized and
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intelligence tests. Research further suggested that students who report higher levels of cultural
mistrust are more likely to disengage from academic tasks and devalue education (Irving &
Hudley, 2005). For instance, Benner and Graham (2011) found that cultural mistrust may have a
greater influence on the academic achievement of Latinx male students. Whaley and Smyer
(1998) also found that cultural mistrust decreased African American students’ perceptions of job
competence and of global self-worth. When cultural mistrust is present, the minority individual
is prone to distrust individuals outside of their race, especially if that individual is evaluating the
minority person. After the minority individual experiences stereotype threat and cultural
mistrust, this is thought to provoke an anxious response.

When stereotype threat causes one to be unsure that they can competently perform a task,
their anxiety levels increase and their ability to focus on that task weakens. This brings us to the
fourth stage (d) within this process model. Johns et al. (2008) proposed that being the target of a
negative stereotype can hurt performance because regulating one’s anxious response to the
situation seizes the executive resources necessary for performing well in such domains. The
anxious response that is present during this stage can manifest as physical, emotional, and/or
cognitive depletion. During this anxious response, it is likely that the minority individual is now
doubting their ability to perform well at the given task. This is demonstrated as the imposter
phenomenon.

The fifth stage (e) discusses ruminations/negative thoughts. The anxious response that
was previously mentioned can induce the imposter phenomenon, which can also lead to
ruminations and a cycle of negative thoughts. High anxiety is linked to recurrent negative
thoughts, which can be perceived to be distressing, intrusive, and difficult to control (Glass &

Arnkoff, 1994; Kent & Jambunathan, 1989; Sarason & Sarason, 1990). This is relevant during
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task performance. When a minority individual is performing an academic task, it is difficult to be
successful at that task when negative thoughts are present. Stereotype threat also makes
stereotypic thoughts accessible to the minority individual (Davies et al., 2002; Inzlicht et al.,
2006; Steele & Aronson, 1995) and can increase the prevalence of negative thoughts (Cadinu et
al., 2005). Due to the distraction of negative and intrusive thoughts, task performance weakens.
The next stage (f) of this process occurs when the imposter phenomenon happens. When
a minority individual is experiencing the imposter phenomenon, they fear being found unworthy
of their success (Clance & Imes, 1978). Subsequently, impostors impose stress upon themselves
to perform well, meet personal expectations, demonstrate that they are deserving of success, and
to disconfirm their own negative view of themselves. Strong feelings of the imposter
phenomenon can impede academic success, by causing individuals to disengage from their
academic endeavors. They may also tend to avoid situations where they know they will be
evaluated, have constant feelings of inadequacy, and exhibit an unhealthy pressure to succeed
(Ross et al., 2001). Research suggested that such factors lead to verbal ruminations or worries
about performance and worries about confirming the disparaging stereotype, reducing working
memory resources required to solve difficult problems (Beilock et al., 2007; Cadinu et al., 2005).
The effects of the imposter phenomenon are highly apparent within minority populations
and can lead to a decrease in perceived self-efficacy, which highlights the seventh stage (g) of
the process model. Research has indicated that students with high self-efficacy persevere and
perform well, while those with low self-efficacy give up and disengage (Schunk & Pajares,
2002). Self-efficacy beliefs have been positively linked to academic achievement, performance
expectancies, self-perceptions of competence, and possessing positive attitudes toward subject

matter (Reid, 2013). Merolla (2017) suggested that self-efficacy is linked to educational
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achievement because students who have higher levels of self-efficacy are more likely to engage
in behaviors that are conducive to high achievement. Internal stress, such as imposter
phenomenon and cultural mistrust, can lead to lower levels of self-efficacy and poor performance
due to cognitive and emotional strain. Having at least average levels of self-efficacy is essential
to student task performance because it can serve as a motivational factor to do well on given
tasks.

While the minority individual is experiencing ruminations and/or negative thoughts, they
tend to spend more time attempting to disconfirm the negative stereotype about their group. This
is the eighth step (h) within this process model. Minority individuals tend to spend more time
attempting to disconfirm negative stereotypes instead of focusing on the task itself. This can
cause decreased performance due to focusing more on the anxiety that has been induced, rather
than performing well at the given task. The concept of effortful coping is defined as the spending
of high levels of effort to overcome barriers to achievement, such as discrimination, typically
faced by disadvantaged populations (James et al., 1983). This strategy of expending enormous
amounts of effort to overcome one’s disadvantaged position in society often has unfavorable
impacts on one’s physical and mental health (James et al., 1983). Effortful coping can lead to
burnout due to an excessive amount of energy being distributed.

Expending substantial amounts of effort can be extremely draining, physically, mentally,
and emotionally. Such exhaustion can lead to a minority individual’s executive resources being
depleted, which is the ninth stage (i) of this model. Executive resources are needed for high-
order cognitive functioning. Schmader and Johns (2003) found that performance declines happen
because of a reduction in working memory capacity—a limited cognitive resource similar to

executive attention (Engle, 2002; Feldman Barrett et al., 2004). Beilock et al.’s (2007) findings
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supported that negative stereotypes hurt performance by increasing mental workload (Croizet et
al., 2004) and exhausting executive control capacity (Inzlicht et al., 2006). Schmader et al.
(2008) provided evidence that emotion regulation depletes executive resources needed to
perform well on tests of cognitive ability.

When the executive resources have been depleted, the 10th step (j) suggests that task
performance is decreased. When task performance is decreased, the minority individual tends to
display lower academic performance. Decreased interest in doing well or completing that task
may also occur. For instance, Steele (1997) proposed that repetitive encounters of stereotype
threat can lead to learned helplessness. Learned helplessness is a coping process in which a
person decreases their efforts due to fear of incompetence when attempting to master tasks.
Decreased effort can then lead to poorer academic performance, which can also account for
education gaps within minority individuals.

The final step (k) within this model occurs when the task performance is decreased,
confirming the negative stereotype from step one. This activates a self-fulfilling prophecy. Self-
fulfilling prophecies do not always mean that an individual is not competent in a task. However,
it suggests that the way that others evaluate them can impact how they evaluate themselves,
leading to decreased performance. For instance, teachers who judge their Latinx students’
performance based on stereotypes or biases may assign grades that are lower than the student’s
actual achievement. Jussim (1991) stated that in this situation, grades do not suggest a self-
fulfilling process. This is because they are not related to an actual decrease in achievement, but
to a false assessment. Rosenthal and Jacobson (1968) theorized that disadvantaged students may
perform worse in school compared to their advantaged peers because this is what their teachers

expect of them. The final step of this model relates to the first step because when the individual



is aware of the stereotype, they work harder to disconfirm the stereotype. This creates internal
responses that decrease task performance, which in turn fulfills the self-fulfilling prophecy.
Figure 1

Process Model of the Impact of Stereotype Threat on Self-Efficacy and Minority Performance

-
d.
h‘ -

L
b.

Case Example

The model’s first step (a) happens when the individual is made aware of the stereotype.
Rhoda is on an internship and is asked to give a presentation on any topic that she chooses. She
is the only Black intern in her cohort and decides to present on African American help-seeking
behaviors. Rhoda became aware that she was the only Black intern on the Zoom call of about 40-
45 other people and immediately thought to herself, “They probably think that I am not smart
because I’'m Black.” This takes us to the next step (b), where the stereotype threat becomes
present. Rhoda is now aware that every person on the call is evaluating her presentation and how
well she can convey her message. The third step (c) occurs when cultural mistrust arises. She
becomes nervous about how her White colleagues and supervisors perceive her, which triggers
an anxious response (d). Rhoda then begins to have ruminations (e) about how terribly she must

be doing during this presentation and how everyone must think that she is an unintelligent Black
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girl. Rhoda then begins to experience the next step of imposter syndrome (f). She begins to feel
like a fraud, as if she does not belong on the internship, and that she has not worked as hard as
her White colleagues to be on the internship. Her self-efficacy then decreases (g), and she begins
to feel like a failure. Rhoda becomes hyper-focused on the negative stereotype (h), working extra
hard to sound more intelligent and suppress her anxiety. Because Rhoda was experiencing so
much internally, she did not do her best on her presentation because her executive resources were
depleted (i). She stuttered, missed important points, and spoke too fast. Even though she knows
so much about African American help-seeking behaviors firsthand, she did not present at her full
potential. Now that she has not performed the task at its best (j), Rhoda thinks that she has
confirmed the initial stereotype that Black women are not smart, which resulted in a self-
fulfilling prophecy (k).

Clinical Implications and Future Directions

Future research could focus on gaps in literature surrounding the effects of stereotype
threat in minority individuals and how it impacts performance. Self-efficacy is a component that
is greatly impacted by stereotype threat, and it is essential to understand this concept in an
attempt to account for differences in minority performance. Low self-efficacy can produce other
internal processes that are also under-researched for minority individuals. Future research can
focus on how these processes work together and how collectively they can hinder the
effectiveness of academic performance.

Clinical implications of the proposed model could be used as a way to increase cultural
competency when working with minority individuals. Clinicians and professionals within this
field should be aware of the process and the significant impact of stereotype threat. Not only
does stereotype threat impact performance, but it also hinders an individual’s identity, leading to

mental distress. Clinicians could use this model to understand the internal processes that occur
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and that impact executive resources, such as working memory. These factors are essential to
understanding components that hinder minority individuals within the context of education.
Having knowledge about stereotype threat and the processes that it triggers can assist clinicians

in understanding the difficulties of simultaneous emotion regulation and task performance.



88

References

Acosta, V. R., & Carpenter, L. J. (2012). Women in intercollegiate sports. A longitudinal,
national study thirty-five-year update. http://webpages.charter.net/womeninsport

Adler, N. E., Epel, E. S., Castellazzo, G., & Ickovics, J. R. (2000). Relationship of subjective and
objective social status with psychological and physiological functioning preliminary data
in healthy White women. Health Psychology, 19, 586-592. doi:10.1037/0278-
6133.19.6.586

Aclenei, C., Martinot, D., Sicard, A., & Darnon, C. (2020). When an academic culture based on
self-enhancement values undermines female students’ sense of belonging, self-efficacy,
and academic choices. Journal of Social Psychology, 160(3), 373-389. https://doi-
org.nl.idm.oclc.org/10.1080/00224545.2019.1675576

Ali, S., McWhirter, E., & Chronister, K. (2005). Self-efficacy and vocational outcome
expectations for adolescents of lower socioeconomic status: A pilot study. Journal of
Career Assessment, 13, 40-58. https://doi.org/10.1177/1069072704270273.

Anderson, S. M., & Bem, S. L. (1981). Sex typing and androgyny in dyadic interaction:
Individual differences in responsiveness to physical attractiveness. Journal of Personality
and Social Psychology, 41, 74-86.

Appel, M., & Kronberger, N. (2012). Stereotypes and the achievement gap: Stereotype threat
prior to test taking. Educational Psychology Review, 24(4), 609-635. https://doi-
org.nl.idm.oclc.org/10.1007/s10648-012-9200-4

Applehans, B. M., & Luecken, L. J. (2006). Attentional processes, anxiety, and the regulation of

cortisol reactivity. Anxiety, Stress & Coping: An International Journal, 19, 81-92.



&9

Armenta, B. E. (2010). Stereotype boost and stereotype threat effects: The moderating role of
ethnic identification. Cultural Diversity & Ethnic Minority Psychology, 16(1), 94-98.
https://doi-org.nl.idm.oclc.org/10.1037/a0017564

Aronson, E. (2002). Building empathy, compassion, and achievement in the jigsaw classroom. In
Aronson, J. (Ed.), Improving academic achievement: Impact of psychological factors on
education (pp. 209-225). Academic.

Aronson, J., & Inzlicht, M. (2004). The ups and downs of attributional ambiguity. Psychological
Science, 15(12), 829-836. https://doiorg.nl.idm.oclc.org/10.1111/j.0956-
7976.2004.00763.x

Ashmore, R. D., Deaux, K., & McLaughlin-Volpe, T. (2004). An organizing framework for
collective identity: Articulation and significance of multidimensionality. Psychological
Bulletin, 130(1), 80-114. https://doi-org.nl.idm.oclc.org/10.1037/0033-2909.130.1.80

Ashmore, R. D., & Del Boca, F. K. (1979). Sex stereotypes and implicit personality theory:
Toward a cognitive—social psychological conceptualization. Sex Roles, 5(2), 219-48.

Atkinson, D. R., Morten, G., & Sue, D. W. (1979). Counseling American minorities. William C.
Brown.

Atkinson, D. R., Morten, G., & Sue, D. W. (1989). Counseling American minorities (3rd ed.).
William C. Brown.

Austin, N. L., Carter, R. T., & Vaux, A. (1990). The role of racial identit in Black students’
attitudes toward counseling and counseling centers. Journal of College Student
Development, 31, 237-244.

Avero, P., Corace, K. M., Endler, N. S., & Calvo, M. G. (2003). Coping styles and threat

processing. Personality and Individual Differences, 35, 843-861.



90

Babad, E. Y., Inbar, J., & Rosenthal, R. (1982). Pygmalion, galatea, and the golem:
Investigations of biased and unbiased teachers. Journal of Educational Psychology, 71,
459-474.

Bachay, J. (1998). Ethnic identity development and urban Haitian adolescents. Journal of
Multicultural Counseling and Development, 26, 96-110.

Bali, V. A., & Alvarez, R. M. (2004). The race gap in student achievement scores: Longitudinal
evidence from a racially diverse school district. Policy Studies Journal, 32, 393-415.

Bandura, A. (1977). Self-efficacy: Towards a unifying theory of behavioral change.
Psychological Review, 84, 191-215.

Bandura, A. (1997). Self-efficacy: The exercise of control. Freeman.

Bandura, A., Barbaranelli, C., Caprara, G. V., & Pastorelli, C. (2001). Self-efficacy beliefs as
shapers of children’s aspirations and career trajectories. Child Development, 72(1), 187-
206, doi:10.1111/1467-8624.00273.

Bandura, A., & Locke, E. A. (2003). Negative self-efficacy and goal effects revisited. Journal of
Applied Psychology, 88, 87-99.

Baron, R. M., Tom, D. Y. H., & Cooper, H. M. (1985). Social class, race, and teacher
expectations. In J. B. Dusek (Ed.), Teacher expectancies (pp. 251-269). Erlbaum.

Baumeister, R. F. (1984). Choking under pressure: Self-consciousness and paradoxical effects of
incentives on skillful performance. Journal of Personality and Social Psychology, 46,
610-620.

Baumeister, R. F., Bratslavsky, E., Muraven, M., & Tice, D. M. (1998). Ego depletion: Is the
active self a limited resource? Journal of Personality and Social Psychology, 74, 1252-

1256.



91

Baysu, G., & Phalet, K. (2019). The up- and downside of dual identity: Stereotype threat and
minority performance. Journal of Social Issues, 75(2), 568-591. https://doi-
org.nl.idm.oclc.org/10.1111/josi.12330

Beilock, S. L. (2008). Math performance in stressful situations. Current Directions in
Psychological Science, 17, 339-343.

Beilock, S. L., Rydell, R. J., & McConnell, A. R. (2007). Stereotype threat and working
memory: Mechanisms, alleviation, and spill-over. Journal of Experimental Psychology:
General, 136, 256-276.

Benner, A. D., & Graham, S. (2011). Latino adolescents’ experiences of discrimination across
the first 2 years of high school: Correlates and influences on educational outcomes. Child
Development, 82, 508-519. doi:10.1111/j.1467-8624.2010.01524.x

Benner, A. D., & Graham, S. (2013). The antecedents an consequences of racial/ethnic
discrimination during adolescence: Does the source of discrimination matter?
Developmental Psychology, 49(8), 1602.

Benner, A. D., Crosnoe, R., & Eccles, J. S. (2015). Schools, peers, and prejudice in adolescence.
Journal of Research on Adolescence, 25, 173-188.

Bentall, R. P., Kinderman, P., & Kaney, S. (1994). The self, attribution processes and abnormal
beliefs: Towards a model of persecutory delusions. Behaviour Research and Therapy, 32,
331-341.

Ben-Zeev, T., Fein, S., & Inzlicht, M. (2005). Arousal and stereotype threat. Journal of

Experimental Social Psychology, 41, 174-181.



92
Berke, D. S., Reidy, D. E., Miller, J. D., & Zeichner, A. (2017). Take it like a man: Gender-
threatened men’s experience of gender role discrepancy, emotion activation, and pain
tolerance. Psychology of Men & Masculinities, 18(1), 62-69. https://doi-
org.nl.idm.oclc.org/10.1037/men0000036
Bernal, G., Bernal, M. E., Martinez, A. C., Olmedo, E. L., & Santisteban, D. (1983). Hispanic
mental health curriculum for psychology. In J. Chunn, P. Dunston, & F. Ross-Sheriff
(Eds.), Mental health and people of color (pp. 65-94). Howard University Press.

Bernard, D. L., Hoggard, L. S., Neblett Jr., E. W., & Neblett, E. W. (2018). Racial

discrimination, racial identity, and impostor phenomenon: A profile approach. Cultural
Diversity & Ethnic Minority Psychology, 24(1), 51-61. https://doi-

org.nl.idm.oclc.org/10.1037/cdp0000161

Berry, J. (1992). Acculturation and adaptation in a new society. International Migration, 30(S1),
69-85.

Biafora, F. A., Warheit, G. J., Zimmerman, R. S., Gil, A. G., Apospori, E., & Taylor, D. (1993).
Racial mistrust and deviant behaviors among ethnically diverse Black adolescent boys.
Journal of Applied Social Psychology, 23, 891-910.

Blascovich, J., Spencer, S. J., Quinn, D., & Steele, C. (2001). African Americans and high blood
pressure: The role of stereotype threat. Psychological Science, 12, 225-229.

Blau, F. D., & DeVaro, J. (2007). New evidence on gender differences in promotion rates: An

empirical analysis of a sample of new hires. Industrial Relations, 46, 511-550.

doi:10.1111/5.1468-232X.2007.00479.x



93

Bleich, S. N., Findling, M. G., Casey, L. S., Blendon, R. J., Benson, J. M., SteelFisher, G. K.,
Sayde, J. M., & Miller, C. (2019). Discrimination in the United States: Experiences of
black Americans. Health Services Research, 54, 1399-1408. https://doi-
org.nl.idm.oclc.org/10.1111/1475-6773.13220

Bodner, E., & Mikulincer, M. (1998). Learned helplessness and the occurrence of depressive-like
and paranoid-like responses: The role of attentional focus. Journal of Personality and
Social Psychology, 74, 1010-1023.

Bond, C. F. (1982). Social facilitation: A self-presentational view. Journal of Personality and
Social Psychology, 42, 1042-1050.

Borrel, C., Artazcoz, L., Gil-Gonzalez, D., Pérez, G., Rohlfs, 1., & Pérez, K. (2010). Perceived
sexism as a health determinant in Spain. Journal of Womens’ Health 19, 741-750.
doi:10.1089/jwh.2009.1594

Borrell, L. N., Jacobs, D. R. J., Williams, D. R., Pletcher, M. J., & Houston, T. K. (2007). Self-
reported racial discrimination and substance use in the coronary artery risk development
in adults study. American Journal of Epidemiology, 166, 1068-1079.

Bosson, J. K., Haymovitz, E. L., & Pinel, E. C. (2004). When saying and doing diverge: The
effects of stereotype threat on self-reported versus non-verbal anxiety. Journal of
Experimental Social Psychology, 40, 247-255.

Bottoms, B. L., Davis, S. L., & Epstein, M. A. (2004). Effects of victim and defendant race on
jurors’ decision in child sexual abuse cases. Journal of Applied Social Psychology, 34(1),

1-33.



94

Brondolo, E., Blair, I. V., & Kaur, A. (2018). Biopsychosocial mechanisms linking
discrimination to health: A focus on social cognition. In Major, B., Dovidio, J. F., &
Link, B. G. (Eds.), The Oxford handbook of stigma, discrimination, and health (pp. 219-
240). Oxford University Press.

Brondolo, E., Thompson, S., Brady, N., Appel, R., Cassells, A., Tobin, J. N., & Sweeney, M.
(2005). The relationship of racism to appraisals and coping in a community sample.
Ethnicity & Disease, 15(4), S5-S14.

Brophy, J., & Good, T. (1974). Teacher-student relationships: Causes and consequences. Holt,
Rinehart and Winston.

Brophy, J. E. (1983). Research on the self-fulfilling prophecy and teacher expectations. Journal
of Educational Psychology, 75, 631-661.

Brown, R. P., & Day, E. A. (2006). The difference isn’t black and white: Stereotype threat and
the race gap on Raven’s advanced progressive matrices. Journal of Applied Psychology,
91, 979-985.

Brown, R. P., & Lee, M. N. (2005). Stigma consciousness and the race gap in college academic
achievement. Self and Identity, 4, 149-157.

Brown, R. P., & Pinel, E. C. (2003). Stigma on my mind: Individual differences in the
experience of stereotype threat. Journal of Experimental Social Psychology, 39(6), 626-
633.

Brown-Jeffy, S. (2009). School effects: Examining the race gap in mathematics achievement.

Journal of African American Studies, 13, 388-405.



95

Buchanan, C. M., & Hughes, J. L. (2009). Construction of social reality during early
adolescence: Can expecting storm and stress increase real or perceived storm and stress?
Journal of Research on Adolescence, 19, 261-285.

Burgard, S. A., & Lin, K. Y. (2013). Bad jobs, bad health? How work and working conditions
contribute to health disparities. American Behavioral Scientist, 57(8), 1105-1127.

Burgess, D., & Borgida, E. (1999). Who women are, who women should be: Descriptive and
prescriptive gender stereotyping in sex discrimination. Psychology, Public Policy, and
Law, 5(3), 665-692.

Burt, C. H., Simons, R. L., & Gibbons, F. X. (2012). Racial discrimination, ethnic-racial
socialization, and crime: A micro-sociological model of risk and resilience. American
Sociological Review, 77, 648-677. https://doi.org/10.1177/0003122412448648.

Butler-Barnes, S., Chavous, T., Hurd, N., & Varner, F. (2013). African American adolescents’
academic persistence: A strengths-based approach. Journal of Youth & Adolescence,
42(9), 1443-1458. https://doi-org.nl.idm.oclc.org/10.1007/s10964-013-9962-0

Byrd, C. M., & Chavous, T. (2011). Racial identity, school racial climate, and school intrinsic
motivation among African American youth: The importance of person-context
congruence. Journal of Research on Adolescence, 21(4), 849-860.

Cabrera, N., & the SRCD Ethnic and Racial Issues Committee (2013). Positive development in
minority children. SRCD Social Policy Report, 27(2), 1-22.

Cadinu, M., Maass, A., Rosabianca, A., & Kiesner, J. (2005). Why do women underperform
under stereotype threat? Evidence for the role of negative thinking. Psychological

Science, 16, 572-578.



96

Caldwell, T., & Obasi, E. M. (2010). Academic performance in African America
undergraduates: Effects of cultural mistrust, educational value, and achievement
motivation. Journal of Career Development, 1, 1-22.

Carnevale, A. P., Rose, S. J., & Cheah, B. (2011). The college payoff: Education, occupations,
and lifetime earnings. Georgetown University Center on Education and the Workforce.

Carter, R. T. (2007). Racism and psychological and emotional injury: Recognizing and assessing
race-based traumatic stress. The Counseling Psychologist, 35, 13-105.
http://dx.doi.org/10.1177/0011000006292033

Carter, R. T., Johnson, V. E., Kirkinis, K., Roberson, K., Muchow, C., & Galgay, C. (2019). A
meta-analytic review of racial discrimination: Relationships to health and culture. Race
and Social Problems, 11, 15-32. http://dx.doi.org/10.1007/s12552-018-9256-y

Carvajal, M. J. (2004). Measuring economic discrimination of Hispanic-owned architecture and
engineering firms in South Florida. Hispanic Journal of Behavioral Sciences, 26(1), 79-
101.

Celeste, L.,Meeussen, L., Verschueren, K., & Phalet, K. (2016).Minority acculturation and peer
rejection: Costs of acculturation misfit with peer-group norms. British Journal of Social
Psychology, 55, 544-563.

Cerezo, A., Lyda, J., Beristianos, M., Enriquez, A., & Connor, M. (2013). Latino men in college:
Giving voice to their struggles and triumphs. Psychology of Men & Masculinity, 14, 352-
362. http://dx.doi.org/10.1037/a0029646

Cervantes, R. C., & Castro, F. G. (1985). Stress, coping, and Mexican American mental health:
A systematic review. Hispanic Journal of Behavioral Sciencesl, 7(1): 1-73.

doi:10.1177/07399863850071001



97

Chaney, D., Hammond, M. S., Betz, N. E., & Multon, K. D. (2007). The reliability and factor
structure of the Career Decision Self-Efficacy Scale-SF with African Americans. Journal
of Career Assessment, 15, 194-205.

Chao, R. C.-L., Mallinckrodt, B., & Wei, M. (2012). Co-occurring presenting problems in
African American college clients reporting racial discrimination distress. Professional
Psychology: Research and Practice, 43, 199-207. http://dx.doi.org/10.1037/a0027861

Chavez, M. (2011). Everyday injustice: Latino professionals and racism. Rowman & Littlefield
Publishers.

Chavous, T. M., Rivas-Drake, D., Smalls, C., Griffin, T., & Cogburn, C. (2008). Gender matters
too: The influence of school racial discrimination and racial identity on academic
engagement outcomes among African American adolescents. Developmental Psychology,
44, 637-654.

Cheryan, S. (2012). Understanding the paradox in math-related fields: Why do some gender gaps
remain while others do not? Sex Roles, 66, 184-190. https://doi.org/10.1007/s11199-011-
0060-z

Chrousos, G. P., & Gold, P. W. (1992). The concepts of stress and stress system disorders.
Overview of physical and behavioral homeostasis. JAMA, 267(9), 1244-1252.

Clance, P. R., & Imes, S. A. (1978). The imposter phenomenon in high achieving women:
Dynamics and therapeutic intervention. Psychotherapy: Theory, Research & Practice,
15(3), 241-247. https://doi.org/10.1037/h0086006

Clark, J. K., Wegener, D. T., Brifiol, P., & Petty, R. E. (2009). Discovering that the shoe fits: The
self-validating role of stereotypes. Psychological Science, 20, 846-852.

http://dx.doi.org/10.1111/5.1467-9280.2009.02375.x



98

Cohen, G. L., & Sherman, D. K. (2014). The psychology of change: Self-affrimation and social
psychological intervention. Annual Review of Psychology, 65, 333-371.
doi:10.1146/annurev-psych-010213-115137

Cohen-Charash, Y., & Spector, P. E. (2001). The role of justice in organizations: A meta-
analysis. Organizational Behavior in Human Decision Processing, 86,278-321.
doi:10.1006/0bhd.2001.2958

Cokley, K. O., & Chapman, C. (2008). The roles of ethnic identity, anti-White attitudes, and
academic self-concept in African American student achievement. Social Psychology of
Education, 11, 349-365.

Cokley, K. O., Awad, G., Smith, L., Jackson, S., Awosogba, O., Hurst, A., Stone, S., Blondeau,
L., & Roberts, D. (2015). The roles of gender stigma consciousness, impostor
phenomenon and academic self-concept in the academic outcomes of women and men.
Sex Roles, 73(9-10), 414-426. https://doi-org.nl.idm.oclc.org/10.1007/s11199-015-0516-7

Cokley, K. O., McClain, S., Enciso, A., & Martinez, M. (2013). An examination of the impact of
minority status stress and impostor feelings on the mental health of diverse ethnic
minority college students. Journal of Multicultural Counseling and Development, 41, 82-
95. http://dx.doi.org/10.1002/j.2161-1912.2013.00029.x

Cokley, K. O., Smith, L., Bernard, D., Hurst, A., Jackson, S., Stone, S., Awosogba, O., Saucer,
C., Bailey, M., & Roberts, D. (2017). Impostor feelings as a moderator and mediator of
the relationship between perceived discrimination and mental health among racial/ethnic
minority college students. Journal of Counseling Psychology, 64, 141-154.

http://dx.doi.org/10.1037/cou0000198



99

Coleman, L. M., Jussim, L., & Abraham, J. (1987). Students’ reactions to teacher evaluations:
The unique impact of negative feedback. Journal of Applied Social Psychology. 17,
1051-1070.

Collins, P. (1993). The interpersonal vicissitudes of mentorship: An exploratory study of the
field supervisor-student relationship. The Clinical Supervisor, 11, 121-135.

Cottrell, C. A., & Neuberg, S. L. (2005). Different emotional reactions to different groups: A
sociofunctional threatbased approach to “prejudice.” Journal of Personality and Social
Psychology, 88(5), 770-789.

Crisp, R. J., & Turner, R. N. (2011). Cognitive adaptation to the experience of social and cultural
diversity. Psychological Bulletin, 137, 242-266.

Critcher, C. R., Dunning, D., & Armor, D. A. (2010). When self-affirmations reduce
defensiveness: Timing is key. Personality and Social Psychology Bulletin, 36(7), 947-
959. doi:10.1177/0146167210369557

Crocker, J., & Major, B. (1989). Social stigma and self-esteem: The self-protective properties of
stigma. Psychological Review, 96(4), 608.

Croizet, J. C., & Claire, T. (1998). Extending the concept of stereotype threat to social class: The
intellectual underperformance of students from low socioeconomic backgrounds.
Personality and Social Psychology Bulletin, 24, 588-594.

Croizet, J.-C., Desert, M., Dutrevis, M., & Leyens, J.-P. (2001). Stereotype threat, social class,
gender, and academic under-achievement: When our reputation catches up to us and
takes over. Social Psychology of Education, 4(3-4), 295-310.

doi:10.1023/A:1011336821053



100

Croizet, J. C., Despres, G., Gauzins, M., Hugeut, P., & Leyens, J. (2004). Stereotype threat
undermines performance by triggering a disruptive mental load. Personality and Social
Psychology Bulletin, 30, 721-731.

Cross, W. E., Jr. (1971, July). The Negro-to-Black conversion experience. Black World, 20, 13-
27.

Cross, W. E., Jr. (1991). Shades of Black: Diversity in African American identity. Temple
University Press.

Cross, W. E., Jr. (1995). The psychology of nigrescence: Revising the Cross model. In J. G.
Ponterotto, J. M. Casas, L. A. Suzuki, & C. M. Alexander (Eds.), Handbook of
multicultural counseling (pp. 93-122). SAGE.

Cross, W. E., Jr., & Vandiver, B. J. (2001). Nigrescence theory and measurement: Introducing
the Cross Racial Identity Scale (CRIS). In J. G. Ponterotto, J. M. Casas, L. A. Suzuki, &
C. M. Alexander (Eds.), Handbook of multicultural counseling (2nd ed., pp. 371-393).
SAGE.

Dailey, A., Kasl, S., Holford, T., Lewis, T., & Jones, B. (2010). Neighborhood- and individual-
level socioeconomic variation in perceptions of racial discrimination. Ethnicity & Health,
15,145-163.

Davies, P. G., Spencer, S. J., Quinn, D., & Gerhardstein, R. (2002). Consuming images: How
television commercials that elicit stereotype threat can restrain women academically and
professionally. Personality and Social Psychology Bulletin, 28, 1615-1628.

Deaux, K. (1996). Social identification. In E. T. Higgins & A. W. Kruglanski (Eds.), Social

psychology: Handbook of basic principles (pp. 777-798). Guilford Press.



101

Denissen, J. J., Zarrett, N. R., & Eccles, J. S. (2007). I like to do it, I’'m able, and I know I am:
Longitudinal couplings between domain-specific achievement, self-concept, and interest.
Child Development, 78(2), 430-447.

Devos, T., & Torres, J. A. C. (2007). Implicit identification with academic achievement among
Latino college students: The role of ethnic identity and significant others. Basic and
Applied Social Psychology, 29, 293-310.

Dijksterhuis, A., Bargh, J. A., & Zanna, M. P. (2001). The perception behavior expressway:
Automatic effects of social perception on social behavior. In Advances in experimental
social psychology (Vol. 33, pp. 1-40). Academic Press.

Dion, K. L., Dion, K. K., & Pak, A. W. (1992). Personality-based hardiness as a buffer for
discrimination-related stress in members of Toronto’s Chinese community. Canadian
Journal of Behavioural Science/Revue Canadienne Design Sciences Du Comportement,
24(4), 517-536. doi:10.1037/h0078755

Dressler, W. W. (1988). Social consistency and psychological distress. Journal of Health and
Social Behavior, 29(1), 79-91.

Drevets, W. C. (2001). Neuroimaging and neuropathological studies of depression: Implications
for the cognitive-emotional features of mood disorders. Current Opinion in Neurobiology
11(2), 240-249.

Duffy, R. D., & Klingman, A. (2009). Ethnic identity and career development among first-year
college students. Journal of Career Assessment, 17, 286-297.

Eagly, A. H., & Carli, L. L. (2007). Through the labyrinth: The truth about how women become

leaders. Harvard Business School Publishing.



102

Eccles, J., & Wigfield, A. (1985). Teacher expectations and student motivation. In J. Dusek
(Ed.), Teacher expectancies (pp. 185-217). Erlbaum.

Eccles, J. S. (1994). Understanding women’s educational and occupational choices. Psychology
of Women Quarterly, 18(4), 585-6009.

Eccles, J. S., & Roeser, R. W. (2011). Schools as developmental contexts during adolescence.
Journal of Research on Adolescence, 21, 225-241.

Eccles, J. S., & Wigfield, A. (2002). Motivational beliefs, values, and goals. Annual Review of
Psychology, 53(1), 109-132.

Ehlert, U., Gaab, J., & Heinrichs, M. (2001). Psychoneuroendocrinological Contributions to the
etiology of depression, posttraumatic stress disorder, and stress-related bodily disorders:
The role of the hypothalamus-pituitary-adrenal axis. Biological Psychology, 57(1-3), 141-
152.

Ellemers, N., Kortekaas, P., & Ouwerkerk, J. W. (1999). Self-categorisation, commitment to the
group and group self-esteem as related but distinct aspects of social identity. European
Journal of Social Psychology, 29, 371-3809.

Engle, R. W. (2002). Working memory capacity as executive attention. Current Directions in
Psychological Science, 11, 19-23.

Entwisle, D. R., & Alexander, K. L. (1988). Factors affecting achievement test scores and marks
of black and white first graders. Elementary School Journal, 88(5), 449-471.

Epstein, J. L., & Dauber, S. L. (1991). School programs and teacher practices of parent
involvement in inner-city elementary and middle schools. The Elementary School
Journal, 91(3), 289-305.

Erikson, E. H. (1968). Identity: Youth and crisis. Norton & Co.



103

Evans, N. J., Forney, D. S., & Guido-DiBrito, F. (1998). Student development in college: Theory,
research, and practice. Jossey-Bass.

Ewing, K. M., Richardson, T. Q., James-Myers, L., & Russell, R. K. (1996). The relationship
between racial identity attitudes, worldview, and African American graduate students’
experience of the imposter phenomenon. The Journal of Black Psychology, 22, 53-66.

Feldman Barrett, L., Tugade, M. M., & Engle, R. W. (2004). Individual differences in working
memory capacity and dual-process theories of the mind. Psychological Bulletin, 130,
553-573.

Fenigstein, A., Scheier, M. F., & Buss, A. H. (1975). Public and private self-consciousness:
Assessment and theory. Journal of Consulting and Clinical Psychology, 43, 522-527.

Fenigstein, A., & Vanable, P. A. (1992). Paranoia and self-consciousness. Journal of Personality
and Social Psychology, 62, 129-138.

Findling, M. G., Bleich, S. N., Casey, L. S., Blendon, R. J., Benson, J. M., Sayde, J. M., &
Miller, C. (2019). Discrimination in the United States: Experiences of Latinos. Health
Services Research, 54, 1409-1418. https://doi-org.nl.idm.oclc.org/10.1111/1475-
6773.13216

Fischer, E. H., & Farina, A. (1995). Attitudes toward seeking professional psychological help: A
shortened form and considerations for research. Journal of College Student Development,
36(4), 368-373.

Fischer, E. H., & Turner, J. L. (1970). Orientations to seeking professional help: Development
and research utility of an attitude scale. Journal of Consulting and Clinical Psychology,

35(1), 79-90.



104

Fletcher, J., & Tienda, M. (2010). Race and ethnic differences in college achievement: Does high
school attended matter? The ANNALS of the American Academy of Political and Social
Science, 627, 144-166.

Flores, E., Tschann, J. M., Dimas, J. M., Bachen, E. A., Pasch, L. A., & de Groat, C. L. (2008).
Perceived discrimination, perceived stress, and mental and physical health among
Mexican-origin adults. Hispanic Journal of Behavioral Sciences, 30(4), 401-424.
doi:10.1177/0739986308323056.

Fordham, S., & Ogbu, J. U. (1986). Black students’ school success: Coping with the “burden of
‘acting white’.” The Urban Review, 18(3), 176-206.

Fuchs, D., & Thelen, M. H. (1988). Children’s expected interpersonal consequences of
communicating their affective state and reported likelihood of expression. Child
Development, 59, 1314-1322. http://dx.doi .org/10.2307/1130494

Garcia-Coll, C. T., Lamberty, G., Jenkins, R., McAdoo, H. P., Crnic, K., Wasik, B. H., &
Vézquez Garcia, H. (1996). An integrative model for the study of developmental
competencies in minority children. Child Development, 67(5), 1891-1914.

Geen, R. G. (1985). Evaluation apprehension and response withholding in solution of anagrams.
Personality and Individual Differences, 6, 293-298.

Ghavami, N., Fingerhut, A., Peplau, L. A., Grant, S. K., & Wittig, M. A. (2011). Testing a model
of minority identity achievement, identity affirmation, and psychological well-being
among ethnic minority and sexual minority individuals. Cultural Diversity & Ethnic

Minority Psychology, 17(1), 79-88. https://doi-org.nl.idm.oclc.org/10.1037/a0022532



105

Gibbons, F. X., Gerrard, M., Cleveland, M. J., Wills, T. A., & Brody, G. (2004). Perceived
discrimination an substance use in African American parents and their children: A panel
study. Journal of Personality and Social Psychology, 86, 517-529.

Glass, C. R., & Arnkoff, D. B. (1994). Validity issues in self-statement measures of social
phobia and social anxiety. Behavior Research and Therapy, 32, 255-267.

Goldenhar, L. M., Swanson, N. G., Hurrell, J. J. Jr., Ruder, A., & Deddens, J. (1998). Stressors
and adverse outcomes for female construction workers. Journal of Occupational Health
Psychology, 3, 19-32. doi:10.1037/1076-8998.3.1.19

Gonzales, P. M., Blanton, H., & Williams, K. J. (2002). The effects of stereotype threat and
double-minority status on the test performance of Latino women. Personality and Social
Psychology Bulletin, 28, 659-670.

Green, C. W., Adams, A. M., & Turner, C. W. (1988). Development and validation of the school
interracial climate scale. American Journal of Community Psychology, 16(2), 241-259.

Greer, M. J., & Greene, P. G. (2003). Feminist theory and the study of entrepreneurship J. Butler
(Ed.), New perspectives on women entrepreneurs, IAP, 1-24.

Gregory, A., Skiba, R. J., & Noguera, P. A. (2010). The achievement gap and the discipline gap:
Two sides of the same coin? Educational Researcher, 39(1), 59-68.

Grier, W. H., & Cobbs, P. M. (1968). Black rage. Basic Books.

Griffin, K. A., Pifer, M. J., Humphrey, J., & Hazelwood, A. M. (2011). (Re)defining departure:
Exploring black professors' experiences with and responses to racism and racial climate.

American Journal of Education, 117, 495-526.



106

Guyll, M., Madon, S., Prieto, L., & Scherr, K. C. (2010). The potential roles of self-fulfilling
prophecies, stigma consciousness, and stereotype threat in linking Latino/a ethnicity and
educational outcomes. Journal of Social Issues, 66(1), 113-130. https://doi-
org.nl.idm.oclc.org/10.1111/j.1540-4560.2009.01636.x

Hackett, G., & Betz, N. E. (1981). A self-efficacy approach to the career development of women.
Journal of Vocational Behavior, 8, 326-339.

Hagan, J., Shedd, C., & Payne, M. R. (2005). Race, ethnicity, and youth perceptions of criminal
injustice. American Sociological Review, 70(3), 381-407.
doi:10.1177/000312240507000302

Haines, E. L., Deaux, K., & Lofaro, N. (2016). The times they are a-changing . . . or are they
not? A comparison of gender stereotypes, 1983-2014. Psychology of Women Quarterly,
9, 1-11.

Harrell, S. P. (2000). A multidimensional conceptualization of racism-related stress: Implications
for the well-being of people of color. American Journal of Orthopsychiatry, 70(1), 42-57.
https://doi.org/10.1037/h0087722

Harvey, J. C., & Katz, C. (1985). If I'm so successful, why do I feel like a fake? The impostor
phenomenon. St. Martin’s Press.

Harvey-Wingfield, A. (2010). Are some emotions marked whites only? Racialized feeling rules
in professional workplaces. Social Problems, 57(2), 251-268.

Harvey-Wingfield, A., & Alston, R. S. (2014). Maintaining hierarchies In predominantly white

organizations A theory of racial tasks. American Behavioral Scientist, 58(2), 274-287.



107

Hauser-Cram, P., Sirin, S. R., & Stipek, D. (2003). When teachers’ and parents’ values differ:
Teachers’ ratings of academic competence in children from low-income families. Journal
of Educational Psychology, 95, 813-820.

Heilman, C. M. (1996). Academic self-efficacy: Highlighting the first-generation student.
Journal of Applied Research in the Community College, 4, 69-75.

Henning, K., Ey, S., & Shaw, D. (1998). Perfectionism, the imposter phenomenon and
psychological adjustment in the medical, dental, nursing and pharmacy students. Medical
Education, 32, 456-464.

Hess, T. M., Auman, C., & Colcombe, S. J. (2003). The impact of stereotype threat on age
differences in memory performance. Journals of Gerontology: Psychological Sciences
and Social Sciences, 58(B), 3-11.

Hicks-Clarke, D., & Iles, P. (2000). Climate for diversity and its effects on career and
organizational attitudes and perceptions. Personnel Review, 29, 324-345.
doi:10.1108/00483480010324689

Higgins, E., Klein, R., & Strauman, T. (1985). Self-concept discrepancy theory: A psychological
model for distinguishing among different aspects of depression and anxiety. Social
Cognition, 3, 51-76. http://dx.doi.org/10.1521/s0c0.1985.3.1.51

Hill, N. E., & Craft, S. A. (2003). Parent-school involvement and school performance: Mediated
pathways among socioeconomically comparable African American and Euro-American
families. Journal of Educational Psychology, 95, 74-83.

Hill, N. E., & Torres, K. (2010). Negotiating the American dream: The paradox of aspirations
and achievement among Latino students and engagement between their families and

schools. Journal of Social Issues, 66(1), 95-112.



108

Hu, T. W., Snowden, L. R., Jerrell, J. M., & Nguyen, T. D. (1991). Ethnic populations in public
mental health: Service choice and level of use. American Journal of Public Health, 81,
1429-1434.

Hughes, M., & Demo, D. H. (1989). Self-perception of Black Americans: Self-esteem and
personal efficacy. American Journal of Sociology, 95, 132-159.

Hurtado, S. (1994). The institutional climate for talented Latino students. Research in Higher
Education, 35, 21-41.

Thme, T. A., & Moller, J. (2015). “He who can, does; he who cannot, teaches?”: Stereotype
threat and preservice teachers. Journal of Educational Psychology, 107(1), 300-308.
https://doi-org.nl.idm.oclc.org/10.1037/a0037373

Inman, W. E., & Mayes, L. (1999). The importance of being first: Unique characteristics of first
generation community college students. Community College Review, 26, 3-22.

Inzlicht, M., & Ben-Zeev, T. (2000). A threatening intellectual environment: Why females are
susceptible to experiencing problem-solving deficits in the presence of males.
Psychological Science, 11,365-371. doi:10.1111/1467-9280.00272

Inzlicht, M., & Ben-Zeev, T. (2003). Do high-achieving female students underperform in
private? The implications of threatening environments on intellectual processing. Journal
of Educational Psychology, 95, 796-805.

Inzlicht, M., & Kang, S. K. (2010). Stereotype threat spillover: How coping with threats to social
identity affects aggression, eating, decision-making, and attention. Journal of Personality
& Social Psychology, 99(3), 467-481. https://doi-org.nl.idm.oclc.org/10.1037/a0018951

Inzlicht, M., & Schmader, T. (2012). Stereotype threat: Theory, process, and application.

Oxford University Press.



109

Inzlicht, M., McKay, L., & Aronson, J. (2006). Stigma as ego depletion: How being the target of
prejudice affects self-control. Psychological Science, 17, 262-269.

Irving, M. A., & Hudley, C. (2005). Cultural mistrust, academic out- come expectations and
outcome value among African American males. Urban Education, 40, 476-496.

Jacobs, J. E., Lanza, S., Osgood, D. W., Eccles, J. S., & Wigfield, A. (2002). Changes in
children’s self-competence and values: Gender and domain differences across grades one
through twelve. Child Development, 73(2), 509-527.

James, S. A. (1994). John Henryism and the Health of African Americans. Culture, Medicine,
and Psychiatry, 18(2), 163-182.

James, S. A., Hartnett, S. A., & Kalsbeek, W. D. (1983). John Henryism and blood pressure
differences among Black men. Journal of Behavioral Medicine, 6(3), 259-278.
doi:10.1007/BF01315113.

Johns, M., Inzlicht, M., & Schamder, T. (2008). Stereotype threat and executive resource
depletion: Examining the influence of emotion regulation. Journal of Experimental
Psychology General, 137(4), 691-705. https://doi-org.nl.idm.oclc.org/10.1037/a0013834

Johns, M., Schmader, T., & Martens, A. (2005). Knowing is half the battle: Teaching stereotype
threat as a means of improving women’s math performance. Psychological Science, 16,
175-179.

Jones, C. P. (2000). Levels of racism: A theoretic framework and a gardener’s tale. American
Journal of Public Health, 90(8), 1212-1215. d0i:10.2105/ajph.90.8.1212

Jussim, L. (1991). Social construction and social reality: A reflection-construction model.

Psychological Review, 98, 54-73.



110

Jussim, L., Eccles, J., & Madon, S. (1996). Social perception, social stereotypes, and teacher
expectations: Accuracy and the quest for the powerful self-fulfilling prophecy. In M. P.
Zanna (Ed.), Advances in experimental social psychology, Vol. 28 (pp. 281-388).
Academic Press.

Kachel, S., Steffens, M. C., & Niedlich, C. (2016). Traditional masculinity and femininity:
Validation of a new scale assessing gender roles. Frontiers in Psychology, 7, 956.
https://doi.org/10.3389/fpsyg.2016. 00956 PMID: 27458394

Kahneman, D., & Miller, D. T. (1986). Norm theory: Comparing reality to its alternatives.
Psychological Review, 93, 136-153.

Kanouse, D. E., & Hanson, R., Jr. (1971). Negativity in evaluations. In E. E. Jones, D. E.
Kanouse, H. H. Kelley, R. E. Nisbett, S. Valins, & B. Weiner (Eds.), Attribution:
Perceiving the causes of behavior (pp. 41-62). General Learning Press.

Keels, M., Durkee, M., & Hope, E. (2017). The psychological and academic costs of school-
based racial and ethnic microaggressions. American Educational Research Journal, 54,
1316-1344. http://dx.doi.org/10.3102/0002831217722120

Kent, G., & Jambunathan, P. (1989). A longitudinal study of the intrusiveness of cognitions in
test anxiety. Behavior Research and Therapy, 27, 43-50.

Keogh, B. K. (2000). Risk, families and schools. Focus on Exceptional Children, 33(4), 1-12.

King, J. E., & Cooley, E. L. (1995). Achievement orientation and the impostor phenomenon
among college students. Contemporary Educational Psychology, 20, 304-312.

doi:10.1006/ceps.1995.1019.



111

Kingdon, G., & Cassen, R. (2010). Ethnicity and low achievement in English schools. British
Educational Research Journal, 36(3), 403-431. https://doi-
org.nl.idm.oclc.org/10.1080/01411920902989185

Kite, M., Deaux, K., & Haines, E. L. (2017). Gender stereotypes. In Denmark, F. L., Paludi, M.
A. (Eds.). Psychology of women: A handbook of issues and theories. Praeger. pp. 205-
236.

Kollmayer, M., Schober, B., & Spiel, C. (2016). Gender stereotypes in education: Development,
consequences, and interventions. European Journal of Developmental Psychology, 15(4),
361-377.

Kramer, R. M. (1994). The sinister attribution error: Paranoid cognition and collective distrust in
organizations. Motivation and Emotion, 18, 199-230.

Kramer, R. M. (1998). Paranoid cognition in social systems: Thinking and acting in the shadow
of doubt. Personality and Social Psychology Review, 2, 251-275.

Krieger, N. (1999). Embodying inequality: A review of concepts, measures, and methods for
studying health consequences of discrimination. International Journal of Health Services,
29(2), 295-352.

Krieger, N. (2012). Methods for the study of discrimination and health: An ecosocial approach.
American Journal of Public Health, 102(5), 936-945.

Lazarus, R. S. (1991). Emotion and adaptation. Oxford University Press.

Le Espiritu, Y. (2004). Ideological racism and cultural resistance: Constructing our own images.
In M. L. Andersen & P. H. Collins (Eds.), Race, class and gender: An anthology (5th

ed.). (pp. 175-184). Wadsworth.



112

Lee, C. (2007). Hispanics and the death penalty: Discriminatory charging practices in San
Joaquin County, California. Journal of Criminal Justice, 35(1), 17-27.

Lee, D. L., & Ahn, S. (2012). Discrimination against Latina/os: A meta-analysis of individual-
level resources and outcomes. The Counseling Psychologist, 40, 28-65.
http://dx.doi.org/10.1177/0011000011403326

Leskinen, E. A., Rabelo, V. C., & Cortina, L. M. (2015). Gender stereotyping and harassment: A
“catch-22” for women in the workplace. Psychology, Public Policy, and Law, 21, 192-
204. http://dx.doi.org/10.1037/law0000040

LeVine & Padilla, A. M. (1981). Crossing cultures in therapy: Pluralistic counseling for the
Hispanic. Brooks/Cole, 1980. pp. x + 303. (1981). Hispanic Journal of Behavioral
Sciences, 3(4), 428-429. https://doi.org/10.1177/073998638100300410

Levy, B. R. (1996). Improving memory in old age through implicit self-stereotyping. Journal of
Personality and Social Psychology, 71, 1092-1107.

Lige, Q. M., Peteet, B. J., & Brown, C. M. (2016). Racial identity, self-esteem, and the impostor
phenomenon among African American college students. Journal of Black Psychology.
http://dx.doi.org/10.1177/0095798416648787

Locke, B. D., Buzolitz, J. S., Lei, P.-W., Boswell, J. F., McAleavey, A. A., Sevig, T. D., Dowis,
J. D., & Hayes, J. A. (2011). Development of the counseling center assessment of
psychological symptoms-62 (CCAPS-62). Journal of Counseling Psychology, 58, 97-
109. http://dx.doi.org/10.1037/a0021282

London, H. B. (1992). Transformations: Cultural challenges faced by first-generation students.

New Directions for Community Colleges, 80, 5-11.



113

Machida, M., & Schaubroeck, J. (2011). The role of self-efficacy beliefs in leader development.
Journal of Leadership and Organizational Studies, 18, 459-468.

Madon, S., Guyll, M., Spoth, R. L., Cross, S. E., & Hilbert, S. J. (2003). The self-fulfilling
influence of mother expectations on children’s underage drinking. Journal of Personality
and Social Psychology, 84, 1188-1205.

Madon, S., Guyll, M., Spoth, R. L., & Willard, J. (2004). Self-fulfilling prophecies: The
synergistic accumulative effect of parents’ beliefs on children’s drinking behavior.
Psychological Science, 15, 837-845.

Madon, S., Jussim, L., & Eccles, J. (1997). In search of the powerful self-fulfilling prophecy.
Journal of Personality & Social Psychology, 72(4), 791-809.
https://doi.org/10.1037/0022-3514.72.4.791

Madon, S., Jussim, L., Guyll, M., Nofziger, H., Salib, E. R., Willard, J., & Scherr, K. C. (2018).
The accumulation of stereotype-based self-fulfilling prophecies. Journal of Personality &
Social Psychology, 115(5), 825-844. https://doi-org.nl.idm.oclc.org/10.1037/pspi0000142

Madon, S., Smith, A. E., & Guyll, M. (2005). Social norms regarding protected status and threat
reactions to the stigmatized. Journal of Applied Social Psychology, 35, 572-602.
http://dx.doi.org/10.1111/j.1559-1816.2005.tb02136.x

Madon, S., Willard, J., Guyll, M., Trudeau, L., & Spoth, R. L. (2006). The long-term self-
fulfilling influence of mothers’ beliefs on children’s alcohol use. Journal of Personality
and Social Psychology, 90, 911-926.

Madva, A., & Brownstein, M. (2018). Stereotypes, prejudice, and the taxonomy of the implicit

social mind. Nous, 52(3), 611-644. https://doi-org.nl.idm.oclc.org/10.1111/nous.12182



114

Majer, J. M. (2009). Self-efficacy and academic success among ethnically diverse first-
generation community college students. Journal of Diversity in Higher Education, 2,
243-250.

Major, B. (2012). Self, social identity, and stigma: Through Kay Deaux’s lens. In S. Wiley, G.
Philogéne, T. A. Revenson, S. Wiley, G. Philogene, & T. A. Revenson (Eds.), Social
categories in everyday experience (pp. 11-30). American Psychological Association.
doi:10.1037/13488-001

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

Major, B., Quinton, W. J., & Schmader, T. (2003). Attributions to discrimination and self-
esteem: Impact of group identification and situational ambiguity. Journal of
Experimental Social Psychology, 39, 220-231.

Makarova, E., & Birman, D. (2015). Cultural transition and academic achievement of students
from ethnic minority backgrounds: A content analysis of empirical research on
acculturation. Educational Research, 57, 305-330.

Mandara, J., Gaylord-Harden, N. K., Richards, M. H., & Ragsdale, B. L. (2009). The effects of
changes in racial identity and self-esteem on "changes in African American adolescents’
mental health. Child Development, 80, 1660-1675. http://dx.doi.org/10.1111/j.1467-
8624.2009.01360.x

Marcia, J. (1980). Identity in adolescence. In J. Adelson (Ed.), Handbook of adolescent

psychology (pp. 159-187). Wiley.



115

Martens, A., Johns, M., Greenberg, J., & Schimel, J. (2006). Combating stereotype threat: The
effect of self-affirmation on women’s intellectual performance. Journal of Experimental
Social Psychology, 42(2), 236-243. doi:10.1016/j.jesp.2005.04.010

Marx, D. M., & Stapel, D. A. (2006). It’s all in the timing: Measuring emotional reactions to
stereotype threat before and after taking a test. European Journal of Social Psychology,
36, 687-698.

Massa, L. J., Mayer, R. E., & Bohon, L. M. (2005). Individual differences in gender role beliefs
influence spatial ability test performance. Learning and Individual Differences, 15(2), 99-
111.

Matheson, K., & Cole, B. M. (2004). Coping with a threatened group identity: Psychosocial and
neuroendocrine responses. Journal of Experimental Social Psychology, 40, 777-786.

Maultsby, M. C., Jr. (1982). A historical view of Blacks; distrust of psychiatry. In S. M. Turner
& R. T. Jones (Eds.), Behavior modification in Black populations (pp. 39-55). Plenum.

Mays, V. M., Coleman, L. M., & Jackson, J. S. (1996). Perceived race-based discrimination,
employment status, and job stress in a national sample of Black women: Implications for
health outcomes. Journal of Occupational Health Psychology, 1(3), 319-329.

McClain, S., Beasley, S. T., Jones, B., Awosogba, O., Jackson, S., & Cokley, K. (2016). An
examination of the impact of racial and ethnic identity, impostor feelings, and minority
status stress on the mental health of Black college students. Journal of Multicultural

Counseling and Development, 44, 101-117. http://dx.doi.org/10.1002/jmcd.12040



116

McGee, E. O., & Martin, D. B. (2011). “You would not believe what I have to go through to
prove my intellectual value!”: Stereotype management among academically successful
Black mathematics and engineering students. American Educational Research Journal,
48(6), 1347-1389.

McGregor, L. N., Mayleben, M. A., Buzzanga, V. L., & Davis, S. F. (1991). Selected personality
characteristics of first-generation college students. College Student Journal, 25, 231-234.

McKown, C., & Weinstein, R. S. (2003). The development and consequences of stereotype
consciousness in middle childhood. Child Development, 74, 498-515. doi:10.1111/1467-
8624.7402012

Meece, J. L., Wigfield, A., & Eccles, J. S. (1990). Predictors of math anxiety and its influence on
young adolescents’ course enrollment intentions and performance in mathematics.
Journal of Educational Psychology, 82(1), 60.

Mendoza-Denton, R., Pietrzak, J., & Downey, G. (2008). Distinguishing institutional
identification from academic goal pursuit. Journal of Personality and Social Psychology,
95, 338-351.

Merolla, D. M. (2017). Self-efficacy and academic achievement. Sociological perspectives.
SAGE, 60(2), 378-393.

Merton, R. K. (1948). The self-fulfilling prophecy. Antioch Review, 8, 193-210.

Mickelson, R. A. (1990). The attitude-achievement paradox among black adolescents. Sociology
of Education, 63, 44-66. doi:10.2307/2112896

Miller, C. T., & Kaiser, C. R. (2001). A theoretical perspective on coping with stigma. Journal of

Social Issues, 57, 73-92.



117

Milner, H. R. I. V. (2006). The promise of Black teachers’ success with Black students.
Educational Foundations, 20, 89-104.

Mok, A., Morris, M., Benet-Martinez, V., & Karakitapoglu-Aygun, Z. (2007). Embracing
American culture: Structures of social identity and social networks among first-
generation biculturals. Journal of Cross-Cultural Psychology, 38, 629-635.

Moss-Racusin, C. A., Dovidio, J. F., Brescoll, V. L., Graham, M. J., & Handelsman, J. (2012).
Science faculty’s subtle gender biases favor male students. Proceedings of the National
Academy of Sciences, 109, 16474-16479. https://doi.org/10.1073/pnas.1211286109

Motel, S., & Patten, E. (2013). Statistical portrait of Hispanics in the United States, 201 1. Pew
Hispanic Center.

Muller, C., Katz, S. R., & Dance, J. (1999). Investing in teaching and learning. Urban Education,
34,292-337.

Murphy, M., Steele, C., & Gross, J. (2007). Signaling threat: How situational cues affect women
in math, science, and engineering. Psychological Science, 18, 879-885.

Murphy, M. C., & Taylor, V. J. (2011). The role of situational cues in signaling and maintaining
stereotype threat. In M. Inzlicht & T. Schmader (Eds.), Stereotype threat: Theory,
process, and application (pp. 17-33). Oxford University Press.

Neblett, E. W., Jr., & Carter, S. E. (2012). The protective role of racial identity and Africentric
worldview in the association between racial discrimination and blood pressure.
Psychosomatic Medicine, 74, 509-516.

http://dx.doi.org/10.1097/PSY.0b013e3182583a50



118

Neblett, E. W., Jr., Rivas-Drake, D., & Umafa-Taylor, A. J. (2012). The promise of racial and
ethnic protective factors in promoting ethnic minority youth development. Child
Development Perspectives, 6, 295-303. http://dx.doi.org/10.1111/5.1750-
8606.2012.00239

Neighbors, H. W., Jackson, J. S., Broman, C., & Thompson, E. (1996). Racism and the mental
health of African Americans: The role of self and system blame. Ethnicity & Disease,
6(1-2), 167-175.

Newhill, C. E. (1990). The role of culture in the development of paranoid symptomatology.
American Journal of Orthopsychiatry, 60, 176-185.

Nguyen, A. M., & Benet-Martinez, V. (2013). Biculturalism and adjustment: A meta-analysis.
Journal of Cross-Cultural Psychology, 44, 122-159.

Nguyen, H.-H. D., & Ryan, A. M. (2008). Does stereotype threat affect test performance of
minorities and women? A meta-analysis of experimental evidence. Journal of Applied
Psychology, 93, 1314-1334. doi:10.1037/a0012702

Niemann, Y. F., Jennings, L., Rozelle, R. M., Baxter, J. C., & Sullivan, E. (1994). Use of free
responses and cluster analysis to determine stereotypes of eight groups. Personality and

Social Psychology Bulletin, 20(4), 379-390. https://doi.org/10.1177/0146167294204005

Obiakor, F. E. (1999). Teacher expectations of minority exceptional learners: Impact on accuracy
of self-concepts. Exceptional Children, 66, 39-53.

O’Brien, L. T., & Crandall, C. S. (2003). Stereotype threat and arousal: Effects on women’s
math performance. Personality and Social Psychology Bulletin, 29, 782-789.

Osborne, J. W. (1997). Race and academic disidentification. Journal of Educational Psychology,

89(4), 728.



119

Outlaw, F. H. (1993). Stress and Coping: The influence of racism: The cognitive appraisal
processing of African Americans. Issues in Mental Health Nursing, 14(4), 399-4009.
https://doi.org/10.3109/ 01612849309006902

Pager, D. (2007). The use of field experiments for studies of employment discrimination:
Contributions, critiques, and direction for the future. Annals of the American Academy of
Political and Social Sciences, 609(1), 104-133.

Pager, D., & Shepherd, H. (2008). The sociology of discrimination: Racial discrimination in
employment, housing, credit, and consumer markets. Annual Review of Sociology,
34(January), 181-209.

Pajares, F. (2005). Gender differences in mathematics self-efficacy beliefs. In A. M. Gallagher &
J. C. Kaufman (Eds.), Gender differences in mathematics: An integrative psychological
approach (pp. 294-315). Cambridge University Press.

Paradies, Y., Ben, J., Denson, N., Elias, A., Priest, N., Pieterse, A., Gupta, A., Kelaher, M., &
Gee, G. (2015). Racism as a determinant of health: A systematic review and meta-
analysis. PLoS ONE, 10, e0138511. http://dx.doi.org/10.1371/ journal.pone.0138511

Pascoe, E. A., & Smart Richman, L. (2009). Perceived discrimination and health: A meta-
analytic review. Psychological Bulletin, 135, 531-554.

Pérez, D. J., Fortuna, L., & Alegria, M. (2008). Prevalence and correlates of everyday
discrimination among U.S. Latinos. Journal of Community Psychology, 36, 421-433.

http://dx.doi.org/10.1002/jcop.20221



120

Perreira, K., Kiang, K., & Potochnick, S. (2013). Ethnic discrimination: Identifying and
intervening in its effects on the education of immigrant children. In E. L. Grigorenko
(Ed.), Handbook of U.S. immigration and education: Cultural and policy issues across
the lifespan (pp. 137-161). Springer.

Peteet, B. J., Montgomery, L., & Weekes, J. C. (2015). Predictors of imposter phenomenon
among talented ethnic minority undergraduate students. Journal of Negro Education,
84(2), 175-186. https://doi-org.nl.idm.oclc.org/10.7709/jnegroeducation.84.2.0175

Peterson, T., & Morgan, L. A. (1995). Separate and unequal occupation establishment sex
segregation and gender wage gap. American Journal of Sociology, 101, 329-365.
doi:10.1086/230727

Phalet, K., & Baysu, G. (2019). Fitting in: How the intergroup context shapes minority
acculturation and achievement. European Review of Social Psychology, 31(1), 1-39.

Phinney, J. S. (1989). Stages of ethnic identity development in minority group adolescents. The
Journal of Early Adolescence, 9, 34-49.

Phinney, J. S. (1990). Ethnic identity in adolescents and adults: Review of research.
Psychological Bulletin, 108, 499-514.

Phinney, J. S. (1992). The multigroup ethnic identity measure: A new scale for use with diverse
groups. Journal of Adolescent Research, 7, 156-176.

Phinney, J. S. (1993). A three-stage model of ethnic identity development in adolescence. In M.
E. Bernal & G. P. Knight (Eds.), Ethnic identity: Formation and transmission among
Hispanics and other minorities (pp. 61-79). SUNY Press.

Phinney, J. S. (1996). Understanding ethnic diversity: The role of ethnic identity. American

Behavioral Scientist, 40, 143-152.



121

Phinney, J. S., & Alipuria, L. (1990). Ethnic identity in college students from four ethnic groups.
Journal of Adolescence, 13, 171-184.

Phinney, J. S., & Chavira, V. (1992). Ethnic identity and self-esteem: An exploratory
longitudinal study. Journal of Adolescence, 15, 271-281.

Phinney, J. S., & Kohatsu, E. L. (1997). Ethnic and racial identity development and mental
health. Cambridge University Press.

Phinney, J. S., & Ong, A. D. (2007). Conceptualization and measurement of ethnic identity:
Current status and future directions. Journal of Counseling Psychology, 54, 271-281.

Pinel, E. C., Warner, L. R., & Chua, P. (2005). Getting there is only half the battle: Stigma
consciousness and maintaining diversity in higher education. Journal of Social Issues, 61,
481-506.

Portes, A., & Rumbaut, R. G. (2001). Legacies: The story of the immigrant second generation.
University of California Press.

Priest, N., Paradies, Y., Trenerry, B., Truong, M., Karlsen, S., & Kelly, Y. (2013). A systematic
review of studies examining the relationship between reported racism and health and
wellbeing for children and young people. Social Science & Medicine, 95, 115-127.
http://dx.doi.org/10 .1016/j.socscimed.2012.11.031

Puhl, R. M., & Heuer, C. A. (2009). The stigma of obesity: A review and update. Obesity, 17,
941-964. http://dx.doi.org/10.1038/0by.2008.636

Purdie-Vaughns, V., Steele, C. M., Davies, P. G., Ditlmann, R., & Crosby, J. R. (2008). Social
identity contingencies: How diversity cues signal threat or safety for African Americans
in mainstream institutions. Journal of Personality and Social Psychology, 94, 615-630.

doi:10.1037/0022-3514.94.4.615



122

Quinn, D., & Spencer, S. J. (2001). The interference of stereotype threat with women’s
generation of mathematical problem-solving strategies. Journal of Social Issues, 57, 55-
71.

Ramos-Sanchez, L., & Nichols, L. (2007). Self-efficacy of first-generation and non-first-
generation college students: The relationship with academic performance and college
adjustment. Journal of College Counseling, 10, 6-18.

Reid, K. (2013). Understanding the relationships among racial identity, self-efficacy,
institutional integration and academic achievement of Black males attending research
universities. The Journal of Negro Education, 82(1), 75-93.
https://doi.org/10.7709/jnegroeducation.82.1.0075

Rice, K. G., E. Richardson, C. M., Lopez, F. G., & Stinson, J. M. (2013). Perfectionism
moderates stereotype threat effects on STEM majors’ academic performance. Journal of
Counseling Psychology, 60(2), 287-293. https://doi-
org.nl.idm.oclec.org/10.1037/a0032052

Richards, J. M., & Gross, J. J. (2000). Emotion regulation and memory: The cognitive costs of
keeping one’s cool. Journal of Personality and Social Psychology, 79, 410-424.

Ridley, C. R. (1984). Clinical treatment of the nondisclosing Black client: A therapeutic paradox.
American Psychologist, 39, 1234-1244.

Rist, R. (1970). Student social class and teacher expectations: The self-fulfilling prophecy in
ghetto education. Harvard Educational Review, 40, 411-451.

Roberts, R. E., Phinney, J. S., Masse, L. C., Chen, Y. R., Roberts, C. R., & Romero, A. (1999).
The structure of ethnic identity of young adolescents from diverse ethnocultural groups.

Journal of Early Adolescence, 19, 301-322.



123

Rodriguez, J. E., Campbell, K. M., Fogarty, J. P., & Williams, R. L. (2014). Underrepresented
minority faculty in academic medicine: A systematic review of URM faculty
development. Family Medicine, 46(2), 100-104.

Rodriguez, J. E., Campbell, K. M., & Pololi, L. H. (2015). Addressing disparities in academic
medicine: What of the minority tax? BMC Medical Education, 15(6), 1-5.

Rollins, V. B. (2000). Perceived racism and career self-efficacy in African American adolescent
[Doctoral dissertation, University of Denver]. Dissertations and Theses: Full Text
database.

Rosenthal, R. (1973). On the social psychology of the self-fulfilling prophecy: Further evidence
for Pygmalion effects and their mediating mechanisms. MSS Modular Publication.

Rosenthal, R., & Jacobson, L. (1968). Teacher expectations for the disadvantaged. Scientific
American, 218, 19-23.

Ross, L. D. (1977). The intuitive psychologist and his shortcomings: Distortions in the
attribution process. In L. Berkowitz (Ed.), Advances in experimental social psychology
(Vol. 10, pp. 174-221). Academic Press.

Ross, L. D., Lepper, M., & Ward, A. (2010). History of social psychology: Insights, challenges,
and contributions to theory and application. Handbook of social psychology (Vol. 1, pp.
3-50). Wiley.

Ross, S. R., Stewart, J., Mugge, M., & Fultz, B. (2001). The imposter phenomenon, achievement
dispositions, and the five-factor model. Personality and Individual Differences, 31, 1347-

1355.



124

Rowley, S. J., Sellers, R. M., Chavous, T. M., & Smith, M. A. (1998). The relationship between
racial identity and self-esteem in African American college and high school students.
Journal of Personality and Social Psychology, 74, 715-724.
http://dx.doi.org/10.1037/0022-3514.74.3.715

Rubie-Davies, C., Hattie, J., & Hamilton, R. (2006). Expecting the best for students: Teacher
expectations and academic outcomes. British Journal of Educational Psychology, 76(3),
429-444. https://doi-org.nl.idm.oclc.org/10.1348/000709905X 53589

Ruiz, A. S. (1990). Ethnic identity: Crisis and resolution. Journal of Multicultural Counseling &
Development, 18(1), 29-40. https://doi-org.nl.idm.oclc.org/10.1002/5.2161-
1912.1990.tb00434.x

Rummell, C. M., & Levant, R. F. (2014). Masculine gender role discrepancy strain and self-
esteem. Psychology of Men & Masculinity, 15, 419-42
http://dx.doi.org/10.1037/a0035304

Ryan, A. M., & Patrick, H. (2001). The classroom social environment and changes in
adolescents’ motivation and engagement during middle school. American Educational
Research Journal, 38(2), 437-460.

Rydell, R. J., McConnell, A. R., & Beilock, S. L. (2009). Multiple social identities and
stereotype threat: Imbalance, accessibility, and working memory. Journal of Personality
& Social Psychology, 96(5), 949-966. https://doi-org.nl.idm.oclc.org/10.1037/a0014846

Sarason, 1. G. (1972). Experimental approaches to test anxiety: Attention and the uses of
information. In C. D. Spielberger (Ed.), Anxiety. Current trends in theory and research

(Vol. 2). Academic Press.



125

Sarason, 1. G., & Sarason, B. R. (1990). Test anxiety. In H. Leitenberg (Ed.), Handbook of
social-evaluative anxiety (pp. 475-495). Plenum.

Sarason, 1. G., Pierce, G. R., & Sarason, B. R. (1996). Domains of cognitive interference. In I. G.
Sarason, G. R. Pierce, & B. R. Sarason (Eds.), Cognitive interference: Theories, methods
and findings (pp. 139-152). Erlbaum.

Schimel, J., Arndt, J., Banko, K. M., & Cook, A. (2004). Not all self-affirmations were created
equal: The cognitive and social benefits of affirming the intrinsic (vs. extrinsic) self.
Social Cognition, 22(1), 75-99. doi:10.1521/s0c0.22.1.75.30984

Schmader, T. (2002). Gender identification moderates stereotype threat effects on women’s math
performance. Journal of Experimental Social Psychology, 38, 194-201.

Schmader, T., & Beilock, S. (2012). An integration of processes that underlie stereotype threat
theory. In M. Inzlicht & T. Schmader (Eds.), Stereotype threat: Theory, process, and
application (pp. 34-50). Oxford University Press.

Schmader, T., & Johns, M. (2003). Converging evidence that stereotype threat reduces working
memory capacity. Journal of Personality and Social Psychology, 85, 440-452.

Schmader, T., Johns, M., & Forbes, C. (2008). An integrated process model of stereotype threat
effects on performance. Psychology Review, 115, 336-356. doi:10.1037/0033-
295X.115.2.336

Schmeichel, B. J. (2007). Attention control, memory updating, and emotion regulation
temporarily reduce the capacity for executive control. Journal of Experimental

Psychology: General, 136, 241-255.



126

Schmitt, M. T., Branscombe, N. R., Kobrynowicz, D., & Owen, S. (2002). Perceiving
discrimination against one’s gender group has different implications for well-being in
women and men. Personality and Social Psychology Bulletin, 28, 197-210.
https://doi.org/10.1177/01461672022820

Schmitt, M. T., Branscombe, N. R., Postmes, T., & Garcia, A. (2014). The consequences of
perceived discrimination for psychological well-being: A meta-analytic review.
Psychological Bulletin, 140, 921-948. http://dx.doi.org/10.1037/a0035754

Schunk, D. H., & Pajares, F. (2002). The development of academic self-efficacy. In A. Wigfield
& J. S. Eccles (Eds.), Development of achievement motivation: A volume in the
educational psychology series (pp. 15-31). Academic Press.

Schwartz, S., Cote, J., & Arnett, J. (2005). Identity and agency in emerging adulthood: Two
developmental routes in the individualization process. Youth & Society, 37, 201-229.
https://doi.org/10.1177/0044118X05275965.

Schwarzer, R. (1992). Self-efficacy: Thought control action. Hemisphere.

Seaton, E. K., & Yip, T. (2009). School and neighborhood contexts, perceptions of racial
discrimination, and psychological well-being among African American adolescents.
Journal of Youth and Adolescence, 38(2), 153-163. doi:10.1007/s10964-008-9356-x

Sedikides, C., & Brewer, M. B. (2001). Individual self, relational self, and collective self:
Partners, opponents, or strangers? In C. Sedikides & M. B. Brewer (Eds.), Individual self,
relational self, collective self (pp.1-4). Psychology Press.

Seibt, B., & Forster, J. (2004). Stereotype threat and performance: How self-stereotypes
influence processing by inducing regulatory foci. Journal of Personality and Social

Psychology, 87, 38-56.



127

Sellers, R. M., & Shelton, J. N. (2003). The role of racial identity in perceived racial
discrimination. Journal of Personality and Social Psychology, 84(5), 1079-1092.

Sellers, R. M., Copeland-Linder, N., Martin, P. P., & Lewis, R. L. (2006). Racial identity
matters: The relationship between racial discrimination and psychological functioning in
African American adolescents. Journal of Research on Adolescence, 16, 187-216.
http://dx.doi.org/10.1111/5.1532-7795.2006.00128.x

Sellers, R. M., Rowley, S. A. J., Chavous, T. M., Shelton, J. N., & Smith, M. A. (1997).
Multidimensional inventory of black identity: A preliminary investigation of reliability
and construct validity. Journal of Personality and Social Psychology, 73, 805-815.

Sellers, R. M., Smith, M. A., Shelton, J. N., Rowley, S. A. J., & Chavous, T. M. (1998).
Multidimensional model of racial identity: A reconceptualization of African American
racial identity. Personality and Social Psychology Review, 2, 18-39.
http://dx.doi.org/10.1207/s15327957pspr0201 2

Settles, 1. H. (2004). When multiple identities interfere: The role of identity centrality.
Personality and Social Psychological Bulletin, 30, 487-500.
https://doi.org/10.1177/0146167203261885

Shapiro, T., Meschede, T., & Osoro, S. (2013). The roots of the widening racial wealth gap:
Explaining the black-white economic divide. Institute of Assets and Social Policy,
Brandeis University.

Sherman, D. K. (2013). Self-affirmation: Understanding the effects. Social and Personality
Psychology Compass, 7(11), 834-845.

Shih, M., Pittinsky, T., & Ambady, N. (1999). Stereotype susceptibility: Identity salience and

shifts in quantitative performance. Psychological Science, 10, 80-83.



128

Silverman, A. M., & Cohen, G. L. (2014). Stereotypes as stumbling-blocks: How coping with
stereotype threat affects life outcomes for people with physical disabilities. Personality &
Social Psychology Bulletin, 40(10), 1330-1340. doi:10.1177/0146167214542800

Simon, B. (1997). Self and group in modern society: Ten theses on the individual self and the
collective self. In R. Spears, P. J. Oakes, N. Ellemers, & S. A. Haslam (Eds.), The social
psychology of stereotyping and group life (pp. 318-335). Blackwell.

Simon, B., & Klandermans, B. (2001). Politicized collective identity: A social psychological
analysis. American Psychologist, 56, 319-331.

Sinclair, S., Huntsinger, J., Skorinko, J., & Hardin, C. D. (2005). Social tuning of the self:
Consequences for the self-evaluations of stereotype targets. Journal of Personality and
Social Psychology, 89, 160-175.

Skinner, N., & Brewer, N. (2002). The dynamics of threat and challenge appraisals prior to
stressful achievement events. Journal of Personality and Social Psychology, 83, 678-692.

Skowronski, J. J., & Carlston, D. E. (1989). Negativity and extremity biases in impression
formation: A review of explanations. Psychological Bulletin, 105, 131-142

Slavin, L. A., Rainer, K. L., McCreary, M. L., & Gowda, K. K. (1991). Toward a multicultural
model of the stress process. Journal of Counseling & Development, 70(1), 156-163.
doi:10.1002/j.1556-6676.1991.tb01578.x

Smalls, C., White, R., Chavous, T., & Sellers, R. (2007). Racial ideological beliefs and racial
discrimination experiences as predictors of academic engagement among African

American adolescents. Journal of Black Psychology, 33,299-330.



129

Smeding, A., Darnon, C., Souchal, C., Toczek-Capelle, M. C., & Butera, F. (2013). Reducing the
socio-economic status achievement gap at University by promoting mastery-oriented
assessment. PloS One, 8(8), 1-6. doi:10.1371/journal.pone.0071678

Smedley, A., & Smedley, B. D. (2005). Race as biology is fiction, racism as a social problem is
real: Anthropological and historical perspectives on the social construction of race.
American Psychologist, 60, 16-26.

Smith, A. B., Craver, C. B., & Turner, R. (2011). Employment discrimination law: Cases and
materials. LexisNexis.

Smith, A. E., Jussim, L., Eccles, J., VanNoy, M., Madon, S., & Palumbo, P. (1998). Self-
fulfilling prophecies, perceptual biases, and accuracy at the individual and group levels.
Journal of Experimental Social Psychology, 34, 530-561.

Smith, D. M., Neuberg, S. L., Judice, T. N., & Biesanz, J. C. (1997). Target complicity in the
confirmation and disconfirmation of erroneous perceiver expectations: Immediate and
longer term implications. Journal of Personality and Social Psychology, 73, 974-991.

Smith, J. L. (2004). Understanding the process of stereotype threat: A review of mediational
variables and new performance goal directions. Educational Psychology Review, 16, 177-
206.

Smith, T. W., Snyder, C. R., & Handeslman, M. M. (1982). On the self-serving function of the
academic wooden leg: Test anxiety as a self-handicapping strategy. Journal of
Personality and Social Psychology, 42, 314-321.

Smith, W. (2008). Higher education: Racial battle fatigue. In T. Schaefer (Ed.), Encyclopedia of

race, ethnicity, and society (pp. 615-618). SAGE.



130

Snyder, M., & Haugen, J. A. (1995). Why does behavioral confirmation occur? A functional
perspective on the role of the target. Personality and Social Psychology Bulletin, 21, 963-
974.

Snyder, M., Tanke, E. D., & Berscheid, E. (1977). Social perception and interpersonal behavior:
On the self-fulfilling nature of social stereotypes. Journal of Personality and Social
Psychology, 35, 1202-1212.

Solomon, D., Battistich, V., & Hom, A. (1996, April). Teacher beliefs and practices in schools
serving communities that differ in socioeconomic level. Paper presented at the American
Educational Research Association Annual Meeting, New Y ork.

Spence, N. D., Wells, S., Graham, K., & George, J. (2016). Racial discrimination, cultural
resilience, and stress. Canadian Journal of Psychiatry, 61(5), 298-307. https://doi-
org.nl.idm.oclc.org/10.1177/0706743716638653

Spencer, S., Logel, C., & Davies, P. (2016). Stereotype threat. Annual Review of Psychology,
(67), 415-437.

Spencer, S. J., Steele, C. M., & Quinn, D. M. (1999). Stereotype threat and women’s math
performance. Journal of Experimental Social Psychology, 35, 4-28.

Stainback, K., & Irvin, M. (2012). Workplace racial composition, perceived discrimination, and
organizational attachment. Social Science Research, 41(3), 657-670.
doi:10.1016/j.ssresearch.2011.11.016

Steele, C. M. (1988). The psychology of self-affirmation: Sustaining the integrity of the self. In
L. Berkowitz (Ed.), Advances in experimental social psychology (Vol. 21, pp. 261-302).

Academic Press.



131

Steele, C. M. (1997). A threat in the air: How stereotypes shape intellectual identity and
performance. American Psychologist, 52(6), 613.

Steele, C. M., & Aronson, J. (1995). Stereotype threat and the intellectual test performance of
African Americans. Journal of Personality & Social Psychology, 69(5), 797-811.
https://doi-org.nl.idm.oclc.org/10.1037/0022-3514.69.5.797

Steele, C. M., Spencer, S. J., & Aronson, J. (2002). Contending with images of one’s group: The
psychology of stereotype and social identity threat. In M. Zanna (Ed.), Advances in
experimental social psychology (pp. 379-440). Academic Press.

Stevenson, B. (2011). Drug policy, criminal justice, and mass imprisonment. Global
Commission on Drug Policies, working paper prepared for the first meeting of the
Geneva Commission, Geneva. http://www.globalcommissionondrugs.org

Stone, J., Lynch, C. L., Sjomeling, M., & Darley, J. M. (1999). Stereotype threat effects on Black
and White athletic performance. Journal of Personality and Social Psychology, 77, 1213-
1227.

Strakowski, S. M., Hawkins, J. M., Keck, J., Paul, E., McElroy, S. L., West, S. A., Bourne, M.
L., Sax, K. W., & Tugrul, K. C. (1997). The effects of race and information variance on
disagreement between psychiatric emergency room service and research diagnoses in
first-episode psychosis. Journal of Clinical Psychiatry, 58, 457-463.

Stroebe, K., Dovidio, J. F., Barreto, M., Ellemers, N., & John, M. S. (2011). Is the world a just
place? Countering the negative consequences of pervasive discrimination by reaffirming
the world as just. British Journal of Social Psychology, 50, 484-500.

https://doi.org/10.1348/014466610X523057.



132

Stroebe, K., Ellemers, N., Barreto, M., & Mummendey, A. (2009). For better or for worse: The
congruence of personal and group outcome on targets’ responses to discrimination.
European Journal of Social Psychology, 39(4), 576-591. https://doi.org/10.1002/ejsp.557.

Sue, D. W., & Sue, D. (1990). Counseling the culturally different: Theory and practice. Wiley

Sue, D. W., & Sue, D. (1999). Counseling the culturally different: Theory and practice (3rd ed.).
Wiley.

Sue, D. W., & Sue, D. (2003). Counseling the culturally diverse: Theory and practice. Wiley.

Swann, W. B., & Ely, R. J. (1984). A battle of wills: Self-verification versus behavioral
confirmation. Journal of Personality and Social Psychology, 46, 1287-1302.

Tafet, G. E., & Bernardini, R. (2003). Psychoneuroendocrinological links between chronic stress
and depression. Progress in Neuro-Psychopharmacology and Biological Psychiatry,
27(6), 893-903. doi:10.1016/S0278-5846(03)00162-3

Tajfel, H. (1978). Social categorization, social identity, and social comparison. In H. Tajfel (Ed.),
Differentiation between social groups: Studies in the social psychology of intergroup
relations (pp. 61-76). Academic Press.

Takaki, R. (1993). A4 different mirror: A history of multicultural America. Little, Brown.

Takeuchi, D. T., & Cheung, M. K. (1998). Coercive and voluntary referrals: How ethnic
minority adults get into mental health treatment. Ethnicity and Health, 3, 149-158.

Taylor, S. E. (1991). Asymmetrical effects of positive and negative events: The mobilization-
minimization hypothesis. Psychological Bulletin, 110, 67-85.

Tenenbaum, H. R., & Ruck, M. D. (2007). Are teachers’ expectations different for racial
minority than for European American students? A meta-analysis. Journal of Educational

Psychology, 99, 253 - 273.



133

Terenzini, P. T., Rendon, L. 1., Upcraft, M. L., Millar, S. B., Allison, K. W., Gregg, P. L., &
Jalomo, R. (1994). The transition to college: Diverse students, diverse stories. Research
in Higher Education, 35, 57-73.

Terrell, F., & Terrell, S. L. (1981). An inventory to measure cultural mistrust among blacks.
Western Journal of Black Studies, 5, 180-184.

Terrell, F., & Terrell, S. L. (1983). The relationship between race of examiner, cultural mistrust,
and the intelligence test performance of black children. Psychology in the Schools, 20,
367-369.

Terrell, F., Terrell, S. L., & Taylor, J. (1981). Effects of race of examiner and cultural mistrust
on the WAIS performance of Black students. Journal of Consulting and Clinical
Psychology, 49, 750-751.

Terrell, F., Terrell, S. L., & Miller, F. (1993). Level of cultural mistrust as a function of
educational and occupational expectations among Black students. Adolescence, 28, 573-
578.

Thoits, P., & Virshup, L. (1997). Me’s and we’s: Forms and functions of social identities. In R.
D. Ashmore & L. Jussim (Eds.), Self and identity: Fundamental issues (pp. 106-133).
Oxford University Press.

Thompson, C. E., & Carter, R. T. (1997). An overview and elaboration of Helms’ racial identity
development theory. In C. E. Thompson and R. T. Carter (Eds.) Racial identity theory:
Applications to individual, group, and organizational interventions (pp. 15-32). Erlbaum.

Thompson, C. E., Worthington, R., & Atkinson, D. R. (1994). Counselor content orientation,
counselor race, and Black women’s cultural mistrust and self-disclosures. Journal of

Counseling Psychology, 41(2), 155-161.



134

Turner, J. C., Hogg, M. A., Oakes, P. J., Reicher, S. D., & Wetherell, M. S. (1987).
Rediscovering the social group: A self-categorization theory. Blackwell.

Tynes, B. M., Umaiia-Taylor, A. J., Rose, C. A, Lin, J., & Anderson, C. J. (2012). Online racial
discrimination and the protective function of ethnic identity and self-esteem for African
American adolescents. Developmental Psychology, 48, 343-355.
http://dx.doi.org/10.1037/a0027032

Umana-Taylor, A. J. (2003, March). Using the Ethnic Identity Scale to measure the
developmental pathways of high school and college age students. Invited Speaker at the
Child Trends Indicators of Positive Development Conference, Washington, DC.

Umana-Taylor, A. J., & Updegraff, K. A. (2007). Latino adolescents’ mental health: Exploring
the interrelations among discrimination, ethnic identity, cultural orientation, self-esteem,
and depressive symptoms. Journal of Adolescence, 30, 549-567.

Ungar, M. (2015). Varied patterns of family resilience in challenging contexts. Journal of
Marital and Family Therapy, 42, 19-31. https://doi.org/10.1111/jmft.12124

Urban, T., & Pajares, F. (2006). Self-efficacy beliefs of adolescents. Information Age Publishing.

U.S. Bureau of Labor Statistics. (2010). Table 10. Employed persons by major occupation and
sex, 2009 and 2010 annual averages. http://www.bls.gov/cps/wlf-databook2011.htm

Vandiver, B. J. (2001). Psychological nigrescence revisited: Introduction and overview. Journal
of Multicultural Counseling and Development, 29, 165-173.

Vandiver, B. J., Fhagen-Smith, P. E., Cokley, K. O., Cross, W. E., & Worrell, F. C. (2001).
Cross’s nigrescence model: From theory to scale to theory. Journal of Multicultural

Counseling and Development, 29, 174-200.



135

Verkuyten, M., Wiley, S., Deaux, K., & Fleischmann, F. (2019). To be both (and more):
Immigration and identity multiplicity. Journal of Social Issues, 75, 390-413.

Verniers, C., & Vala, J. (2018). Justifying gender discrimination in the workplace: The
mediating role of motherhood myths. PLoS ONE, 13(1), 1-23. https://doi-
org.nl.idm.oclc.org/10.1371/journal.pone.0190657

Vick, S. B., Seery, M. D., Blascovich, J., & Weisbuch, M. (2008). The effect of gender
stereotype activation on challenge and threat motivational states. Journal of Experimental
Social Psychology, 44, 624-630.

Voisin, D., Brick, C., Vallée, B., & Pascual, A. (2019). When stereotype threat does not impair
performance, self-affirmation can be harmful. Self & Identity, 18(3), 331-348. https://doi-
org.nl.idm.oclc.org/10.1080/15298868.2018.1454339

Voisin, D., Girandola, F., David, M., & Aim, M.-A. (2016). Self-affirmation and an incongruent
drinking norm: Alcohol abuse prevention messages targeting young people. Self and
Identity, 15(3), 262-282. doi:10.1080/15298868.2015.1119188

von Baeyer, C. L., Sherk, D. L., & Zanna, M. P. (1981). Impression management in the job
interview: When the female applicant meets the male (chauvinist) interviewer.
Personality and Social Psychology Bulletin, 7,45-51.

von Hippel, C., Walsh, A. M., & Zouroudis, A. (2011). Identity separation in response to
stereotype threat. Social Psychological and Personality Science, 2, 317-324.
https://doi.org/10.1177/1948550610390391

Vyas, A., Pillai, G. A., & Chattarji, S. (2004). Recovery after chronic stress fails to reverse
amygdaloid neuronal hypertrophy and enhanced anxiety-like behavior. Neuroscience,

128(4), 667-673. doi:10.1016/j.neuroscience.2004.07.013.



136

Walton, G. M., & Spencer, S. J. (2009). Latent ability: Grades and test scores systematically
underestimate the intellectual ability of negatively stereotyped students. Psychological
Science, 20, 1132-1139. doi:10.1111/j.1467-9280.2009.02417 x

Wang, M. T., & Degol, J. (2013). Motivational pathways to STEM career choices: Using
expectancy-value perspective to understand individual and gender differences in STEM
fields. Developmental Review, 33(4), 304-340.

Ward, J. B., Feinstein, L., Vines, A. 1., Robinson, W. R., Haan, M. N., & Aiello, A. E. (2019).
Perceived discrimination and depressive symptoms among U.S. Latinos: The modifying
role of educational attainment. Ethnicity & Health, 24(3), 271-286. https://doi-
org.nl.idm.oclc.org/10.1080/13557858.2017.1315378

Watkins, C. E., Jr., & Terrell, F. (1988). Mistrust level and its effects of counseling expectations
in Black client-White counselor relationships: An analogue study. Journal of Counseling
Psychology, 35(2), 194-197.

Watt, H. M. (2006). The role of motivation in gendered educational and occupational trajectories
related to math. Educational Research and Evaluation, 12(4), 305-322.

Weinstein, R. S., Gregory, A., & Strambler, M. J. (2004). Intractable self-fulfilling prophecies:
Fifty years after Brown v. Board of Education. American Psychologist, 59(6), 511-520.
https://doi-org.nl.idm.oclc.org/10.1037/0003-066X.59.6.511

Weisgram, E. S., & Bigler, R. S. (2007). Effects of learning about gender discrimination on
adolescent girls’ attitudes toward and interest in science. Psychology of Women
Quarterly, 31, 262-269. https://doi.org/10.1111/j.1471-6402.2007.00369.x.

West, C. (2004). Black sexuality: The taboo subject. In M. L. Andersen & P. H. Collins (Eds.),

Race, class and gender: An anthology (5th ed.). (pp. 455-461). Wadsworth.



137

Whaley, A. L. (1997). Ethnicity/race, paranoia, and psychiatric diagnoses: Clinician bias versus
sociocultural differences. Journal of Psychopathology and Behavioral Assessment, 19, 1-
20.

Whaley, A. L. (1998). Cross-cultural perspective on paranoia: A focus on the Black American
experience. Psychiatric Quarterly, 69, 325-343.

Whaley, A. L. (2001). Cultural mistrust: An important psychological constructs for diagnosis and
treatment of African Americans. Professional Psychology: Research & Practice, 32(6),
555. https://doi-org.nl.idm.oclc.org/10.1037/0735-7028.32.6.555

Whaley, A. L. (2020). Stereotype threat and psychosocial outcomes among African Americans:
A population-based approach. Journal of African American Studies, 24(1), 56-77.
https://doi-org.nl.idm.oclc.org/10.1007/s12111-019-09456-4

Whaley, A. L., & Smyer, D. A. (1998). Self-evaluation processes of irAmerican youth in a high
school completion program. Journal of Psychology, 132, 317-327.

Wheeler, S. C., & Petty, R. E. (2001). The effects of stereotype activation on behavior: A review
of possible mechanisms. Psychological Bulletin, 127, 797-826.

Whittaker, J. A., Montgomery, B. L., & Martinez Acosta, V. G. (2015). Retention of
underrepresented minority faculty: Strategic initiatives for institutional value proposition
based on perspectives from a range of academic institutions. Journal of Undergraduate
Neuroscience Education 13(3), A136-A145.

Wigfield, A., Galper, A., Denton, K., & Seefeldt, C. (1999). Teachers’ beliefs about former Head
Start and non-Head Start first-grade children’s motivation, performance, and future

educational prospects. Journal of Educational Psychology, 91, 98-104.



138

Willard, J., Madon, S., Guyll, M., Spoth, R., & Jussim, L. (2008). Self-efficacy as a moderator of
negative and positive self-fulfilling prophecy effects: Mothers’ beliefs and children’s
alcohol use. European Journal of Social Psychology, 38, 499-520.

Wine, J. (1971). Test anxiety and direction of attention. Psychological Bulletin, 76, 92-104.

Wong, C. A., Eccles, J. S., & Sameroff, A. (2003). The influence of ethnic discrimination and
ethnic identification on African American adolescents’ school and socioemotional
adjustment. Journal of Personality, 71, 1467-6494.

Wraga, M., Duncan, L., Jacobs, E. C., Helt, M., & Church, J. (2006). Stereotype susceptibility
narrows the gender gap in imagined self-rotation performance. Psychonomic Bulletin &
Review, 13, 813-819.

Yeung, N. C. J., & von Hippel, C. (2008). Stereotype threat increases the likelihood that female
drivers in a simulator run over jaywalkers. Accident Analysis & Prevention, 40, 667-674.

Zambrana, R. E., Wingfield, A. H., Lapeyrouse, L. M., Davila, B. A., Hoagland, T. L., &
Valdez, R. B. (2017b). Blatant, subtle, and insidious: URM faculty perceptions of
discriminatory practices in predominantly white institutions. Sociological Inquiry, 87(2),
207-232.

Zanna, M. P., & Pack, S. J. (1975). On the self-fulfilling nature of apparent sex differences in
behavior. Journal of Experimental Social Psychology, 11, 582-591.

Zeman, J., & Garber, J. (1996). Display rules for anger, sadness, and pain: It depends on who is
watching. Child Development, 67, 957-973. http://dx.doi.org/10.2307/1131873

Zhang, W., & Hong, S. (2013). Perceived discrimination and psychological distress among asian
americans: does education matter? Journal of Immigrant and Minority Health / Center

for Minority Public Health, 15(5), 932-943. doi:10.1007/s10903-012-9676-5.



139

Zigler, E., & Glick, M. (1988). Is paranoid schizophrenia really camouflaged depression?
American Psychologist, 43, 284-290.

Zimmerman, B. J. (2000). Attaining self-regulation: A social-cognitive perspective. In M.
Boekaerts, P. Pintrich, & M. Zeidner (Eds.), Handbook of self-regulation, research, and

applications (pp. 13-39). Academic Press.



140

Appendix A:

Process Model of The Impact of Stereotype Threat on Self-Efficacy and Minority

Performance
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Process Model
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