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Abstract

The Relationship Between Racial Identity, Coping Style, and Self-concept in 

African American Adolescents in Independent Schools

By

Donya V. Rhett 

Adviser: Professor Anderson J. Franklin

This study investigated the relationship between racial identity, coping style and 

self-concept in AMcan American adolescents vdio attend predominantly White 

private schools. It was hypothesized that adolescents who had a more 

internalized, positive Black racial identity would use transformational coping 

methods and would present with more positive self-concepts as a group. It was 

further hypothesized that those with a negative racial identity would tend to use 

avoidant coping patterns more often and present with relatively lower self- 

concepts. Black racial identity, coping style and seven domains of self-concept 

were examined in 10 African-American adolescents. The Cross Racial Identity 

Scale, Piers-Harris Self-Concept Scale, and Adolescent Coping Orientation for 

Problem Experiences Scale were used. Some hypotheses were partially 

supported. Positive correlations were identified between advanced Black racial 

identity attitudes and coping style. In general, the hypotheses were not well 

supported. Results and implications for future research are discussed.
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C h a pt e r  I: In t r o d u c t io n

. .to all of us who love blackness, 
who dare to create in our daily lives 

spaces of reconciliation and forgiveness 
where we let go o f past hurt, fear, shame 

and hold each other close.
It is only in the act and practice 

of loving blackness 
that we are able to reach out 

and embrace the world 
without destructive bitterness 
and ongoing collective rage.

Holding each other close across diflFerences,
Beyond conflict, through change,

Is an act of resistance."
-bell hooks, 1992

During the past few decades, a number of academic programs have been 

developed to recruit under-represented, yet intellectually gifted students o f color 

and help them gain admission to independent and boarding schools. These schools 

are historically very exclusive, admitting predominantly youth from the White 

upper classes. Therefore, admission to such schools for most academically 

qualified students of color would remain an elusive dream without the aid of such 

programs as Prep for Prep and A Better Chance. Such programs seek out and 

identify pre-adolescent and adolescent students of color whose intellectual abilities 

are classified as superior. Once these programs have identified students who can 

handle the academic challenges, they send them to independent schools with 

varying degrees o f academic, mental and psychological preparation and support.

The students in these programs overwhelmingly complete their course of study in
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these independent schools and proceed on to many of the best colleges in the U.S.

(Prep for Prep, 2001).

However, during their years at these schools, students who are of color 

and/or from poor, working and middle class backgrounds, and ethnic minorities 

face a number of challenges to their psychological well-being and identity. These 

students are passing through one of the most challenging stages of development, 

adolescence, in what some might classify as an alien environment. They are 

members of the so-called minority trying to establish a cohesive, stable identity and 

cope with daily challenges while at the same time immersing themselves in the 

dominant culture of upper and middle class White America. For Black (Black and 

African American will be used interchangeably throughout) students, this is an 

especially difificult task because of the history of Blacks in America.

Each racial and ethnic group m the U.S. bears its own set of stereotypes.

As James M. Jones writes, “Society has socially constructed a vierw o f race that 

makes it easy to see racial differences in traits and behaviors, and to place such 

traits and behaviors along some evaluative continuum- from desirable to 

undesirable, from good to bad, andfrom useful to dysfunctional. ” (1997, p .367).

Some groups are frequently associated with enough positive traits, such as 

Japanese Americans (e.g. studious, industrious) so that, although they constitute a 

racial minority, the expectations with which White America greets them are often 

positive and not a hindrance to their attempts at success. African Americans on 

the other hand, have an extraordinarily complicated history in the U.S. that has left 

a legacy of both negative stereotypes and very real, inherent psychological and
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societal obstacles to their success and well-being. Ancestors o f today's Black 

Americans were denied even a basic education and were seen as inhuman. Even as 

steps were made to remedy such atrocious treatment. Blacks were allowed only an 

inferior education and continued to be dehumanized. Consequently, many 

contemporary African Americans unconsciously operate imder the legacy of 

slavery, fiiihng to realize or live up to their potential. Black adolescents bring this 

inheritance into a foreign environment in which they are sometimes perceived as 

threatening or inferior. They are then expected to cope not only with the usual 

stresses o f adolescence, but also with racial and class conflicts. Therefore, Black 

students in predominantly White schools have to struggle to maintain and develop 

a positive self-concept, to potentially become bi-cultural (Tatum, 1997), to 

establish their racial identity, and to develop effective coping skills, all in a 

culturally and racially different environment.

My interest in this area grew out of both work experiences in a New York 

City independent school and also out of my personal experience as an adolescent 

from Harlem attending a prep school on NYC’s affluent Upper East Side. I have 

observed Black adolescents struggling to maintain a healthy image of their culture 

while also trying to fit in with the culture in their schools. I have witnessed some 

Black adolescents from the inner city grappling with the conflicts that arise in any 

peer group. Many of these conflicts were race related but many were not. For 

some o f these teens, in their neighborhoods, the solution to a theoretical or verbal 

conflict would be a physical altercation rather than a higher order coping response 

such as sublimation or third party mediation. However, in private schools, fighting
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would result in expulsion and was therefore not a viable option. There were also 

occasions when the conflict to be dealt with was racism or malignant cultural 

ignorance on the part of a teacher. What to do then? These teens then face the 

added task of developing new means of coping effectively- ways that are 

acceptable to the culture of their educational environment.

Although there has been significant and substantial research on coping and 

self-concept, and to a lesser extent, on racial identity, these various domains have 

not been looked at in conjunction. Therefore an exploration of the correlation 

between coping, racial identity and self-concept would be a valuable contribution, 

particularly in this understudied population. Many independent schools are 

attempting to meet the needs of their changing student bodies and are therefore 

adding psychologists and counselors to that end. However, there is a lack of 

empirical research investigating the psychological needs of the Black students. My 

study will begin to look at some of the identity difficulties these teens are facing 

and how psychologists can begin to help them.

In the following review, pertinent literature and research on identity 

formation, self-concept. Black racial identity and coping style will be presented.

General identity formation theories will be explored in order to provide the 

necessary background for understanding self-concept and Black racial identity. In 

many ways, the process of forming an internalized Black identity parallels overall 

identity formation, as will be evidenced by the literature. Coping will also be
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explored both broadly and as it is specifically related to self-concept and identity 

formation.
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C h a pt e r  II; L ite r a t u r e  R e v iew  

Id e n t it y

Overview

Many writers have conceptualized the lives of humans as being divided 

into various stages. Although the basic goals and theoretical constructs of these 

stages may vary, it is widely held that in the U.S., adolescence is an actual and 

significant stage. This period of development begins at about the age of thirteen 

and ends in the early twenties. In a thorough review of the literature, Lavoie 

(1994) clearly demonstrates that adult identity formation crystallizes during this 

crucial period.

There are a number of different models of identity formation. Bios (1967) 

presents an Individuation Model, linking the tasks of adolescence to the earlier 

separation-individuation stage of the toddler years. Steinwand (1984) takes a 

similar approach in looking at identity and adolescence. Perhaps most known 

would be Erikson’s psychosocial model in which identity formation foUows earlier 

stages and has multiple possible outcomes. There are also cognitive and 

Constructive-Developmental models. Lavoie (1994) identifies some 

commonalities amongst these various models. Identity is viewed as a 

“developmental phenomena characterized by qualitative change as expressed in a 

series of stages, the order of which is invariant” (p. 18). Identity is the 

establishment of some equilibrium between the self and other. While identity is the
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It is the successful formation of identity during adolescence that allows us 

to fece the challenges of adulthood (Goodman, 1972). As the adolescent becomes 

increasingly autonomous, she begins to try on possible social roles and to 

independently navigate the world of peers in an eflFort to define herself. Numerous 

psychologists have explored these processes and oflFered various theories as to 

which intrapsychic and environmental factors have an impact on identity. The 

following is a brief review of theories of identity formation. This will include a 

closer examination of the concept o f identity formation fi-om psychosocial and 

developmental perspectives. In addition, there will be some discussion of the 

factors that either aid or hinder successful completion of this phase of life.

Identity Formation

Erikson's (1968) psychosocial theory of the tasks of adolescence has 

received widespread acceptance. He essentially posits that adolescence is a period 

of development occurring between childhood and adulthood with identity 

formation as the major task. Although it is has at times been dismissed as simply a 

transitional period, it is a crucial time in our lives during which we try on different 

roles and establish our identities. During this time, adolescents become capable of 

exploring how others see them and develop some concern about the expectations 

and opinions of others. Successfully resolving the dynamic conflicts that emerge 

during adolescence (identity achievement) is essential for becoming a 

psychologically healthy adult.
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The process o f identity formation is precipitated by biological and cognitive 

maturation and encouraged by changing expectations that a given society has for 

adolescents. Entrance into adolescence marks the beginning of ever increasing 

freedom from parental influence as well as a new ability to self-reflect and 

participate in social role taking. The adolescent progresses from a state o f 

psychological and physical dependence on the primary caregivers towards 

autonomy. At the same time, she is laying the foundation for a stable identity and 

ideally, positive self-concept. Goodman defines identity as follows:

...self-identity is the relationship o f oneself to oneself, to others, and to 

social institutions. It implies a continuity and sameness within the person (and 

perception that ego forces are effective in maintaining this) and the sharing o f  

some essential character with others. (1972, p. 121)

Therefore, one's identity and self-concept are very much dependent upon how one 

is perceived and reacted to by others. In a society where there are multiple groups 

with one group maintaining a position of power, the perceptions of the dominant 

group are much more potent (Goodman, 1972).

Other theorists support the hypothesis that the process o f establishing an 

identity is thoroughly influenced by new input from the adolescent's social and 

academic worlds (e.g. Tatum, 1997; Erikson, 1968; Bios, 1967). Peer groups are 

a crucial source of support during adolescence. Bios theorized that as adolescents 

relinquish their internalized, idealized parental objects they experience a need for
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new introjects or internalized representations of others that allow them to feel 

connected to the world (1967). They satisfy this by joining peer groups and 

forming attachments to non-parental objects. Thus, other adolescents serve in a 

critical, supportive role and comprise the context in which identity and mature ego 

functions are developing.

Swanson et al. (1998) present a comprehensive picture of identity 

formation from a psychosocial perspective. According to Swanson and her co­

authors, adolescents begin to examine previously held values, roles, goals, and 

beliefs that they have retained from childhood. They are now able to compare 

their past self-representation to their expanding present and potential selves and 

synthesize these often contrasting images. This ejqiloration occurs in both the 

internalized family context and the external social and academic worlds.

Successful identity formation results when the individual is able to feel successfully 

integrated into society with established, satisfactory role relationships. Josselson 

(1989), Steinwand (1984) as well as Onyehalu (1981) all support the 

conceptuahzation of adolescence as the time when we become ego-autonomous 

individuals. Adolescents must overcome identity confusion and attain a sense of 

identity to become psychologically healthy adults. In other words, the question of 

“Who am I?” is generally answered and the individual can move on to creating 

meaningful experiences for herself.
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Environmental and cultural influences on identity formation

Erikson (1968) suggested that the creation of one’s identity is essentially a 

process o f simultaneous reflection and observation. This primarily unconscious 

process consists of the adolescent judging himself in connparison to how he 

believes others would judge him in comparison to themselves. This theory then 

makes apparent the incredible power of the media, context, and widespread 

stereotypes of the given society. If one’s inner experience of oneself conflicts with 

outer circumstances (e.g. excelling in a domain where outside expectations are for 

failure), dissonance is created.

Using Eriksonian theory as a foundation, Tatum (1997) draws upon years 

o f clinical and classroom observation to highlight the significance of factors such 

as race, gender, sexuality and ethnicity. She has observed that members of 

subordinate groups often choose identifiers related to their minority status (e.g.

“Black”, “gay”, or “Jewish”). In contrast, members of dominant groups, such as 

White Protestant males, seldom identify themselves based on the categories that 

make them dominant in this society. These traits may not be salient to them 

because they are not a source of conflict in identity formation. In addition, it is the 

dominant group that decides the norm so why would one note a characteristic 

deemed normal and unremarkable? Tatum suggests that the parts of our identity 

that become most salient to ourselves are often those that are most noticeable and
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reacted upon by others. It is those aspects of one’s identity that make one the 

“other” that stand out.

Swanson et al. (1998) also discuss ecological factors influencing identity 

formatioa Ethnicity, race, and gender are inq)ortant components in examining 

adolescent development from an ecological perspective (Swanson, Spencer, and 

Petersen 1998). This perspective emphasizes the profound impact of cultural 

stereotypes, school environment, and peer and femily relations. Adolescents 

establish identity partly through their interactions with their various environments.

From the ecological perspective, a sense o f agency, of being able to influence one's 

environment is critical in developing a cohesive sense of self. These authors 

suggest that adolescents use their cultural values as a kind of lens through which 

they can evaluate the greater society. Furthermore, it was suggested that all 

“minority” youth are expected to be bi-cultural in this society in order to be 

successful, thus requiring them to have both an additional skill as well as a 

complicating fector in selfrother-evaluation. Minority adolescents must be more 

cognizant o f the perceptions of their own minority group, and they are also 

expected to be sensitive to the perceptions of the majority group. African 

American adolescents must also grapple with imbedded societal stereotypes which 

attempt to limit their academic and career expectations.

Gender is also a factor which would ordinarily be quite salient in identity 

formation in terms of developing a sense of autonomy and setting career goals
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(Swanson, et al., 1998). It has been suggested that well into the 20“* century, 

females have faced significant pressure to fill more traditional women’s roles such 

as homemaker. These pressures then create a conflict within adolescent girls in 

regards to their ability to successfully develop a professional-identity. However, 

the authors posit that for Black adolescents, gender role issues are much less of a 

factor. They argue that, historically, Black women have worked out o f necessity 

and thus the inherited expectation has been that a Black woman would definitely 

establish a working identity, something beyond the classic, stereotypical, middle 

class, American female role. This is in contrast to the expectations that have been 

held for middle class, White American women through the first three quarters of 

the 20* century.

Given that there are multiple variables impacting upon identity formation, 

there are a number of possible outcomes to the process. The most optimal 

outcome would be identity achievement that includes a clear delineation between 

self and other, a stable sense o f oneself across a variety of situations, and an 

overall experience of oneself as competent and productive. Researchers have also 

investigated poorer outcomes of the process. Using Erikson’s model as a 

theoretical fi'amework, Marcia (1989) has taken the least desirable outcome 

possibility (Identity Difiusion) and identified four subtypes of this identity status.

He describes a spectrum or continuum of the difiuse identity status. An adolescent 

in this category can be anywhere fi-om high functioning and socially skilled, en- 

route to a more desirable outcome to isolated, confiised, and withdrawn.
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David Brandt (1991) theorized from a psychoanalytic perspective about the 

possible sequelae in adulthood of feilure to develop an adequate sense of identity 

in adolescence. Based on the writings of others (e.g. Freud, Bios, and Marcia) as 

well as clinical material, Brandt identifies various symptoms which might be related 

to non-optimal identity formation. These include sexual promiscuity, inability to 

establish a career or to form stable relationships.

In summary, identity can be viewed as a complex construct consisting of 

self-definition (self-concept), roles, relationships, culture, gender and race. The 

process of forming one’s identity is shaped by environment, culture, and society as 

well as by history and political context. During adolescence, identity evolves and 

is refined according to how the previous factors interact and influence the 

adolescent. A successful journey through this process is clearly necessary for a 

later productive and stable life.

Self-concept

Self-concept is an aspect or sub-component o f identity. It is a quantifiable 

measure of the level o f success of the identity formation process. According to 

Susan Harter (1990), it is one's self-definition. From a developmental perspective, 

self-concept is seen as changing in conjunction with cognitive maturation and 

socialization. At the same time as the child is becoming an adolescent and 

spending more time apart from his parents, his cognitive fimctions are maturing.

The adolescent has the ability to use social con^arison in self-evaluation and to
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incorporate these thoughts into his self-concept. The opinions of others, 

particularly peers, become much more important as the adolescent realizes that 

others can have negative attitudes and thoughts about him. It is also during 

adolescence that one's self-concept becomes differentiated into different domains 

and more psychologically sophisticated (Harter, 1990). During childhood, self- 

concept is based on simplistic traits tied to surface characteristics and observable 

behaviors. Adolescents begin to use interpersonal descriptors (such as sociable, 

shy, etc.) to describe themselves. Self-concept is described in terms of the 

individual's psychological makeup including their emotions, motives, attitudes, 

beliefs and wishes. In addition, the adolescent recognizes that his "self' (or how 

one relates to others) may be different in a variety o f contexts, hence the 

differentiation of self-concept into various domains (Harter, 1990).

In reviewing a large number of studies on self-concept, Wylie (1979) 

construed the term self-concept as including the following:

“(a) cognitions and evaluations regarding relatively specific aspects 

o f the self, e.g., mathematics ability, predispositional anxiety in 

interpersonal situations, family status such as being a parent, racial 

identity, gender identity, class membership; (b) ideal self, which 

I see as comprising not only the person’s ideals about self-aspects 

such as being scholastically able, having a sense o f humor, being 

well liked by peers, but also such phenomenal goals as wishing to 

be a well-educated person...(c) over-all self-regard- my generic 

term to cover such “global” constructs as self-esteem, 

self-acceptance...” (pp.3-4)
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It is this conceptualization of self- concept that is being used in this thesis.

Identity is who you are as a separate, autonomous person in the world. It is one’s 

relatively stable self-definition. Self-concept includes that self-definition, but is 

more complex and multifaceted. It includes one’s evaluation of or regard for that 

identity, hence the ability to have positive and negative self-concepts. Self-concept 

also incorporates ideals and aspirations for the self and the comparison of the ideal 

self to the actual and of the actual self to others.

Measures of self-concept are generally designed with the underlying 

premise that social con^arison is at the core of self-concept. Therefore, most 

scales ask questions that pull for children and adolescents’ views of themselves in 

relation to their peers. Researchers investigating self-concept have widely used 

such self-report measures as reliable indicators o f self-concept/self-esteem. In 

addition, researchers have been able to use these instruments effectively in 

determining correlations between self-concept and other identity related variables.

For example, Wylie (1979) cites a number of studies in which self-report measures 

have been used to relate self-concept to race and ethnicity, age and academic 

achievement, among other variables.

Wylie (1989) has reviewed a number of the most widely used self-concept 

scales. In this review, the Piers-Harris Self-Concept Scale (Piers, 1984) emerges 

as one of the most highly reliable and valid instruments for use with children 

ranging in age fi-om 8 to 18. The Piers-Harris Scale will be used in this study and 

will be explored in further detail later.
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Based on the definition of self-concept that has been presented here, it 

becomes clear that self-concept is an important and necessary component in 

exploring identity. Furthermore, because self-concept is so heavily influenced by 

how one is perceived by society, personal fectors that lead to prejudgments (e.g. 

race) very likely share some correlation with self-concept
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R a c ia l  Id e n t it y

Overview

The previous review of the literature on identity formation during 

adolescence demonstrates that the process is complex and influenced by a number 

of factors. Erikson (1968) made salient the importance of culture. One's racial 

group is an important part o f culture in the United States and is therefore an 

impacting factor on identity formation and self-concept. Racial identity and overall 

identity formation are processes that are inextricably entwined for people o f color, 

and should be examined in conjunction. In addition, the theories of racial identity 

development are based (at least structurally) on the models o f overall identity 

development, thus the need to understand the latter before examining racial 

identity. Unfortunately, most of the theories and studies of identity and self- 

concept focus on the average middle class White American. Although many of 

these theories mention influencing factors such as race, the salience of such factors 

is not fully appreciated unless investigated as a independent variables.

Individuals in our society develop their identities and self-concept in 

relationship to the evaluation of others. In the U.S., the overall evaluation of 

Blacks continues to be negative (Allen, 2001; Banks, 1972). For African 

Americans, progressing through adolescence requires the individual to not only 

explore his role in society as an autonomous being, but also to form a unique.
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positive, personal identity in spite o f numerous internalized negative stereotypes.

One example of this is the way Black women are sometimes perceived.

Black women in the U.S. have been depicted as everything from mammies 

to hyper-sexualized objects to emasculating, overbearing superwomen (Bell,

1992). Contrary to the contention that gender is less relevant for Black girls than 

it is for Whites (Swanson et al., 1998), I suggest that gender issues are every bit as 

salient, but the core conflicts are different because gender issues are inextricably 

interwoven with race. For Black girls the issue is not whether or not to choose a 

career. They struggle to find a balance between developing a strong, independent 

self and maintaining some aspects of traditional femininity that are seldom 

attributed to Black women. At the same time, in order to develop healthy self­

esteem, Black females must combat the negative stereotypes, which if accepted, 

can lead to self-destructive behavior. If she is indeed the Black-man-castrating 

superwoman, then how does she go about getting her emotional needs met? How 

does the Black teenage girl cope with conflict if her style o f coping is perceived as 

threatening or results in the withdrawal of support from others?

In an exploration of coping and identity development in Black girls,

Stevens (1997) foimd evidence that supported the idea that the identity 

development of Black adolescent girls is influenced by the gender devaluation 

prevalent in this coimtry. In a qualitative study of low S.E.S. Afiican American 

girls in the northeast, Stevens found the girls actively engaged in a struggle to 

express their independence in culturally acceptable ways. However, their means of
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self-assertion were often at odds with the norms and expectations of mainstream 

White America. In addition, the parents of some of the girls maintained double 

standards for their children based on gender, particularly around issues of 

sexuality. This led to confiision and anger in some of the girls.

Afi"ican American adolescent boys must also shake the stigma of negative 

stereotypes in order to develop a healthy self-concept. Black men in the U.S. have 

historically been emasculated and demonized. A young Black man is often seen as 

threatening or insignificant, pitiable or shiftless, and perhaps most fi-ightening, 

endangered (Franklin, 2000; Johnson, 1990; Gibbs, 1988). During the years of 

slavery. Black men were not permitted to hold the traditional male role in the 

femily or society. They could not protect or provide for their femilies. To show 

any sort of pride or a sense o f positive self-esteem was perilous. The 

psychological imprint of slavery remains to this day. A dynamic conflict exists 

between the self that young black men aspire to be and that which their 

psychological inheritance prescribes. Franklin (1993) coined the term Invisibility 

Syndron^ to describe the psychological impact o f the treatment that Black men 

and boys receive in American society. Franklin describes the often seemingly futile 

efforts of Black males to be seen for the individuals that they are rather than feared 

as predators or overlooked as insignificant. He theorizes that such treatment can 

lead to internalized anger, disconnection fi-om loved ones, and a macho facade 

passing as masculinity.

Black adolescent boys coming of age in a White educational institution may 

then feel the need to learn to become autonomous and assertive without being

R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.



RacMkkn%,Sdfoonoep̂ Co|̂  20 

perceived as threatening. Or, they must establish a secure enough sense of self that 

the misperceptions of others become irrelevant. Many of these adolescent boys are 

conflicted by the wish to be perceived as masculine by their racial peers while also 

receiving positive regard within their educational environment.

After looking at the unique race and gender-based issues, what becomes 

apparent is that for Black boys and girls racial identity may significantly influence 

self-concept and coping style. For Black boys and girls, how does one take a 

proactive, assertive approach in coping with conflicts if that may be perceived as 

threatening? If one feels very positively about being Black, does that help bolster 

self-concept and fticilitate a more active style o f coping?

Because the history of Blacks in the U.S. has been so filled with strife, 

oppression, and negativity, a push towards deracination (or the disowning of a 

Black identity and culture) evolved. Perhaps if Black people could be more like 

the “average” White American, racism and discrimination would diminish. Before 

the civil rights era, deracination may have served the purpose of self-preservation.

The Afi'ican American who could become non-threatening and even inconspicuous 

had a better chance at surviving and providing seciuity for their families. Those 

who questioned the status quo in whieh Blacks were inferior literally invited harm 

to themselves and loved ones. The "Black power" or "Black consciousness" era 

(1968-1975) spawned the idea of a Black identity and the concept of nigrescence 

(Cross, Parham, & Helms, 1991). During this era. Black became beautiful, 

something to be proud of, not to be covered over with obsequious posturing and 

self-debasement. Dansby (1972) conducted a poll based investigation into the
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changing perceptions of blackness among her black college students. She found at 

that time, the height of the "Black Power" movement, a trend towards increasingly 

positive views of the self as black and of black people as a whole.

The Black power period signaled the evolution of a new set of dynamics 

between Blacks and Whites who were now interacting in profoundly different 

ways. Afiican Americans were now being encouraged to see themselves as equals 

to all other Americans. This meant an ongoing push towards racial diversity and 

equality coupled with the psychological strengthening of a people. Not only were 

Blacks and Whites being encouraged to integrate, but Afiican Americans were also 

learning to be more assertive and self-confident as a group. This new group sense 

of self contradicted the deeply embedded beliefs about Blacks in the U.S. at that 

time. As American educational institutions and workplaces became ever more 

integrated in the latter half of the twentieth century, the need to understand the 

influence of race on identity and interpersonal relations increased. New conflicts 

arose as did a desire to maintain harmonious environments. Facilitating the 

creation of a racially diverse and equal society has not been as simple as changing 

laws. It is partly because o f an awareness o f this complexity that researchers have 

been working to conceptualize the process of developing one’s racial identity.

A number of psychologists have proposed theories o f racial identity 

development specific to Afi'ican Americans (e.g. Thomas, 1970; Cross, 1971).

The following is a summary of the concepts most relevant to racial identity as 

summarized by Janet Helms (1990) and William Cross (1991). Black racial 

identity theory will be presented with a specific focus on William Cross' (1971)
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model of nigrescence. Although there are multiple racial identity models, Cross' 

model is one of the most efficient at encompassing the most accepted and 

empirically proven concepts and provides a sound framework for the purposes of 

this thesis.

Racial identity theory

In order to embark upon a discussion of racial identity, there must be 

some definition and differentiation of the different words and euphemisms used in 

relation to this topic. Race and ethnicity are words that are often used 

interchangeably. Although there is often some overlap and interaction between 

race and ethnicity, they have decidedly different meanings.

According to Casas (1984), race is the common underlying genotype and 

expressed phenotype shared by a certain group of people. In other words, it is a 

certain broad, yet relatively specific set of physical characteristics which individuals 

of common origins share. One's race does not bestow any inherent personality or 

psychological characteristics upon the individual. Race does not directly influence 

behavior. However, race becomes a significant shaper of one's psychological 

makeup in that it affects how others in society relate to us. Casas (1984) suggests 

that society maintains certain beliefs and has certain reactions and expectations 

based on a person's racial category. In addition, individuals internalize these 

projections and stereotypes and may then develop self-representations based upon 

them.
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Ethnicity is not biologically determined and is therefore different from race, 

although the two often evolve in a collateral manner. Ethnicity refers to a shared 

cultural and social backgroimd (Casas, 1984). This includes language, re%ion, 

customs, beliefs and even normative interpersonal styles. Ethnicity can at times 

incorporate a shared racial category. However, individuals of different races can 

be of the same ethnicity and members of the same race can have very different 

ethnic backgrounds (e.g. Jamaican Blacks versus AnMrican Blacks). This thesis 

specifically deals with issues of race that adolescents who are ethnically Afiican 

American (student and one parent both bom and raised in the U .S.,) are coping.

Racial identity is more complex than the concept of either race or ethnicity 

alone. Theories of racial identity generally examine the different ways one can 

identify their racial identity status. In other words, is there an accepted "shared 

racial-group membership" with others o f similar race (Helms, 1990, p,5)? In 

exploring Black racial identity, theorists examine the type and quality of interaction 

between a Black person and other Blacks. Some of the earliest models were based 

on types wherein an individual was fit into a static profile. In other words, 

individuals were seen as fitting into permanent categories with little or no potential 

for growth or change. The stage models that later emerged presented a more 

useful framework because individuals are seen as being dynamic and also because 

racial identity can be examined in conjunction with other developmental processes.

For example, the stages of some racial identity models can be likened and perhaps 

correlated to Marcia’s (1989) identity difiiision subcategories that were briefly 

mentioned earlier. Cross (1971) and Thomas & Thomas (1971) both theorize
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about the process of converting from a Negro (negative, self-hating) identity to a 

(positive) Black identity using stage models.

The accepted "standard" Black identity for many decades post-slavery was 

based upon a history of Blacks as oppressed victims. This identity has been called 

that o f the Negro (e.g. Cross, 1971). This identity state has also been 

conceptualized as a mental disorder which Thomas dubbed negromachy (1970).

The Negro (or one suffering from negromachy) is the African American individual 

whose sense of self is based conq)letely on internalized European American ideals, 

values and norms. The person with the Negro identity works to become 

assimilated and acculturated and expects that successfully doing so will culminate 

in acceptance into and approval from the dominant society. Such an individual 

often exists and operates in the world in ways that are at best negligent o f other 

Blacks and at worst, detrimental.

Helms suggests that a study of Black identity should then examine whether 

an individual internalizes this self-defeating victim role or overcomes it. In other 

words, does the individual follow a line of development that moves her from the 

Negro identity to an internalized Black identity? This developmental process is 

what Cross has called the "Negro-to-Black Conversion E>q)erience" or nigrescence 

(Cross, 1971). The imderlying assumption of such a model is that it is healthier to 

develop a positive. Black identity with roots in one's original racial group.

The original Cross model is conposed of five developmental stages 

through which a Black American may progress. According to Cross (1991), the 

model is designed to explain “how assimilated Black adults, as well as deracinated.
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deculturalized, or miseducated Black adults are transformed by a series o f 

circumstances and events into persons who are more Black or Afrocentrically 

aligned ip. 190).” The original stages were pre-encounter, encounter, 

immersion/emersion, internalization, and intemalization-commitment. A Black 

person may start at the pre-encoimter stage and progress through all of the 

subsequent stages successfully or they can become fixated at any of the five stages 

(Cross, Parham, & Helms, 1991). In 1991, William Cross revised the stages of 

this Nigrescence model, allovmg for a more nuanced view of the process, and 

eliminating the intemalization-commitment stage. The revised model includes 

attitudes, characteristics and consequences of certain stages. This revised model 

was further expanded as the Cross Racial Identity Scale (CRIS) was being 

developed (Cross & Vandiver, 2001). These stages will be detailed below.

Stage 1; Pre-encounter. The pre-encounter stage was originally conceptualized 

to describe the pre-existing Black identity, the identity to be changed through the 

process of nigrescence. After extensively reviewing the literature and research on 

Nigrescence, Cross revised this stage to include different subtypes or attitudes of 

the pre-encounter individual.

Anti-Black (Pre-encounter Self-Hatred (PSH)). The Anti-Black individual 

maintains views of Black Americans that are akin to those of White racists. He 

despises his own people and derives a sense of self-worth fî om acceptance and 

positive regard from White people. Blackness serves as a model o f who not to be
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in life. Black culture and identity are actually shunned and denigrated. The anti- 

Black attitude is the only racial identity status thought to be negatively correlated 

with self-esteem (Vandiver, 2001).

Miseducation (Pre-encounter Miseducation (PM)), Virtually all Blacks in the 

pre-encounter group have been e^osed to some degree of Miseducation. They 

have not been educated adequately about the roles of Africa and Black people in 

the evolution of modem society. They believe the negative stereotypes about 

Black people to be tme. Hence, they may simply imderestimate their own rich 

history or they may maintain distorted beliefs about Black people, potentially 

leading to the Anti-Black attitude.

A Eurocentric Cultural Perspective (Pre-encounter Assimilation (PA)). A

European American worldview is embraced and Western art and cultural 

expressions serve as the watermark of excellence and beauty. In a mild form, 

African/Black culture is underappreciated. At worst, it is completely devalued.

Cross (1991) writes:

It is when the appreciation of one art form is used as a 

rationale to reject or neglect another that we have a problem, and 

that is often what happens at the level of Pre-encoxmter, where 

identification with European music and culture may be en^loyed as 

a measure of cultural “correctness”, (p. 194)
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It is the person in this stage who adopts the perspective that 

assimilation/integration into mainstream American culture is the way to 

success. The basic premise is that, once we as a society have eliminated 

discrimination, Blacks simply need to learn to be more like the dominant 

American culture.

Of the three types of Pre-encounter identity (Assimilation, Miseducation, 

and Self-hatred), only PSH is thought to be associated with low self-esteem 

(Vandiver, 2001). Self-esteem has been theorized as having little to do with racial 

identity because it is a component of personal identity. Racial identity is said to be 

related more to group identity or reference group orientation (RGO). However, 

when a Black person actively maintains negative views about their racial group of 

origin, it becomes self-hatred or lowered self-esteem (Vandiver et al., 2002).

Stage 2; Encounter. The encounter stage is the shortest stage and has been 

likened to a single event or series of events. It is during the encounter stage that 

someone has a kind o f awakening experience which causes him to re-examine their 

current identity status as a Black American. Generally, this event is something that 

causes an individual to realize that race is relevant and that deracination or 

assimilation will not lead to happiness. Emotions associated with this phase are 

anger, confusion, arodety, hopelessness, and depression. A person feels as if they 

are without an identity at this point because their previous identity has been 

challenged. He or she realizes that they have not established a healthy Black
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identity. At the end of this s t^ e  the decision is made to begin the journey to truly 

"become Black".

Stage 3; Immersion-emersion. This stage is perhaps the most intense and most 

laden with affective extremes. Stage 3 is described as a time of met^norphosis, 

when the most change in identity occurs. This third stage of nigrescence has two 

phases.

The first phase is immersion (Anti-White (lEAW)) during which 

individuals withdraw into Blackness. They begin the process o f re-discovering 

"Black culture" including music, style, and language. The person takes on a 

stereotypical Black ascribed identity and Black reference group orientation (RGO).

They begin to judge others based on an externally defined concept o f Blackness.

The individual at this point is essentially reacting against their previous Negro self 

and White America and the oppression therein. Affect commonly associated with 

this stage is anger engendered by anxiety or worry that they may themselves not be 

Black enough. The person at this stage has little or no tolerance for their previous 

way of being in the world and for other Blacks who have yet to leave the pre- 

encounter stage.

Emersion is the more positive and realistic phase of this stage. During this 

period the individual begins to engage in more pro-social activities. He begins to 

reach out to other Blacks and to sort out the myths of what it means to be Black 

fi-om the facts. It is at this time that a Black American can begin to ovm both the
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positive and negatives of their culture. At the end of this period, one has laid the 

groundwork for finally establishing a Black identity.

Stage 4: Internalization. Cross has designated this as the ideal in the 

Black racial identity developmental process. For the individual at the 

internalization stage, race is highly salient in a positive way. This stage is called 

internalization because it is at this point that the person has processed and 

integrated the reality of what it means to be Black in America, both positive and 

negative. The individual no longer behaves according to how she believes would 

be acceptable to White American society. She is also no longer a caricature of a 

Black person. It is suggested that the person at the point of internalization will 

also have a healthy, positive personal identity. Her sense of self is no longer 

contingent upon the approval of others (Black or White). Although the 

internalized Black has a decidedly Black ascribed identity and RGO, she is able to 

value and enjoy aspects o f other cultures. There is a recognition that racism exists 

and impacts upon Black Americans. At the same time, this person can re-connect 

with certain non-racist aspects of American society (Cross, 1994). In revising this 

stage. Cross delineated three types of internalization attitudes. The first two 

detailed below are measurable using the CRIS.

Afrocentricity/Black Nationalist (lA). The Afi’ocentric identity is 

characterized by an emphasis on empowering the Black community.
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Multiculturalist Inclusive (IMCI). The multicuituralist focuses on two or 

more salient cultural identities. There is an active effort at working in alliance 

with communities beyond just the Black community.

BiculturalisL The emphasis is on Black self-acceptance and one other 

element of culture (e.g. sexual orientation, religion, and gender).

Parham has suggested certain modifications to the Cross Model (Cross,

Parham, & Helmsl991). One is that an individual does not necessarily move 

successfully through the stages to an internalized Black identity. One can become 

stagnant, perhaps never moving beyond the initial pre-encounter stage. Parham 

also states that one does not have to begin at the first stage of the model. Parham 

has also presented a lifespan perspective o f the process of nigrescence. He posits 

that individuals may first begin nigrescence during late adolescence, the time when 

a true identity is being established. Parham has further suggested that the 

nigrescence experience for an adolescent or young adult may be different fi'om that 

of a middle aged or older adult, and that one may cycle through the stages of the 

process repeatedly. One of the ideas to be explored in this study is whether 

younger adolescents who are being immersed in middle White American culture 

begin the process of nigrescence at an earlier age than has been speculated.

In summary, nigrescence is the process o f establishing a psychologically 

healthy Black racial identity. The ideal outcome is a movement fi-om the Negro 

identity to the internalized Black identity. This is the person who has a Black
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reference group orientation and ascribed identity. At the same time, they are able 

to appreciate and have meaningful relationships with individuals o f other races and 

cultures without being defensive or obsequious. There is a general consensus 

among psychologists that the successful formation of racial identity is important to 

psychological health. It has yet to be en^irically established that there is a set 

point in the lifespan that the process of nigrescence begins.

Empirical evidence o f nigrescence

Hall, Freedle, and Cross (1972) conducted an experiment to provide 

empirical evidence supporting Cross' original four stage model. The investigators 

wanted to determine the plausibility of the concept of a developmental process to 

becoming Black. 180 Princeton undergraduates, 90 Black and 90 White, were 

asked to sort 28 items which were thought to be representative of the 

characteristics of the four stages. Some subjects were allowed to sort the items 

into meaningful clusters o f their own creation. Other subjects did the same and 

were then asked to re-group their self-created clusters into just four and to create a 

temporal sequencing. A final group was given four pre-labeled clusters into which 

they sorted the items. Overall, the findings supported the idea of a generally 

recognized sequence to the process of Black racial identity development. While 

there were a few diflferences, both Black and White students generally sorted items 

according to the grouping and sequence predicted by Cross. It is notable, though 

that this study involved a very biased sample in that the students were presumably 

quite intelligent and well educated. The findings may therefore not be
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generalizable to the greater population. However, they are applicable to the study 

at hand, given that the student participants here have been classified as gifted.

Cross (1978) reviewed a number of empirical investigations of the Cross 

and the Thomas models, the two most dominant theories of Bkck racial identity.

His review o f eight empirical studies resulted in the following conclusions. One is 

that there is clearly a perception of change in racial identity that apparently occurs 

in a stage-wise fashion. This process, nigrescence, results in a change in the 

reference group orientation of Black people. Another conclusion is that self- 

concept and personality were left essentially unchanged once the individual had 

conq)leted the process. However, while the findings were not significant, a study 

conducted by Williams (1975) found a tendency towards higher self-concept 

scores in those in the advanced stages of development in comparison to those in 

the earliest stages. A third observation was that there was a positive correlation 

between level of education and advancement in racial identity.

Parham and Helms (1985) conducted a study to explore the relationship 

between racial identity and self-esteem (a component of self-concept). The 

authors hypothesized that encounter, immersion-emersion, and internalization 

attitudes would be positively correlated with self-esteem and that pre-encounter 

attitudes would be negatively related to self-esteem The subjects were 166 Black 

college students from four geographically diverse, predominantly White 

universities. The students were administered the 30-item Racial Identity Attitude 

Scale and the Self Regard subscale o f the Personal Orientation Inventory. The 

investigators found that pre-encounter and immersion attitudes were associated
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with low self-esteem. They also foimd a positive relationship between encoimter 

attitudes and self-esteem and a non-significant but positive association between 

internalization attitudes and self-esteem.

Overall, empirical studies have lent support to the structure and sequencing 

of Cross' model. Over the years the model and derivative instruments have been 

refined. Although some studies have noted a tendency towards a more positive 

self-concept in those with advanced racial identity, fiirther evidence is needed to 

prove significance.
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Racial identity and White educational institutions

"The purpose of [school organizations for minority students] is not 

only to provide minority students with support but a voice in which we can 

dispel various myths about our culture and educate the [school name]

Community. I don't 'retreat to a racial or ethnic clan.' It's part o f who I am, an 

undeniable part o f who I am." (J.H., 12‘'' grade student at a New York City 

independent school).

Given the complex course of both identity formation and racial identity 

development, it follows that these processes would be more difficult in an "alien" 

environment. It may be easier to develop a positive self-concept when one is 

surrounded by others who reflect a similar heritage and culture. Black adolescents 

in predominantly White independent schools face the dual challenge of developing 

in a racially and culturally different environment. Although the Black and White 

kids are engaged in some similar conflicts, race is a much more salient issue for the 

Black kids and thus separates them. What then tends to evolve is a natural split in 

which Black kids often congregate together sometimes excluding others who are 

not Black. This provides them with a support network and a safe holding 

environment in which they can begin to resolve internal conflicts about their racial 

identity. Below is a review of some writers who have theorized about the 

development and usefulness of such isolation.

Beverly Tatum (1997) has explored the intricacies of identity development 

for adolescents both White and of color with a special focus on Black youth. She 

observes that students in any minority group will typically use their particular
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minority (or racial) label in self-identification whereas students in the dominant 

group do not. Tatum suggests that race is not salient for White kids because they 

do not experience any discord between their inner and outer experiences of 

themselves due to race. Black teens think about themselves with a racial modifier 

because that is how this society thinks about Blacks. Afiican Americans are never 

just American as White Americans are. They have an often negatively salient trait 

that becomes more noticeable when they are in the minority. In addition, the 

dynamics between Blacks and Whites in the U.S. are such that there is a perceived 

power dynamic in which the Blacks are in the subordinate group.

In order to survive psychologically in such a setting. Black students must 

develop certain unique coping strategies (Tatum, 1997). One such method of 

coping is the periodic, self-imposed group isolation, the "Black table". For the 

Black students who participate in the "Black table", it is usually a means of self- 

affirmation, of feeling less different and more empowered. It becomes a way to 

explore one's Black culture that is often unavailable in the classroom or in other 

school activities. Fortunately, opportunities for this type of exploration have 

expanded in many independent schools. Most schools now have organizations 

specifically for and/or about students o f color.

Nevertheless, "Black tables" persist. This type of segregation is akin to the 

third stage of nigrescence- immersion/emersion. In fact, Tatum (1997) suggests 

that the process of nigrescence can begin earlier in adolescence than theorized by 

Cross and others (e.g. Cross, Parham, & Helms, 1991). She cites a study of junior 

high school kids that supports the hypothesis that the process can begin in early
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adolescence. Tatum further theorizes that the pre-encounter and encounter stages 

are the most relevant for young adolescents.

There are other means of adapting one's identity in order to succeed either 

psychologically or academically in such schools. Some students take on a so- 

called oppositional identity in which they imderachieve in order to appear "Black 

enough" (Tatum, 1997). Other students attempt to become raceless or "act 

White" in order to gain the acceptance and approval o f their teachers and White 

peers.

Fordham (1988) performed an analysis o f high-achieving Black students in 

an integrated high school. What she discovered was that most of the students who 

had been tracked into the more academically challenging classes were also giving 

in to an implicit demand to become raceless. These students seemed to receive 

greater approval and academic success when they adopted the ethos of the 

dominant White culture. Although many of these students attempted to mask their 

racelessness when they were in the Black community, they seemed to have lost 

some connection to their primary reference and support group. In other words,

Fordham found that these students were in a sense being encouraged to remain in 

nigrescence stage 1, pre-encounter. They were receiving the message that they 

would accomplish much more in a state o f non-threatening deracination. Fordham 

calls for the educational systems to re-examine their structure and underlying 

ethos. Academic success should not come at the cost o f losing an inqjortant 

connection and foundation in the Black community.
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Fordham and Ogbu (1986) suggest that this push towards deracination 

comes from the history of Blacks in America. White Americans created and 

perpetuated the myth of Black intellectual inferiority. The denial o f access to 

education served as manufactured evidence to support the notion that Blacks were 

not capable of academic and professional success. As access to educational 

systems was gained, the psychological damage had already been incurred in Blacks 

as a people. Some Black Americans doubted their ability to succeed, others 

believed that it was only possible if one shed one's Black identity. Thus, school 

success became equated with "acting white". This self-defeating myth continues to 

be intemalized by many Black adolescents. Fordham and Ogbu conclude from 

their study that all Black students would fare better academically with the removal 

of the pressure towards deracination.

White and Johnson (1991) write about the types of developmental 

experiences that Black youth need in order to cope effectively in the world. The 

primary themes that emerged were the need to have a sense of mastery over 

certain domains (e.g. verbal skiUs, personality), social peer groups to interact with, 

and the ability to detect and analyze social cues and behavior. Having determined 

that these are important fectors for mastering interpersonal relationships and 

overall coping, one must wonder about the ramifications for Black students in prep 

schools. Perhaps the creation o f a self-segregated group provides a haven in which 

Black teens can feel competent and bolster their self worth.

Based on the literature reviewed, it is evident that probably the majority of 

Black students in predominantly White schools struggle with identity issues related
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to race. Black students racial identity attitudes seem to be apparent in the 

personae they create. Some adolescents begin to progress through the Negro to 

Black conversion process as evidenced by the "Black table". Others seem to be 

stuck (or paused) at the pre-encounter stage, working to become assimilated. The 

questions before us then are what is the healthiest choice psychologically and what 

other dimensions o f personality and identity are affected by racial identity attitude.
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Coping

Overview

Coping refers to the manner in which an individual deals with various 

stressors and conflicts intrapsychic, environmental, and interpersonal in nature. 

Coping serves to protect against harmful physical or psychological consequences 

(Patterson & McCubbin, 1987). A coping style is an individual’s predominant way 

of dealing with these stressors and conflicts, the typical approach one takes to 

managing threats to an individual's sense of well being. As the literature reviewed 

thus far has revealed, adolescence is perhaps the most labile, conflicted, and 

stressful period of development. It is during this stage of development that the 

core of the adult identity is formed. It has also been suggested that adolescence 

may be the period during which coping style is consolidated (Newman, 1979). It is 

therefore useful to explore the ways in which adolescents may choose to cope and 

which styles, if any, may be correlated with successful identity formation.

Literature on coping will be reviewed here both in general, as well as specifically 

related to adolescents and self-concept. Given the position of this author that race 

is an important fector in the formation of self for Black adolescents, I will search 

the literature for theories attempting to correlate racial development with coping 

style.
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Psychoanalytically oriented theorists have identified a variety of coping 

mechanisms or defenses (e.g. McWilliams, 1994). Included among these are 

denial, projection, displacement, repression and numerous others. These defenses 

are then classified as primitive or higher order defenses depending on their 

eflŜ cacy. Defenses which are less effective, distort reality, and diminish ego 

strength (e.g. denial) are viewed as primitive. The more effective defenses allow 

the person to function without any major distortions o f reality and at the same 

time, work towards some resolution of whatever the conflict is. Although many 

investigations into coping style are in fact studying these defenses, the terminology 

tends to differ. Coping style has been classified using such terms as salutatory 

versus stress palliation efforts ( Jorgensen & Dusek, 1990), approach versus 

avoidant styles as well as problem-focused and emotion-focused ( e.g. Carver,

Scheier, & Weintraub, 1989). Defenses fi*om a psychoanalytic perspective are 

generally thought to be unconscious processes. The more cognitive approach 

taken by most coping researchers on the surfece may appear to focus largely on 

conscious efforts made by an individual. However, Roth and Cohen (1986) point 

out that there are usually both unconscious and conscious strategies being 

employed simultaneously. Therefore, for the intent of this study, coping is being 

conceptualized as including conscious (behaviors) and unconscious processes (ego 

defenses).

Lazarus (1966) laid the foimdation for much of the research on stress and 

coping. He performed a conceptual analysis of stress and coping and concluded
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that it is a cyclical process with a number of steps. The first step would be primary 

appraisal, which is the process o f perceiving a threat. This is followed by the 

conceptualization of how to respond. The third step is then to execute a response.

The outcome of the third step can lead back to either of the first two steps, thus it 

is a potentially cyclical process. Such a theory demonstrates the relatively con^lex 

cognitive abilities required to cope and to have a dominant coping style.

Researchers such as Patterson and McCubbin (1987) have recognized that 

adolescents are mentally capable o f performing the somewhat complex operations 

laid out by Lazarus and given that adolescence is a time of increased conflict, have 

identified coping during adolescence as an important area of research.

Approach and Avoidant Coping Styles

In exploring coping behaviors, it quickly becomes evident that there are a 

plethora of different strategies which could be employed at any given time. The 

number of possible coping responses are innumerable and the terms for different 

categories are almost as plentiful. However, avoidant and approach coping styles 

are two categories of coping which have emerged and are commonly used to 

describe groups of coping responses (e.g. Herman-Stahl et al., 1995; Holohan &

Moos, 1987; Roth & Cohen, 1986).

An approach style of coping is similar to the higher order ego defenses in 

that the individual uses positive, active strategies to deal with stress. Rather than 

usir^ reality distorting methods such as denial or retreat (avoidant behavior), the 

individual develops strategies to alleviate or eliminate the stress (Roth & Cohen,
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1986). Included in this group are problem-focused techniques whereby the 

individual takes direct action to eliminate or reduce the stressor and/or to increase 

resources (Patterson & McCubbin, 1987). The approach style of coping is 

considered more effective and psychologically healthy. The individual may engage 

social support and is able to maintain a higher self-esteem, feelings of optimism, 

and a sense of control (Jorgensen & Dusek, 1990). In other words, there is both 

an amelioration of stress and other negative feelings as well as a more thorough 

resolution of the conflict.

In developing the Adolescent Coping Orientation for Problem Experiences 

(A-COPE), Patterson and McCubbin (1987) use the term transformational coping 

to describe a pattern of approach-type responses. This is because this pattern of 

responses serves to either ameliorate the situation or improve the indmdual’s 

ability to deal with the stress. The patterns o f coping that the authors classify as 

transformational are: developing self-reliance, developing social support, solving 

family problems, investing in close friends, seeking professional support, 

engaging in demanding activity, being humorous. As the A-COPE will be used in 

this study to measure coping, the term transformational will be used to describe a 

pattern of responding to stress that is positive and ameliorative rather than 

avoidant.

The avoidant classification of coping responses includes behaviors intended 

to decrease contact with the source of stress such as withdrawal, denial, and 

venting of emotions in a non-productive manner (Roth & Cohen, 198is6).
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Emotion-focused responses M  in this category in that the purpose is simply to 

reduce feelings of distress without true resolution of the conflict or source of 

stress. Included in this category is the use of drugs and other methods of 

psychological retreat. Although avoidant responses often bring quick relief of 

stressful emotions, they can also lead to increased stress in the long run. Because 

the source of stress is not eliminated, an individual may experience intrusive 

symptoms such as nightmares and hypersensitivity in trigger situations.

Patterson and McCubbin (1987) have classified the following coping 

patterns as avoidant: ventilating feelings, seeking diversions, avoiding problems, 

and relaxing.

Most authors writing about coping note that while a particular style may 

dominate, individuals do not usually rely exclusively on one style (e.g. Tolor &

Fehon, 1987). There are times when one does not have any control over a 

situation and an avoidant coping response is the best and perhaps only solution.

However, it does seem that even when an individual uses both styles of 

responding, a preference for either transformational or avoidance exists and tends 

to predominate.

Coping Style, Self-concept and Racial Identity

Coping with stress is inevitable and the ability to do so effectively is 

particularly significant for adolescents struggling with the turmoil of identity
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formation. Accordingly, optimal identity formation is partially facilitated by having 

a positive, effective coping style (Swanson, Spencer, and Petersen, 1998).

Jorgensen and Dusek theorized that adolescents who scored higher on a 

measure of psychosocial adjustment would tend to use more effective, 

transformational coping strategies (1990). The investigators administered the 

Inventory of Psychosocial Development (IPD) and the Adolescent Coping 

Orientation for Problem Experiences Inventory (A-COPE) to 331 eighteen-year- 

old college freshmen. They found that there was the predicted correlation between 

the scores on the IPD and the ACOPE with p< .0001 including when they looked 

at males and females separately. Unfortunately, Jorgensen and Dusek did not 

include any data on the racial makeup of the subjects or possible racial differences 

in the scores.

Barbara Newman hypothesized that adolescence is a critical period for the 

development of one’s coping style (1979). She further posited that the 

environment and interactions with others in that environment also play a critical 

role in the evolution of coping style. Given that perception of a threat is the first 

step in the coping process (Lazarus, 1966) and perception may be altered by 

context, one must then consider how an individual’s race, stage of racial identity, 

and environment affect how a threat is viewed and subsequently managed.

Unfortunately, there is a dearth of research on this subject.

Research by DeMello & Imms (1999) has demonstrated that there is a 

significant positive correlation between coping style and self-concept. It is then 

suggested here that, since racial identity has been shown to be correlated with self-
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concept (e.g. Vandiver, et. ai 2002; Parham & Helms, 1985), and self-concept and 

coping are correlated, there maybe a modest correlation between coping and racial 

identity.

In summary, there are various methods of coping. Research has 

demonstrated that active, transformational coping has generally been correlated 

with greater overall psychological well-being. Conversely, avoidant or passive 

coping tends to be associated with poorer self-concept and psychosocial 

development. Although theories suggest that race, culture and environment play 

an important role in the development of a coping style, there has been a lack of 

research on the specific role that racial identity plays in the process.
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C h a p te r  III; M e t h o d o lo g y  

Hypotheses

The primary hypothesis of this study is that students who score higher on 

the three most advanced subscales of the CRIS (Immersion-Emersion Anti-White, 

Internalization Afrocentricity, and Internalization Multiculturalist Inclusive) will be 

more likely to use transformational coping patterns when dealing with the stress 

and conflict (as measined by the A-COPE). Second, it is predicted that students 

with higher scores on the Pre-encounter subscale o f the CRIS will report using 

avoidant coping patterns as measured by the A-COPE at a higher rate than any 

other group.

The third hypothesis is that those teens that score higher on the lA and 

IMCI subscales will present with significantly higher scores on the Piers-Harris 

Children’s Self-Concept Scale. Conversely, adolescents who are struggling with 

feelings of shame about their race (Pre-encoimter Self-Hatred) are predicted to 

have a poorer self-concept as a group especially in the domains of Physical 

Appearance and Attributes, Popularity, and Happiness & Satisfaction. Parham and 

Helms (1985) tested the hypothesis that racial identity is correlated with self- 

concept. Their results lent support to the idea that there is a negative correlation 

between the pre-encounter attitude and self-concept.
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Method

Sample

Participants were recruited from a program that selects gifted pre­

adolescents of color who have been identified as gifted and helps them earn 

admission to New York independent schools. They are rigorously tested and 

interviewed to gain admission to the program and thus tend to represent 

youngsters performing in at least the top 5% of their elementary schools.

Therefore, the sample to be used in this study does represent a small and specific 

group amongst all African American students. However, because gifted Afiican 

American students are more likely to attend private schools across the country, it 

is appropriate to draw participants from such a program. The study participants 

represent fairly well a very large segment, and perhaps the majority, of African 

American students attending New York City private schools in regards to 

cognitive and academic ability and sociaJiaation experiences.

The assistant director of Prep for Prep, gave permission for the investigator 

to reach out to the students and also provided addressed envelopes on Prep 

stationary. Letters of invitation (to participate in the study) were mailed to over 

250 Prep alum who had been identified as African American in Prep for Prep's 

database. Approximately 11 students responded, but only 7 con^leted all 

required measures. Because the initial response fell short of the planned sample 

size of 50, a second round of outreach was done via email to the same set of
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students. This garnered an additional 3 students. A third outreach was made to 

the students who had successfiiUy completed the questionnaires inviting them to 

refer eligible friends.

The final sample size was 10 participants, 90% female. The participants 

ranged in age from 13 to 16 years old, thus representing adolescents with various 

numbers o f years in independent school.

Instruments

Cross Racial Identity Scale (Cross Social Attitude Scale)

The Cross Racial Identity Scale (CRIS) was designed by Vandiver, Cross, 

Fhagen-Smith, & Worrell (2000) based upon Cross’ revised and expanded 

Nigrescence model (Cross & Vandiver, 200T, Cross, 1991). It was used to 

measure Black racial identity. The CRIS is a 40 item self-report questionnaire 

using a 7-point response scale and is co n ^sed  of six subscales. The CRIS 

measures 6 of the 7 seven Black racial identities defined in the revised and 

expanded Nigrescence model: Assimilation (PA), Miseducation (PM), Self- 

Hatred (PSH), Anti-White (lEAW), Afrocentricity (lA), and Multiculturalist 

Inclusive (IMCI). This scale allows for the assessment of racial identity attitudes 

by tapping into one’s beliefs and behaviors. The outcome after scoring is a profile 

composed of each of the six subscale scores.

Vandiver et al. (2002) embarked upon validating the CRIS. The CRIS 

was standardized using Afiican American college students ranging in age from 17- 

59 attending predominantly white universities in the Northeastern United States.
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Analysis supported the six factor structure of the CRIS, indicating that the 

reliability estimates of scores on these fectors is in the moderate to high range. 

Discriminant validity was measured by looking for correlations between the CRIS 

and measures of social desirability, personality and global self-esteem.

Discriminant validity was supported by their findii^s. The CRIS is a relatively 

new instrument, but early evidence suggests that it is a psychometrically strong 

measure of the six Black racial identities targeted (Vandiver et al., 2002).

Although the CRIS was validated using college-aged and older subjects, it 

has been suggested that, because it is so new, the measure should be used with 

other age groups to help determine the norms (Vandiver, 2002). In addition, the 

ages of the participants in this study (13-16 years old), does overlap with previous 

participants. Furthermore, the adolescents participating in this study will be 

students in predominantly White northeastern schools, just as the validation sample 

was. Use of adult normed racial identity scales with adolescents is not without 

precedent. Plummer (1996) administered the Racial Identity Attitudes Scale- 

Form B (designed for use with young adults and older) (Helms, 1990) to 

adolescents as young as 14 years old and obtained valid and reliable results. Given 

that one of the hypotheses presented here was that racial identity development can 

begin in younger adolescents, it seemed appropriate to use the instrument that is 

based upon the most widely accepted theory of Black racial identity formation.
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A-COPE: Adolescent Coping Orientation fo r Problem Experiences 

The A-COPE is a 54 item, self-report instrument designed by Patterson and 

McCubbin (1987) to assess patterns o f coping used by adolescents. It groups 

coping responses into 12 distinct factors or patterns; Ventilating feelings; seeking 

diversions; developing self-reliance and optimism; developing social supports; 

solving family problems; avoiding problems; seeking spiritual support; investing 

in close friends; seeking professional support; engaging in demanding activity; 

being humorous; and relaxing. Four of the twelve patterns fall under the category 

of avoidant coping (i.e. ventilating feelings, seeking diversions, avoiding 

problems, relaxing). The remaining eight patterns would be considered more 

active or transformational means of coping. Reliability for the twelve factors 

ranges from a= .50 to .75. Eight of the twelve had reliability scores of .72 or 

higher and only seeking professional support had an a  score below .60

Piers-Harris Children’s Self-Concept Scale

The Piers-Harris Children’s Self-Concept Scale (Piers, 1984) is an 80 item 

measure. The Piers-Harris was designed as a unidimensional self-concept scale 

with items that reflect the following subdomains: Behavior, Intellectual/School,

Physical Appearance/Attributes, Anxiety, Popularity, and Happiness/Satisfaction 

(Bracken et al., 2000). The manual reports total scale internal consistency as 

ranging between .88 to .93, with stability ranging from .42 to .96. Subscale 

internal consistency ranges from .73 to .81.
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Demographic Information

Demographic information was gathered using a questionnaire designed by 

the author. Information regarding sex, age, socioeconomic status, and 

cultural/ethnic background was collected.

Procedure

Students and their parents were initially contacted by mail by the 

investigator. Those students interested in participating contacted the investigator 

by phone and were then interviewed, along with their parents. The demographic 

information was completed over the phone using information from both the 

participant and her guardian and questions about the study were answered. The 

participant was then mailed consent forms, the Cross Racial Identity Scale, the 

Piers-Harris Self-concept scale, and the A-COPE along with instructions for 

completing and returning the packet of materials (see appendices A-1). Once the 

completed consents and questionnaires were received, participants were 

compensated with passes to movie theaters valued at approximately $20. The 

method of compensation was altered from the original planned lottery for $50 

(there would have been a 1 in 10 chance of winning) due to the low number of 

participants.
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C h a pt e r  IV: R e su l t s

The relationship between racial identity, self-concept and coping style was 

investigated using correlation analysis. Means and standard deviations o f all 

variables are listed in Table 1. Tables 3,4 and 5 display the results of bivariate 

correlation analyses of the data. Table 6 contains the results of a partial 

correlation analysis of the data on Pre-encounter racial identity attitudes and 

avoidant coping patterns controlling for the CRIS Internalization Multicultural 

Inclusive score..

The first hypothesis of this study was that scores on the most advanced 

three CRIS subscales (Immersion-Emersion Anti-White-IEAW, Internalization 

Afrocentricity-IA, and Internalization Multicultural Inclusive-IMCI) would be 

positively correlated with scores on the A-COPE subscales of transformational 

coping patterns (developing self-reliance, developing social support, solving 

family problems, seeking spiritual support, investing in close friends, seeking 

professional support, engaging in demanding activity, humor, and the mean o f the 

scores fo r all transformational coping patterns). As is evident in table 2, this 

hypothesis was generally not supported by the findings. There was a significant 

correlation (r= .791, p=. 006) between the CRIS IMCI score and the A-COPE 

Humor score, which supports the hypothesis. However, the correlation coefficient 

between the mean transformational coping patterns score and the CRIS lEAW, lA, 

and IMCI subscales was not significant (r=-.550, p=.100; r= -.524, p=.120, and 

r=.285, p=.424, respectively).
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Table 1
Means & Standard Deviations for the Cross Racial Identity Scale. Piers- 

Harris Self-Concept Scale. & the Adolescent Coping Orientation for Problem

M SD
CRIS Pre-encounter 2.96 1.24
Assimilation
CRIS Pre-encounter 3.62 1.46
Miseducation
CRIS Pre-encounter Self- 1.72 1.29
hatred
CRIS Immersion-Emersion 1.64 1.21
Anti-White
CRIS Internalization 3.22 .88
Afrocentricity
CRIS Internalization 6.08 .44
M ulticultural Inclusive
Piers-H arris Self-concept Total 63.5 4.01
Piers-H arris Self-concept 60.10 4.75
Behavior
Piers-H arris Self-concept 64.10 4.93
Intellect
Piers-H arris Self-concept 63.80 4.83
Physical Appearance
Piers-H arris Self-concept 59.40 6.38
Aniiety
Piers-H arris Self-concept 52.20 4.54
Popularity
Piers-H arris Self-concept 57.90 6.12
Happiness & Satisfaction
A-COPE Ventilating Feelings 2.54 .495
A-COPE Seeking Diversion 2.77 .452
A-COPE Relaxing 3.00 .639
A-COPE Avoiding Problems 1.90 .216
A-COPE Developing Self- 3.39 .758
reliance
A-COPE Developing Social 3.24 .517
Support
A-COPE Solving Family 2.71 .628
Problems
A-COPE Spiritual Support 2.31 1.025
A-COPE Invest in close friends 3.10 .615
A-COPE Professional Support 1.65 .474
A-COPE Demanding Activity 3.37 .609
A-COPE Humor 3.45 .550
A-COPE Avoidant Style Mean 2.55 .335
A-COPE Transformational 2.90 .406
Style Mean
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Table 2
Results of the bivariate correlation analysis of the variables of the most

advanced 3 staues o racial identitv and all transformational conins nattems.
CRIS Imm.-Em. CRIS CRIS
Anti-White Internalization

Afrocentricity
Internalization 
Multicul. Inclusive

r Sig. (2-tailed) r Sig. (2-taiied) r Sig. (2-tailed)
A-COPE 
Developing Self- 
reliance

-.335 p= .344 -.207 p=.566 .174 p=.630

A-COPE 
Developing Social 
Support

-.769 p=.009 -.488 p=.153 .527 p=.118

A-COPE Solving 
Family Problems

-.452 p=.189 -.582 p=.078 .204 p=.572

A-COPE Spiritual 
Support

.278 p=.437 -.052 p=.886 -.451 p=.191

A-COPE Invest in 
Close Friends

-.740 p=.014 -.520 p=.124 .252 p=.482

A-COPE
Professional Supp.

-.380 p=.278 -.436 p=.208 .200 p=.579

A-COPE
Demanding
Activity

-.161 p=.656 -.506 p=.135 .190 p=.598

A-COPE Humor -.616 p=.058 -.090 p=.805 .791 p=.006*
A-COPE 
T ransformational 
Style Mean

-.550 p=.100 -.524 p=.120 .285 p=.424

The second hypothesis of this study was that there would be a positive 

correlation between scores on the CRIS Pre-encounter subscales (Assimilation- 

PA, Miseducation-PM, and Self-Hatred-PSH) and scores on the A-COPE 

avoidant coping scales (ventilating feelings, seeking diversion, relaxing, avoiding 

problems, and the mean score o f all avoidant coping patterns). Table 3 displays 

the results of a bivariate analysis of these variables. The second hypothesis was
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not supported. However, there were correlations between CRIS PA scores and 

the A-COPE avoidant pattern mean, relaxing, and ventilating feelings scores that 

were approachii^ significance at the .05 level (r=.588, p=.074; r=.567, p=.088, 

r=.576, p=.08I).

Table 3
Results of the bivariate correlation analysis of the Pre-encounter racial 

identitv and coping pattern variables,
CRIS Pre­
encounter 
Assimilation

CRIS Pre­
encounter 
Miseducation

CRIS Pre­
encounter Self- 
hatred

r Sig. (2-tailed) r Sig. (2-tailed) r Sig. (2-tailed)
A-COPE
Ventilating
Feelings

.567 p=.088 .088 p=.809 .145 p=. 690

A-COPE Seeking 
Diversion

.247 p=.492 .169 p=.64l .350 p=.322

A-COPE Relaxing .576 p=.081 .059 p=.870 .504 p=.138
A-COPE Avoiding 
Problems

-.116 p=.750 .317 p=.373 .048 p=.896

A-COPE Avoidant 
Style Mean

.588 p=.074 .158 p=.663 .432 p=.212

A partial correlation analysis controlling for the CRIS IMCI score was also 

performed on the data for this hypothesis (see Table 4 for results). This was done 

because the IMCI scores of all of the subjects were high and might therefore 

account for a significant portion of the variance. With the IMCI score controlled 

for, additional significant correlations emerged. CRIS Pre-encounter self-hatred 

scores were positively correlated with the following A-COPE avoidant pattern 

scores: relaxing (r=.8155, p= .007), avoidant mean score (r=.688, p= .041) and 

seeking diversion (r= .648, p= .06, approaching significance).
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Table 4
Results of the partial correlation analysis of the variables for CRIS Pre­

encounter racial identity and the A-COPE avoidant pattern controlling for 
CRIS Multicultural Inclusive scores.

CRIS Pre- 
encounter 
Assimilation

CRIS Pre­
encounter 
Miseducation

CRIS Pre­
encounter Self- 
hatred

r Sig. (2-tailed) r Sig. (2-tailed) r Sig. (2-tailed)
A-COPE
Ventilating
Feelings

.583 p=.099 .117 p=.764 .162 p=.678

A-COPE Seeking 
Diversion

-.044 p=.911 .523 p=.149 .648 p=.059

A-COPE Relaxing .4531 p=.221 .334 p=.380 .8155 p=.007
A-COPE Avoiding 
Problems

-.086 p=.825 .304 p=.426 .033 p=.933

A-COPE Avoidant 
Style Mean

.473 p=.199 .440 p=.236 .688 p=.041

The third hypothesis was that there would be a positive correlation 

between scores on the CRIS lA and IMCI subscales and the Piers-Harris Self- 

Concept subscales. This relationship was investigated using bivariate correlation 

analysis. The hypothesis was not supported (see Table 5 for results).
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Table 5
Results of the bivariate correlatiou analysis of the CRIS Internalization and

self-concept variables.
CRIS Internalization 
Afrocentricity

CRIS Internalization 
Multicnltural Inclusive

r Sig. (2-tailed) r Sig. (2-tailed)
Piers-Harris Total t-score -.446 p=.196 -.100 p=.784
Piers-Harris Behavior t- 
score

-.091 p=.802 -.004 p=.991

Piers-Harris Intellect t- 
score

-.350 p=.321 .006 p=.987

Piers-Harris Physical 
Appearance t-score

-.377 p=.283 .153 p=.672

Piers-Harris Anxiety t- 
score

-.014 p=.970 .183 p=.612

Piers-Harris Popularity t- 
score

-.308 p=.327 .344 p=.331

Piers-Harris Happiness & 
Satisfaction t-score

-.609 p=.062 -.258 p=.471

Finally, the relationship between scores on the CRIS Pre-encounter Self- 

Hatred subscale and self-concept scores was investigated. It was hypothesized 

that there would be a negative correlation between PSH and self-concept scores. 

However, this hypothesis was not supported (see Table 6). These data were also 

analyzed using the partial correlation controlling for CRIS IMCI score, but again 

there was not significant correlation.

Table 6
Results of the bivariate correlation analysis of the CRIS Pre-encounter Setf-

Piers-
H arris
Total

Piers-
H arris
Behavior

Piers-
H arris
Intellect

Piers-
H arris
Physical

Piers-
H arris
Anxiety

Piers-
H arris
Pop.

Piers- 
H arris 
Happi. & 
Satis.

r  Sig. r  Sig. T Sig. r  Sig. r  Sig. r  Sig. r  Sig.
CRIS
Pre-enc.

-.228 -.546 .260 .019 -A19 -.346 .097

Self-
hatred

p=.527 p=.102 p=.468 p=.959 p=.161 p=.327 p=.789
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C h a pt e r  V: D isc u ssio n

The following vignette comes from my work as a psychology extern in a 

New York City independent school. As part o f my work, I counseled students of 

color, most o f whom, including CJ had come to the school from programs like the 

one from which this study's participants were drawn. Although CJ was not a 

participant in this investigation, demographically, he is very similar to this sample.

This true first hand observation serves as an example of the type of dilemma faced 

by Black teens and supports the hypotheses and issues underlying this research.

The Case of CJ

Black and Latino teens saunter into the large classroom in a New York 

City independent school. The room is already populated with a small handful o f 

faculty members o f color who chat casually with each other and their arriving 

students. Language is more relaxed, with “Ebonics” occasionally slipping from  

the lips o f these mostly Ivy educated, young teachers. The bi-weekly multicultural 

students ’ committee meeting is rarely formal, serving more as a respite for the 

“stressed-out” and a forum for the “often-voiceless” who choose to participate.

I t’s almost always just the Black and Latino students and teachers/advisors.

Today, CJ, a 16-year-old Junior, looks uncharacteristically anxious. CJ is 

African American, quite tall, a bit chubby, and almost always ready to ff'eet you 

with a smile. He is one o f the few  students in the school who seems to successfully 

maintain genuine, meaningful relationships across racial, cultural, gender and 

sexual orientation lines. But today, he is feeling confused and a bit isolated from
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some o f his closest friends.

CJ tells the small group gathered near him that he was robbed over the 

weekend in the Village. He was not physically hurt by the two boys who were 

about his age and naively believed that CJ had anything worth stealing. They 

had humiliated CJ; he fe lt less than manly at being punked. But he fe lt most 

damaged by the fact that the assailants were Black. He was dismayed that two o f 

his own could violate him. Upon returning to school, CJ found himself irritable 

and anxious, andfeeling a bewildering sense o f shame. Consistent with his 

gregarious nature, CJ felt the need to talk about his experience with those close to 

him. Among his many friends, two o f his closest were White. These were two 

friends with whom he thought he could share anything. Except he could not share 

the shame that he fe lt for his race. CJ could not talk to his White friends about 

the assault by two boys who were so overtly like him. And in the gathering 

around him, what he focused on most was his inability to tell his White friends 

about the mugging.

Amongst his own racial group, CJ could admit that it was race-related 

shame that he was feeling. All who heard his story admitted that whenever they 

hear o f a crime on the news, their first thought is, “Please don’t let him be 

Black! ”. As i f  that individual’s actions could prove all the stereotypes true, and 

they could never walk with pride amongst their White peers again.

CJ was bright and insightful enough to recognize his conflict. His solid 

connection to the Black community provided him with a safe harbor where he
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could return in a time of distress. He maintained positive relationships with both 

African American peers and feculty and actively participated in the school's 

multicultiu-al club. CJ was therefore able to begin to articulate his experience and 

to process it in a safe, supportive setting. He could use transformational coping 

skills (i.e. seeking social support) to help alleviate his feelings of stress and to 

attempt to preserve his relationships with his white friends despite the strong urge 

to singly withdraw from them. Unfortunately, too many other adolescents do not 

have the inner resources to even begin this process. Others in similar settings do 

not have the support systems in place to facilitate this. The hypotheses posed in 

this investigation evolved from observation of the experiences of students like CJ.

My observations were made in the context o f individual and group treatment and 

also in non-clinical settings (e.g. feculty advisor to the student multicultural 

organization).

The purpose of this study was to explore the relationship between racial 

identity status, copii^ style and self-concept in African American adolescents 

attending private schools that have a majority of White American students. An 

underlying supposition was that when adolescents are part of such a negatively 

stereotyped minority group, they will function better psychologically once they can 

overcome the perceived stigma and fully embrace and appreciate their heritage.

Based on clinical observation, it seemed that the students who were struggling 

with race-related feelings of shame and self-hatred were less likely to use active (or 

transformational) coping skills. For example, over the course of a school year, I 

counseled a female Afiican American junior. This dark skinned teen was the only
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child of two extremely high achieving, successful Black professional parents. She 

had been raised in a White upper class neighborhood and educated in this elite 

private school since kindergarten. During her adolescence, she appropriately 

began the process of identity formation and her racial identity also began to take 

shape. As she struggled to find herself in Afiican American culture, she 

consistently sought out the most delinquent of Black teens with whom to identify.

Having accepted the negative stereotypes about Blacks, she believed that to be 

Black was to be involved with drugs, violence and crime, despite the many positive 

exanples aroimd her. Her primary means of coping consisted of drug use and 

engaging in risky, self destructive behavior.

The students who were most comfortable with their racial group and 

identity seemed to use more proactive, elTective coping skills. These same 

students also appeared to be the most confident, overtly presenting with the most 

positive self-concept. The students who manifested signs of racial self-hatred 

appeared to have a conq)arably more negative self-concept. Past research 

exploring the relationship between racial and ethnic identity and self-esteem 

supported this last hypothesis (Goodstein & Ponterotto, 1997; Parham & Helms,

1985).

With a few exceptions, the hypotheses o f this investigation were not well 

supported. Teens with an established multicultural identity (Internalization 

Multicultural-Inclusive) used humor, an advanced coping mechanism, more often.

Teens presenting with a more afi'ocentric perspective (Intemalization- 

Afrocentricity) presented with a nearly significant higher sense of happiness and

R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.



Raced Iden%,SdfkxiKX|]tCopiQ̂  62 

satisfection self-concept score. These were the findings in support of my 

hypotheses.

The possible reasons for the lack of significant findings are varied. The 

most obvious factor that is applicable to all o f the hypotheses is the small sample 

size and subsequent low power. Significant relationships between the variables 

may exist, but could not be detected in such a small sample. There were often 

correlations in the predicted direction but not at a level of significance (see table 3,

CRIS- Pre-encounter assimilation & avoidant coping patterns). Although outreach 

was made to more than 250 students (for a planned sample size o f30-50) who met 

at least one of the criteria for participation, overall response firom eligible teens 

was small.

Issues in Sample Selection

One major reason for the poor response is that many o f the students, 

although Black American, did not have a parent who was bom or raised here, one 

of the selection criteria. Some parents who received the initial outreach letter 

actually called to say that they were very interested in supporting the study, but 

unfortunately did not meet the criteria due to country of origin. The Black 

community in New York City is incredibly diverse, representmg the full Afi"ican 

Diaspora, and the student body from which participants were recruited mirrors this 

diversity. The 2000 Census data indicates that 35.9% of New York City residents 

were foreign bom (2000, U.S. Census Bureau). Had time and resources 

permitted, greater outreach could have been made directly to the independent
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schools, thus reaching a broader base of African American students. Such 

outreach might have included phone calls, newspaper advertising, and visits to 

individual schools.

Another possible reason for the poor response is the lack of a direct, 

personal relationsh^ between the students and the investigator. Because initial 

outreach was done by mail, possible participants only had an opportunity to meet 

or speak with the investigator directly if they replied to the study invitation. Face 

to fece contact or a personal relationship may have engendered more interest in the 

study and increased the number of participants. Also, the subject of racial identity 

may be a particularly sensitive subject, especially for those in the midst of 

struggling with racial identity issues. Some may have chosen not to respond 

because tli^y were not psychologically ready to delve into such issues with a 

stranger.

Future investigations may also seek a more heterogeneous sample given the 

incredible diversity among Black Americans. Although African descendent people 

from other cultures have a different history in relationship to this country and 

slavery, they are also affected by the legacy of slavery by virtue of their skin color. 

However if a heterogeneous sample is used, additional measures must be added to 

help clearly delineate the influence of racial identity from ethnic identity (e.g. the 

Multigroup Ethnic Identity Measure (Phinney, 1992)).

There were of course additional, hypothesis-specific influences on the 

findings that will be discussed below.
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Racial Identity and Coping Style

It was expected that the further along a teen is on the path towards Black 

racial identity (i.e. higher scores on the CRIS lEAW, lA, & IMCI scales), the 

higher the scores would be on the A-COPE transformational coping pattern 

subscales. The data showed a positive correlation between the use of humor as a 

coping style and the internalization multicultural inclusive racial attitude. This was 

the only finding that supported the hypothesis. Humor is an active way of coping, a 

way of transforming a stressful situation into something more bearable and perhaps 

meaningfiil. It is a more cognitively advanced means of coping. It is therefore not 

surprising that these adolescents who have been classified as intellectually gifted 

are apt to use a more sophisticated defense.

There were no other significant positive correlations between 

transformational coping patterns and the three most advanced stages of racial 

identity. In fact, a significant negative correlation was observed between the 

lEAW scores and the use of social supports as a way of coping (p=.009). There 

was also a nearly significant negative relationship (p=.058) between lEAW scores 

and the A-COPE humor coping pattern.

The tendency towards negative correlations between the lEAW & lA 

scores and transformational coping was striking. One possible explanation is that 

individuals who maintain more exclusionary (anti-White) and Afi-ocentric views 

might feel the greatest discomfort and anxiety in an environment in which they are 

the obvious minority. Cross (1991) theorized that an increase in anxiety would be 

observed in individuals with high Anti-White attitudes. If this is so, then a higher
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level of anxiety might interfere with the ability to cope or might drive one to use 

the coping patterns that bring about the most immediate relief (e.g. avoidance, 

seeking diversion, venting).

A second prediction of this study was that there would be a positive 

relationship between the CRIS pre-encounter scores (PA, PM, PSH) and the A- 

COPE avoidant pattern scores. The findings did not support this hypothesis.

However, there was a trend towards a positive correlation between Pre-encounter 

Assimilation scores and the use of relaxing and ventilating feelings as weU as the 

overall avoidant mean score with correlation approaching significance at the .05 

level, which would support my hypothesis and that of Fordham (1988). In other 

words, it is possible that those students most in fevor of assimilation into the 

dominant culture were more likely to try to avoid conflict and stressful situations.

It was quite notable that all of the subjects scored high on the CRIS IMCI 

scale, regardless of how they scored on the pre-encounter scales (the equivalent of 

an opposite position), suggesting a possible bias towards favorable responding.

The study participants are gifted students who are used to getting the right 

answers on tests and being perceived fevorably. Despite the directive to answer 

honestly and the promise of confidentiality, there likely still exists a strong pull to 

“get it right” and look good to the investigator. Some questions on the CRIS 

clearly have an answer that appears more desirable for a given identity status (e.g. 

item 30: "I have a strong feeling of hatred and disdain for all White people."). The 

multicultural inclusive items included statements such as: #5 "As a multiculturalist,

I am connected to many groups (Hispanics, As^-Americans, Whites, Jews, gays

R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.



Radallden% ,Seif<m!ept,Cqp^ 66 

& lesbians, etc)." and #16 "I believe it is inportant to have both a Black identity 

and a multicultural perspective, which is inclusive of everyone (e.g. Asians,

Latinos, gays & lesbians, Jews, Whites, etc.)." The wording of the remaining 3 

IMCI questions are remarkably similar to the two examples presented here and 

interpretations of the 5 statements are nearly interchangeable. This creates a 

possible bias towards positive responding. All of the subjects presented with high 

multicultural attitude scores, but there was more variance among the other CRIS 

scores. In addition, because of their educational environment, the participants are 

virtually forced to become multicultural. It is possible that individuals can 

maintain feelings of shame and self-hatred while also presenting with the diversity- 

embracing multicultural attitude. This may especially be so when they are forced 

into multicultural situations.

Given the above, the data was examined controlling for the possible effect 

of IMCI attitudes. When the variance contributed by multicultural inclusive 

attitudes was controlled for, significant and near significant findings emerged.

There were significant and near significant positive correlations between PSH 

scores and a few avoidant coping scores (i.e. seeking diversion, relaxing, overall 

avoidance mean score), which does lend support to the second hypothesis. With 

an increase in feeUngs of Black self-hatred and shame came an increased tendency 

towards avoiding conflict. The vignette of CJ presented earlier provides an 

example of this. Although he ultimately did reach out for support, CJ, in the fece 

of “Black shame”, suddenly found his usual coping skills being quite challenged.
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Racial Identity and Self-Concept

Based on existing research (e.g. Goodstein & Ponterotto, 1997; Parham &

Helms, 1985), it was hypothesized that an increase in self-hatred beliefs would be 

associated with a poorer self-concept (especially as related to appearance, 

happiness, and anxiety). A related hypothesis was generated that adolescents who 

presented with a more internalized Black racial identity would feel more positively 

about themselves overall. Neither hypothesis was supported.

It is notable that all of the subjects presented with very high self-concept 

scores across aU domains. The question may be raised as to whether the scores are 

valid, especially given the vulnerability o f self-report measures to felse responding. 

Research comparing gifted students to non-gifted students has repeatedly shown 

that gifted kids have significantly higher self-concept scores when compared to 

average intelligence peers (e.g. Ablard, 1997; Kames & Wherry, 1981). Because 

it is not uncommon for gifted adolescents to present with high self-concept scores, 

it does not seem likely that the participants in this study were “faking” as the Piers- 

Harris scores might otherwise suggest.

Again, this is an area where the data may be particularly sensitive to the 

small sample size. At the same time, these findings are consistent with existent 

data. Given the expectation of high self-concept scores among most of the 

subjects, a smaller range of scores would be expected, requiring a larger sample 

size to detect differences. Future research in this area might include peer and 

teacher assessments of self-concept in order to provide more objective data.
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Implications for future research and clinical practice

Although generally speaking most hypotheses were not supported, clinical 

observation and some of the statistical trends noted in this study indicate that the 

relationship between adolescent racial identity, self-concept and coping style is an 

area worthy of fiurther investigation. There were some predicted relationships 

between racial identity attitude and coping style that were supported by the data.

These findings might be replicated and supported in a future study with larger 

sample size.

In addition, other interesting findings emerged, suggesting related areas of 

focus for future research. For example, the CRIS scores suggest that the 

participants in this study have strong positive feelings about being black and feel 

grounded in their racial identity, but at the same time experience some longing to 

become assimilated into the dominant cultures o f their schools. This may be 

explained by W.E.B. Dubois' concept o f double consciousness (1964).

Adolescents under these circumstances may be working towards the integration of 

their dual perceptions of themselves; their own culturally syntonic self-perception 

with the view of themselves through white America's lens. A relatively new 

instrument, the Multidimensional Inventory of Black Identity (MIBI) (Sellers, et 

al., 1998), might prove to be a good measure to sort out personal perception vs. 

believed public perception of race.

Another interesting trend noted was the tendency for more afi'ocentric 

teens to present with lower self-concept scores of happiness and satisfection.

Although the self-concept scores were not considered significantly low, the
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possible converse relationship is striking and worth fiirther investigation. An 

unexpected finding in this study was the tendency of the teens who maintained the 

highest anti-white attitudes to use the least effective coping patterns. This would 

certainly be an area for further exploration.

Racial identity theories have tended to neglect to attend to children and 

early adolescents until relatively recently (e.g. Rowley et al., 1998). The earlier 

studies that did focus on racial issues in children primarily addressed racial 

preference and/or reference group orientation and did not seem to appreciate the 

con^lex and dynamic nature of racial identity ( see Cross, 1991 for review). As 

the field o f study evolved, racial identity theories moved beyond simple racial 

preference. However, it seems that the existing racial identity models are based on 

the assumption that there will usually not be a catalyst for the formation of racial 

identity until adulthood or late adolescence. Given a still largely residentially 

segregated country, it may be hypothesized that some researchers operate with the 

assumption that most Black Americans will not meaningfiiUy interact with White 

America until entering the realm of higher education or the workforce. It may be 

assumed that the majority of Black American children wiU not begin the racial 

identity formation process and thus, no theoiy is needed. However, due a great 

deal to programs like Prep for Prep, Early Steps and A Better Chance (ABC), 

many more Black youth are being educated in private schools that had historically 

been almost completefy White, Anglo-Saxon, and upper class. This increase in 

educational integration does mean that Black youth are being confi’onted with the 

issue o f racial identity status at younger ages and in greater numbers than they had
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before. Gifted Afiican American teens warrant special attention given their 

precocity in performing cognitive operations such as social comparison at a 

younger age. This ability may make them more likely to engage in an “adult 

process”.

In order to investigate adolescent racial identity thoroughly, a measure is 

needed specifically for adolescents. Although Cross’ identity statuses do seem 

applicable to adolescents, the manifestation may be different. Statements on such 

a scale would have to target beliefe and behaviors that are relevant to adolescents 

(e.g. targeting music preference, social situations). Also inclusion of an instrument 

specifically measuring adolescent race-related stress may provide useful data. To 

this investigator's knowledge, no such instrument exists to date.

Two of the greatest sources o f information in formulating the hypotheses 

of this study were clinical observation as a counselor in a private school and life 

experience as a an adolescent in a private school. Unfortunately, these invaluable 

sources o f information were not included in this investigation due to limited 

resources. The measures used here, while valid and reliable, could not capture 

some of the very complex and deeply nuanced experiences of the teens. The 

addition of a qualitative component such as interviews or anecdotes might provide 

fiirther insight into the complicated relationship between racial identity and various 

areas of psychological functioning. It would also serve the purpose of helping 

youth find their voices, perhaps the greatest gift that can be given to an adolescent.

There also some implications for those providing clinical services to teens 

similar to those represented here. In individual treatment, it would be important
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for the clinician to be attuned to issues related to racial identity. One of the goals 

of psychotherapy with adolescents is to improve their coping abilities. The data 

here does suggest that there is a significant relationship between racial identity and 

coping. Therefore, in order to best serve these teens, racial identity may need to 

become a part o f the work. This can be as subtle as gently inquiring into 

statements made about race (e.g. "I hate my hair! I wish I had good hair!" 

followed by, "What is good hair?"). This may lead to rich, exploratory work or it 

may simply "plant a seed", challenging the teen to re-evaluated accepted beliefs.

If working within the school setting, it would be important for the clinician 

to support the establishment and growth of student racial and ethnic organizations.

To this end, the clinician may need to support and educate the school staff as such 

organizations are sometimes feared and sabotaged by faculty and/or other students.

The common underlying need in both individual and institutional work is for 

Afiican American adolescents to find their voices and have their voices heard.
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Appendix A

July 14, 2002 

Dear Parent,

My name is Donya Rhett and I am an alum of Prep for Prep (VI, Hewitt 
’90, Yale ’94). I am currently a student in the Clinical Psychology doctoral 
program of the City University of New York-Graduate Center.

I am writing because I am conducting a dissertation research study that 
might be relevant to the experiences that your child is having in his/her 
independent school. I am looking for African American students between the ages 
of 13 and 19 to participate in my study. I am e?q)loring a connection between how 
adolescents feel about themselves compared to their peers and coping skills in 
African American adolescents attending private schools in New York. If your 
child was bom in the U.S., attends private school, and has at least one parent who 
was bom and raised in the U.S., he/she may be eligible to participate.

Students choosing to participate will be asked to fill out three 
questionnaires relating to how they feel about themselves as weU as to provide 
some basic background information. The process will take about 45-60 minutes 
and can be done by mail. M  participants will receive a ticket to a movie of their 
choice at a major movie theater. There is no risk involved in the process and 
students may choose to discontinue at any point during it. Students will remain 
anonymous in the reporting of my results.

I have both attended a New York City private school and worked in one as 
a counselor. My experience has shown me that students of color benefit 
enormously from supportive services from knowledgeable staff. I believe that my 
research may help school counselors better meet the needs of all students of color. 
Your child's participation in this study may be very helpfiil in improving the 
services provided by Prep for Prep and the independent schools. I hope that you 
will share this letter with your teen and consider allowing him/her to participate.
In addition, if you know of another teen who meets the criteria for this study, 
please share this letter!

Please contact me at Donva@ava. vale, edu or (718) 716-1443 if you wish to 
participate or if you have any questions. If you leave a message, please leave your 
number(s) and let me know when would be the best time to contact you.
Sincerely,
Donya l^e tt, M. A.
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Appendix B

, I: ' "-v .
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Particiwant CmteMMit yprm

M y nam e is D onya R hclt, and  1 am  a student in the C iin ieal Psychoiogy Ph.D . Program  at 
the G nsdtw lcC cnlttr tH 'lhc C ity  U nivcrstty  oCNew Y m k, and P iuicipal investii'a to r o l 'lh is  
project, en lilled  “4t-RICA:\ A M tm iC ik  AMiLHSCk'M'S l \  l!\D tPL.\’Dh:\TSClKHflS:
r u t  R E LA rioysH iP  B E r u m y  r a c ia l  id e n t it y , c o p in g .r n x j? . i.v£> s e l e -
CONCEPT." Thin is a research  study o f  how  A Jrican A m erican  adoJescents in private  schools 
1«.x‘l sihoiit Ihem velves and cope w dtt stressful siiumIh’os E wosiid like [.icriinssion lo ask you a 
few quesiions about yo u r background and  w ould like you  to com plete  th ree  questionnaires.

t1i£ qucstiom iaircs invo lve questions abou t how  you th ink  o f  v o u rsc if in re la tionsh ip  to 
you f peers and  the d ifferen t w ays that you m anage stress. Participation  will rctjuire 
appreixim ately forty-five m inutes o fy o u r  tim e, A lter com pletion  oS'tbe questionriaiies. you v^lll 
be en tered  into a lottery w ith a  1 in iO chance o f  wmmnu; S5P. Al! identifiable inforinatioii w ill 
be coded and  you  w ill rem ain  aitonynnous in th e  reporting  o f  results. Inform ation w 'l! be kept in 
a locked file c a b in e t to  w hich only m y adv iso r and 1 w ill have access.

Thciv is  no risk involvtxl in th e  process imd sUidenis may choose lo disconlinw e :il tiny 
tim e wsthout any  elTcct on  iheir steltis at sch<Hj! T his study may benefit o ther ado lescen ts o f  
co lor a tlending privaffi schcMils m that school .supponive services may tic im proved I can  a lso  
provide refen tils  to  counselo rs and  psvcliological scrs'ices upon request o f  partic ipan t o r parent.

1 mav publish the resu lts o f  llic study, bu t nam es o f  people, o r any idciuirying 
characScristies. w ill not be trscd in any  o f  the publications

3f you have any questions ahrsut thrs research, you  can coo lacf m e a t 17 1 8 1 716-1 dq.l o r 
donyafo iayayaSe.edu, o r  my advisor, .Anderson .1. Franklin , Ph.D. a t (212) 650-56<if) i f  you have 
quesnons abou t your rights as a  partic ipan t in th is study, you m ay con tac t Hilrv' Fisher.
Sponsored R esearch . The G raduate  C entcriC ity  U niversity  o f  Mew Y ork. (212! 817-7523. 
hfi shcrSf tgc, cuny .cdu.

In O lder to  p>Ol«cipate in th is  -studv. I iim.Sl h.lvC y o u r S:«il<id COOSdOS Oil iflis  to rill TjlUilk 
you for your la m c ip a t io n  sn th e  study. 1 will g ive you a  copy o f  th is  fonn  to  take  w ith  y o a

Pan ic ipaiit s ssgitaturc D ate  Para’cipanr's nam e (p rin tl

Investiga to r's  signature  D ale

o Yi -a^ 'cy3  
7!(syt-:A f/n/c i-
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Appendix C

Parental t.'oascnt Form

My name is Donya Kheu. and 1 am a stiuteos in the Chmeal Psychology I’Vi D Program al 
the Oradoate t ’eEiter o f  the Citv University o f New York, and Principa! fnvestigator o f  this 
projtrtl. entitled FRlCAiS A M tR I C A y  A D O LCSC i:.\TS  />  lSD hP i:SD E !^T  SCHOOLS:
THE R E L A T IO m n iP  BETHEEN RACIAL I D E N T m , COPING STYLE AND SELE- 
CONCEPT-" This is a research study of how African American adoicsccnts in private schoois 
feel about livemselvcs ttnd cope whh stressful siluatiuns 1 would like permissloji to ask your 
child a  few questions about his^'hcr backjip^ound and to have himdicr complete three 
questionntitros.

Die t|uest!onnaifcs involve questions al>out how your child thinks o f  him herself in 
relutionshtp to  rxxrs and the different ways that h&'shc manages stress Purticipatioti will reguirc 
approximately forty-five minutes o fyour child’s time. To compensate for the time, he she will 
be entered into a lotteiy with a I in 10 chance o f tvitining S50 Your child will remain 
anonymous in the rctrortmg o f  results, Infonnation wnil be kept in a locked file cabinet, to whicti 
only my advisor and i wil! have access.

.'\t any lirnc, youT child may refuse to answer any question.^ or end participation without 
any' penalty There w no risk involved m the procc.s.s and s t u d e n t s  may choose to disconiimic at 
any time without any etTeet on ibeir .status at school, fhi.s .study may benefit other adolcsccriis o f  
color attending private sa;hoolK in that in-.schoo! supportive services may be improved 1 can also 
provide rclctrals to coun.sclors arid psychological services upotr request o f  parttctpaiir or parent.

1 may publi.sh (he results o f the .study, but names o f  people, or any irientily'ing 
CliaitiC!cristic.s, will not Ire used in any o f  the publications

If you havv; atiy' questions about tlirs research, you can contact me at (718) 7 Ifr-144? or 
donyafajaya yale.cdu, or <ny advisor, Anderson J i’ranklin, i’h. D at l2 12) 650-5666 If you have 
questions about your rights a.s a participant in this study, you may contact Hilry' Fisher.
Sptjnsored licseareh. The Graduate Center,’Citv Univer.sijy o f  New York. (212) 817-752.>, 
h iishenyi’t«f cuny. cdu

In ortler to particqvite in (his study . I imisS trsive the signature o f  the adolescent's pttrcnt oi 
guardian. Thank you for your partitiipafion in the study T will give you a copy o f  this form lo 
take with vou.

.Adolescent's rsarnc I’arentG uardian 's signature Date

Investigator's signature Dale
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Appendix O 
Instructions for questionnaires by mail

Dear Student,

Thank you for taking the time to participate in my study. The information you 
provide may be very heipfiil in improving the school experience of other 
adolescents. Please remember that your participation is volimtary. The 
questionnaires will remain anonymous, so I encoiuage you to be as truthful in 
answering all questions as possible. It should take 45 minutes or so to fill out the 
three questionnaires.

Enclosed you should find:
1) One participant consent form to be signed and returned by the student.
2) Two parental consent forms- one copy to keep, one to be signed and returned.
3) The "Way I Feel About Myself' questionnaire.
4) The "Social Attitudes" questionnaire.
5) The "Adolescent Coping Orientation for Problem Experiences" questionnaire.

Please call me when you receive these materials (718-716-1443) and if you have 
any questions. Do not put your name on any of the documents besides the consent 
letters. Once completed, please return the questionnaires and consent forms in the 
enclosed stamped and addressed envelope. Once 1 have received your packet, you 
will be entered into the lottery. If you or your parents wish to know the results of 
my study, please let me know and 1 will make sure to contact you when my thesis 
is completed. Also, if you have any fi"iends who are Afi’ican American and attend a 
private school, please pass along my number!

Thank you,
Donya Rhett, M.A.
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Appendix E

December 27,2002 

Dear Student,

Thank you again for participating in my study. I hope you enjoyed a movie with 

the certificate I sent. I am writing again because I have been having a difficult time 

finding enough students to participate in my study and I am hoping that you can 

help. Enclosed with this letter is another copy of the letter that explains what my 

study is about and who qualifies to participate. If you have any fiiends who you 

think might want to participate, please share the letter with them. For each fiiend 

that you refer who completes and returns the questionnaires, you will receive 

another movie ticket for one admission. Your fiiend will also receive a movie 

ticket. Your help is greatly appreciated.

By the way, have a happy new year!

Sincerely,

Donya Rhett, M.A.
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Appendix F

Demographic Information 

la. Date of Birth________
lb. Age  2. Sex: M F

3a. Current grade_________ 3b. Years in private school____

4. With whom do you live?
Mother/Stepmother Y N

Father/Stepfather Y N
Other Guardian Y N (Specify_

5. My home neighborhood is mostly:
Afiican American White  Caribbean Hispanic Asian
Mixed (specify groups___________________________________________)

6. Are you involved in any extracurricular activities? Y N 

Mother’s information (if in residence):

7. Country of birth______________________
(If not USA, how many years has she lived in the US? )

8. Highest level of education completed:

Elementary school  College Graduate (BA, BS) __
High School/GED  Postgraduate degree (e.g. MA, MSW, MS)

Some College/technical school  Doctorate/professional degree (e.g. MD,
PhD, JD )_

Father’s Information (if in residencel:

9. Country of birth______________________
(If not USA, how many years has he lived in the US? )

10, Highest level of education completed:

Elementary school  College Graduate (BA, BS)  
High School/GED  Postgraduate degree (e.g. MA, MSW, MS)_
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Some College/technical school  Doctorate/professional degree (e.g. MD,
PhD, JD )_

Guardian’s Information (if applicable);

11. Country of birth______________________
(If not USA, how many years has (s)he lived in the US? )

How many years have you lived with this person?___

12. Highest level of education completed:

Elementary school  College Graduate (BA, BS) __
High School/GED  Postgraduate degree (e.g. MA, MSW, MS)

Some College/technical school  Doctorate/professional degree (e.g. MD,
PhD, JD )_

13. What is the best estimate of your famify’s yearly income before taxes?

a. Less than $10,000  d. Between $30,000 and $40,000__
b. Between $10,000 and $20,000  e. Between $40,000 and $60,000__
c. Between $20,000 and $30,000  f. Over $60,000__

14. What do you consider your family’s social class to be?

 ^Poor Middle Class
Working Class Upper Middle Class

 Lower Middle Class Wealthy
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Appendix G
<;<xiv

CROSS SOCIAL ATTITUDE SCAl.K
lk :v e r !>  J . V an tiiv L T . F- C*"*;*!.. h . .  P c o iiv  t .  f 'l i a g 'C ii-S u i iih .  I 'n r J t  VVcirrvlI. .Jan i'i K . S i i i i n .  &. L .ix ;n  J ) .  l  a lJ v f tJ I

Sectifln I

l.M a lc  O  FeiiLiir □

2. Hi>W I'lld JfC V i)U  ____

-r PIciisc uiiUirarr. youi cd«nK* bycJsi'.iTKjjKJ by circluig llic aoRwer iiuii lo \c>u C-Tkxjm.* only one

• b . A cVicfcitt-Amcnt.;iti
I* Hivpantc Bliick 
f. MiXL-d .

[’ Odwr.

4. It you arc e u rre n tty  j  siudi-iu. arc yuu a hijiii schutder □  un uncluiy.unluaiv’ □  <t  a ^ruiiuaie siudutK D  '

5. ..‘f Sv-htx>l;     tritv '.'.'here s ŵhuwt i-, kK:>ô ’t i :_____________

(I. W hai is yout :« u u o ia  sla»4sinK in ?iu: .vchwi! ytHt hstetf in # 5 '',

‘ Whsi: IV ihi- tncTud uornpusjutw ut ihc whisol listed hi #5V .SSoaiIv Hiack H

S, Wiui i> yoaraiTivm pcsini overia'c?

V If y.Ki tulicjfc. i.s your riujcit 7

M ohtiv  W hiu : □

10 II y uu  a rc  n o  io o j^ r r  a  s tu d e n t ,  w laii as rbc ju o h csi t'iUu:a!n>n 5ev<*i ■obtujncd? C ir;;ii; ^jiic.

a. r.lcupcidutv seiuxil 1 d Uusmess or trade st’hixji s: iiaelh-Uw's or 4<mr-vcur decree
t; Siime lush Hhuol i e. .SimiL cnJH’f.c h- SsWinc pradu!tK:/fir<iSt:ss:iiri.if

llu'l..«hiix>l JmlniTisa/euuivaieTit j i. Assoeialc iH‘two vuar lÛ TKx* 1 (iroduaic or &rorc-ssi<inal dccrrti

11 t! \c« ; <irv! mi> i tm g e r  a  s tu d e n t ,  w h a : is  y o u r can 'cn : vn;cufiaii-i<ti'’''  __

■> WS' ii ri'lî riiwv aSOIiaiHiff d<'yc'U hold? , _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

i  s I fMw lilicn du y^Kj feligsou.'- sers’iccs.* ScUU>n» D  .Someume'^ O  ( )fk'ri U

[4. Huw. impuiun'. i.->s‘Ui icht:iu£i Li* you ’ Noi Inipiw-sant D  Son^ewhai Imponam D  Vorv IrrifHWLan; □

15. Wh«14S iJic b-Lsi c-stiniitfeof yi'uj/ytnji Ja.Ti:l%' .s yiauiv iivtsni-c bflnnc uixcs? d a l e  “ Y" Itii v-.'̂ ur.v uiid “ I ”  lot ii>milv.

i' a £fch.vifCcis :N<UXKi Y I*
b ik iw ccn  S 1 D,OnC> iitid $20jOfRT \  \- c IkMsveen S«>,CKK̂  arid $o;j.O!K> V 1
1 lleiwwji and Ŝ O.OCK̂ Y F 1‘. n vci S«>,tK)0 Y

i fi Mu\% w iH JeU  y w i  U c s v T ib e  t h e  p r r m a r y  t o m m u m t y  jr .  w l i i c h  Nv-ca* t u i 'A i J ' '

K:ir;d O  SubarKin □  Urban D  fHhs’t

T? Wluii 3s ili-r rai:ia5sx^m(K»sulw s’f the commuiJKV listed in •ffifC’ Mostly Biack □  M ixe4G  MosUy \^Tiiic HI 

IS -\ti- ypr.i :s Uniifd Stales Ltttzcp O  u pcmianom re.^iticn; o f  the I'S □  «r fuacr D   .......   ’

i -  U cvcriy i .  V a iv d iv tr, \V*;Uiaat i l  ( '.a is s . h .^  IV iinv T PhiJ^Mi-.Srnsih. A  I r a n k  d  W o itcJI . ALl r ir i i t s  iL-se:vr<: 
T h is  .s ta le  eam iis: be uv^ni •airlMm! -an turii p i-tiii)ssa.ri t>! ih e  m p v p .p h ’. hok lcrs
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19. iiiUJiy ethnic orgaiji/^tiuns do you hcloftg lo? .S-t-

Wimi is the higtMSt cducaiUiri kvci obtained by your mother lor lemoJc p.iLardian i and faiiuir (or male guanhani  ̂
For jnoilktr, riffle the '‘M"' in the approptfiaii* box: for faihci, circle the *'F."

1" Idemeniary sdsiHit M F f A ssociate or iw o-vcar de>!i«e M F
Som e h ish  school M F V.. B aclielcr's or four year dcprcc M !•

. c. H ieh  school diploina or cqisivulent M !■ It. ScHue etaduatc or nrofessional schis.^1 M !■
Bas'tness or trade vehuot M F 1 (jraduate ch im ilessional dennre M F

u Som e collcKv M !■

7 \ I low would you describe your fam1̂ y’s socioceononiic status?

P(50f □  Working Class □  Middle CJas.N D IJpprt Middle D

?.2. How would you describe your current physical healih?

Very Poor D PcK>r D Fair O fJixxJ □

2.̂ . How would you duwribe yourcurrair iiiencal health?
Very Pciot D  Poor D  Fuir D  Ok>uU □

Wealthy O

Very Gmul □

VfTV OlKKl D

Section II

Instructions: Read eacii item and indicate to what degree it reflects your own thoughts and 
feelings, using the 7-point scale below. There arc no right or wrong answers. Base your responses 
on your opinion at die present time. To ensure that your answers can be ased, please respond 
to the statements as written, and place your numerical response on the line provided to the letl of 
each qucHiion,

•1
siront.d>
dLsagrcc

somewhat
disagree

nciinci 
agree ftoi 
disagree

agree

1. As an African .American, tifc In America is good tor me.

 2. i think of my.seJf primaiily a.s an .American, and .scltlom as a mcmtx:r of a raciui iToup,

Too many BJaclcs ’ glaiiiorize’' the drug trade anti {iill lo sec oppominiiics that don't invoive 
criitie.

_4. i go through periods when i ain down on my.seif Ix’cause I am Black.

.̂■s. As a inuiticulluraltst. I atn connected to many groups f Hispariit.s, Asian-Americans, Whites.
Jews, gays A: tcstiians. etc.).

_(i, 1 have a strong feeling ot hatred and di.sdain for all W hite people.

_7, t see and think about things from an Afroccmrie perspective.

Pa^c 2  4
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Uisatrrve «<omvwhij.t neither somcwhtii ngrcc ftUnny.l̂
disisrce disagree agree Mr agree agiec

disagree

>. When 1 wa!k info a room. I alwavs take note of the racial make-up o f the people around me.

_______"f [ on, fioi sp much a m enjberol a racial pmup, as I am an .American.

_______ 10 I soinetiines struegie with negative fcclinF,s ahrsur being Black.

_______ 11 M i relat!on.ship with ttiid  play.s an imponans role in my life.

12. Blacks place more emphasis on having a good liriie than on hard work.

 13. [ believe iJiat oitly those Blatrk people who accept ,tn .AtViVcniiic petapcctive can
iruly solve the rate prohlcm In .America

 14. I hale the White community and all Ihat it represents.

I.s. When I have a chance to mtdic a new frieittl, tssucs oi race and ethnicity scidlom play a role 
in who lliat person inight be.

16. I hcllcvc it is impoTtant to have boili a Black identity and a multicultural perspective, wliidi is 
incltisivc of everyone (e.g.. Asians. Larino.s, p.ay.s & lesbi.ans. Jew.s. Whiles, cte.i.

_______ IT. Wlien 1 look in the mitror at ray Biack image, somenmes ( do not feel good about what 1 see.

 18. If 1 had to put a iaiwi on my Identity, it would he ".American." and not A lncan .American

_______19 When I read the ncwspapci ur a raaga/inc. I always look for articles and stoi ies that deal vvidi
race and ethnic issues.

20. Many .Afric.an Americans are too la^y to sec opporlunjtie.s that are right rn imnt trf them

_______ 2 1 As far as I am ecnicented. affirmative actiirn wall he ncedcii to r  o long time.

_22. Black people cannot truly be free uniil our daily lives arc guided by A fiotem ric value.s and 
principles.

_23 Wttitc people sliouid be destioyetl.

_24. 1 embrace my own Black itlenrny. but 1 al.sn respect and celebrate the cultural idcnlttics of
other groups fe.g.. Native Americans, Whites. Launos. Jews. .Asian Amenean.s. gays A. 
Icshians, etc.).
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.1
sltistiglj disapici- sonK w hit KSKhcf som tw hat agree
dtsagree dis;igri.-f agree floi agtiT a.'.trir

disâ ie-i:

 2 5 . I 'r ivaw ly , 1 so m eu ro es  h ave n cg u iiv e  fc d in i's  ahou! o c in r  B laek.

 26. !f 1 had lo jvut isijseil into fate.goiiC'. first i wotaiii say I am art Anicrictsii, anti .srcotid 1 am a
iiiiesahcr o f  a  racial group.

 27. My fMliiig.s anti thou>;hls ahoii; Cod are very impcirtant to rite.

 2Si. Airlcan American.^ arc tors qu id ; lo luril lo cnm c to solve (hcij ptxjhlcms.

_29. When 1 have a chance to dssroraie a room, 1 tend U> select pictures, jxtslcrs, or uoifcs (Jf ;iit 
that cap tcss stmng taciaJ-ciilttiral themes,

 3(J. I ha te  W hite peop le .

 .71. I respect the ictcas that oths'i Black people hold, hut 1 tieheve that the best svay to solve our
problems is to think AfrocenlricaJly

 33. When i vote in an election, the rsrsl thing 1 tiirttk aboti! is the cantiidaie's ret;orii on racial ami
eiiliutai is.suv ŝ.

 .33. 3 believe :s is important to tiKve both a Black identity and a multicultural [KTSfX-'clivc. because
Shis connects me to other pioups (Hispanics, .Asiaii-.ABicritrans, W hites. Jews, fay s  
lesbians, ele.j.

 .^4. 1 have developed an identity tiiat stresses my e.tpericnccs as an Attiencan (note than my
cxpcricntx's as a mcmbet o f a racial group.

 35. IJu.ong a typical week in tnv life. ] think about racial ansi cultural issues many, many umes

 36. Blacks place too much tmpciitaisce on raeiui protest and nut enough on hard work and
education.

_ 3 ” , Black people wilt ncvci be free until we embrace an AtrrHicntric perspective.

 -sS. My negative feelings toward White peiipic aic very intense.

iPJ. f sometime.s liave siegatisv feeiiniis jhout bctiie Black.

_ 4 ( i  .\s  a  miilticuhurali.st. it is iiiiptntanl foi me to be eoim ectot with iiiilividiiaK fm m  at! cultural
backf.Kiunds (lattinos, gays fi: lesbiuivs. Jews, Native Americ.ans, .Asian Am encans, etc ,i.

I'aiw a ot '1
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Appendix H

Adolescent Coping Orientation for Problem Experiences (A-COFE)

Circle one of the following responses for each statement:

1 = Never 2 = Hardly ever 3 == Sometimes

When yon face difficulties or 
feel tense, how often do you

1. Go along with parents’ 1 2
requests and rules

2. Read

3. Try to be funny and make 
light of it all

4. Apologi2» to people

4 = Often 5 = Most of the time

5. Listen to music- stereo, radio, 
etc.

6. Talk to a teacher or counselor
at school about what bothers you

7. Eat food

8. Try to stay away from home as 
much as possible

9. Use drugs prescribed by a 
doctor

10. Get more involved in activities 
at school

11. Go shopping, buy things you 
like

12. Try to reason with parents and 
Talk things out; compromise

13. Tty to improve yourself (get 
body in shape, get better grades, 
etc.)

14. Cry

15. Try to think ofthe good tilings 
in your li&

16. Be with a boyfriend or girlfriend
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When you face difliculties or 
feel tense, how often do you Never

Hardly
ever Sometimes

Most of 
Often the time

17. Ride around in the car

18. Say nice things to others

19. Get angry and yell at people

20. Joke and keep a sense of humor

21. Talk to a minister/priest or 
rabbi

22. Let off steam by complaining 
to femily members

23. Go to church

24. Use drugs (not prescribed by 
doctor

25. Organize your life and what 
you have to do

26. Swear (curse)

27. Work hard on schoolwork or 
other school projects

28. Blame others for what’s going 
wrong

29. Be close with someone you 
care about

30. Try to help other people solve 
their problems

31. Talk to your mother about what 
bothers you

32. Try, on your own, to figure out
how to deal with your problems 
or tension

33. Work on a hobby you have
(sewing, model building, etc.)
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When you face difficulties or 
feci tense, bow often do you Never

Hardly
ever Sometimes

Most of 
Often the time

34. Get professional counseling
(not from a school teacher or 
school counselor)

35. Try to keep up friendships or
make new Mends

36. Tell yourself the problem is not
important

37. Go to a movie

38.Daydream about how you would 
like things to be

39. Talk to a brother or sister about
how you feel

40. Get a job or work harder at one

41. Smoke

42. Do things with your fiunily

43. Watch TV

44. Pray

45. Try to see the good things in
a difficult situation

46. Drink beer, wine, liquor

47. Try to make your own decisions

48. Sleep

49. Say mean things to people; be 
sarcastic

50. Talk to your fether about what 
bothers you

51. Let off steam by complaining to 
your friends

52. Talk to a friend about how you 
feel

53. Play video games, pool, pinball, etc

54. Do a strenuous physical activity 
(jogging, biking, etc.)
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Appendix 1 
Piers Harris Children’s Self-Concept Scale

iD;

i'hc W ay S I'cci Atwul MyscI 

L’jrelc the answer that applies to you.

! M y ^ rtjrt tt-f rtu*. yes n 1 1 am  nn u.ood m my schcvitl wt»rk nr»
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