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Black college students continue to have difficulties reaching academic success in various
domains; however, understanding the nature of how academic success is cultivated by Black
college students is vital for counselors, educators, and university administrators. The objective
of the study was to understand how racial socialization influenced academic success. Research
suggests that racial socialization contributes to positive long-term outcomes among African
Americans and may be connected to academic achievement (Bowman & Howard, 1985; Boykin
& Tom, 1985; Davis & Stevenson, 2006; Neblett, Terzian, & Harriott, 2010; Stevenson, 1994,
1995). Participants were 349 Black college students from a predominately White institution in
the Midwest. They were administered a survey packet, which contained a demographic sheet and
measures of racial socialization and resilience. Primary analyses were one-way ANOVA and
hierarchical multiple regression.
Five hypotheses were tested with mixed results. Hypothesis 1 found that there were no
differences in racial socialization messages based on gender. Hypothesis 2 determined that there
was a statistically significant relationship between racial socialization messages transmitted by
teachers and friends and academic achievement. Hypothesis 3 suggested that there was no
statistically significant relationship between type of racial socialization message transmitted and
academic achievement. Hypothesis 4 found that Racial protection messages transmitted by

teachers were a statistically significant negative predictor of academic achievement, whereas,
racial protection messages transmitted by friends were a statistically significant positive
predictor of academic achievement. Hypothesis 5 indicated that resilience did not moderate the
relationship between racial socialization and academic achievement. Limitations of study are
discussed and implications for future research and practice are recommended.
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CHAPTER I
INTRODUCTION
The social structure in the United States not only promotes, but also maintains the
oppressive status of people of African descent. One of the most profound examples of this can
be found in the educational system. The U.S. educational system was created based upon a
racial hierarchy, utilizing institutional policies, practices, or structures to facilitate and maintain
the racial superiority of Whites and inferiority of Black people. For example, prior to 1865 it
was illegal to educate Black people. Even when Blacks were allowed to be educated, overtly
racist laws and practices continued to persist throughout the U.S. public school system. Black
children were forced to attend segregated schools that received inequitable distribution of
supplies and financial resources (Pickren, 2004). As a consequence of being denied equal and
equitable access, Blacks students were forced to operate without the necessary materials to learn
and few completed their education.
A new phase in American history dawned in 1954 when the United States Supreme Court
ruled in Brown v. Board of Education of Topeka that “in the field of education the doctrine of
'separate but equal’ has no place (347 US 483).” This allowed for the beginning of the
desegregation of public schools. By the 1956-57 school year, 723 southern school districts had
been desegregated. However, the desegregation process was met with extreme resistance. Two
years later, nine Black students were attacked by an angry mob on their way to Central High
School in Little Rock, Arkansas. Less than five years after the incident in Arkansas, the Civil
Rights Act of 1964 was passed, which prohibited discrimination in public places and more
specifically banned discrimination based on race or gender in educational institutions (Bowen,
Kurzwell, Tobin, & Pichler, 2005).
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Advocates of desegregation viewed the desegregation of public schools as a step towards
bringing an end to racial disparities in education. For the first time in American history, Black
children were legally able to attend schools of their choice, which resulted in some academic
gains, social integration, and occupational attainment for many Blacks (Braddock & Eitle, 2004).
However, many of the racist ideologies (e.g., White superiority and Black inferiority) persisted.
Racial messages were just covertly transmitted through lower expectations of school faculty
towards Black students and Eurocentric curriculum (Kailin, 1999). Moreover, the desegregation
of public schools resulted in the fragmentation of the Black community and an increase in the
disruption of the Black community due to job loss and school closings (Bell, 1980). Despite the
Brown decision, racial disparity in education remained a problem (Ford, Grantham, & Whiting,
2008; Ladson-Billings, 1994). In fact, the current manifestation of the racial achievement gap is
directly linked to the U.S.’s long history of racism in conjunction with the present-day prejudice
and discrimination Black people face.
Problem Statement
Historically, there has been an academic performance gap between Black students and
other racial groups (Allen, Epps, & Haniff, 1991; Graham, 1994). Scores on both the National
Assessment of Educational Progress (NAEP) and the “Nation’s Report Card” provides evidence
of this persistent achievement gap (Eccleston, Smyth, & Lopoo, 2010). The NAEP (2013)
reported that although scores have slightly improved, Black students continue to score lower on
mathematics, reading, and science tests in comparison to other racial groups. Furthermore, the
average twelfth-grade African-American student is reading and performing math at about the
level of the average eighth-grade White or Asian student. Additionally, the NAEP is used to
identify failing schools, that is, schools where the vast majority of students are performing below
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grade level. These failing schools or at risk schools are of particular interest because they are
comprised of mostly students of color and constitute less than 12% of U.S. schools, yet they
house roughly 78% of the students who are struggling academically. Racial disparities in
achievement continue beyond high school. According to a report published by the National
Center for Education Statistics in 2013, 55.7% of Black high school graduates attend institutions
of higher education, compared to 71.7% of Whites. Also, the percentage of young adults who
had obtained at least a bachelor’s degree was higher for Whites (37%) than for Blacks (19%).
There has been a shift away from examining individual characteristics of students in
relation to academic achievement (Bowman & Howard, 1985; Cokley, 2000, 2002a, 2002b;
Ladson-Billings, 1994; Ladson-Billings & Tate, 1995; Neblett, Philip, Cogburn, & Sellers,
2006). This shift has led researchers to examine the role of cultural-ecological factors in
academic achievement. Although several cultural theories have emerged to explain the racial
achievement gap, Ogbu’s oppositional culture theory (1974, 1978) is most widely used when
explaining academic achievement in Black students. Oppositional culture theory consists of two
components: (a) societal and school forces and (b) community and individual-level forces. The
first factor deals with the unfair treatment members of minority groups receive. Racial minority
groups are systematically denied access to educational opportunities equal to those received by
the dominant group. Differential access to opportunities generates community forces among
minority groups, which corresponds with the second component of the oppositional culture
theory. Ogbu (1978) noted that motivation for high achievement results from the belief that
more education leads to better jobs, higher wages, higher social status, and more self-esteem.
Thus, when members of a marginalized racial group face barriers in the educational system, they
perceive it as they are receiving a lesser reward for education than the dominant group. This
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view engenders some racial groups to define certain behaviors, such as academic achievement,
as inappropriate for them because they are unable to see the benefits and result of a good
education.
In addition to examining culture, scholars have begun to research race-based perspectives
of academic achievement. From this perceptive, race is central in the discussion of academic
performance. This perspective views Blacks as a separate group and highlights the need to
explore the within group variation and unique experiences on academic outcomes (Spencer, Noll,
Stolzfus & Harpalani, 2001). Essentially, race takes precedence over any other characteristics
and evokes attitudes and behaviors that impact an individual’s functioning (Smedley, 1999). In
terms of education, race-based perspectives highlight the significance of race in understanding
academic outcomes of Blacks because there continues to be racial bias towards Blacks and
racism within the education system (Kailin, 1999; Woolfson, 2004). The emphasis on race has
led to more of a focus on factors that promote achievement. Studies in this line of research have
focused on either internal or external aspects of race. The focus of internal aspects of race has
led researchers to examine the association between racial identity and academic achievement
(Chavous, Bemat, Schmeelk-Cone, Caldwell, Kohn-Wood, and Zimmerman, 2003; Spencer, et.
al, 2001; Witherspoon, Speight, & Thomas, 1997) while the focus on external aspects of race has
led researchers to examine the association between racial socialization and academic
achievement (Bowman & Howard, 1985; Marshall, 1995; Neblett et al., 2006).
Racial identity refers to an individual’s sense of group or collective identity based on a
shared racial heritage with a particular racial group (Helms, 1990). The research on the
relationship between racial identity and achievement is much more developed than that of racial
socialization and achievement. Previous studies have found that aspects of racial identity
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significantly predicted academic performance as measured by GPA across the lifespan (Chavous
et al., 2003; Lockett & Harrell, 2003; Rowley, 2000; Sellers, Chavous, & Cooke 1998;
Witherspoon, K. M., Speight, S. L., & Thomas, 1997). Research suggests that Black students’
racial identity is connected to educational attainment. Chavous et al., (2003) found that having
strong Black pride and positive beliefs about society’s views of Blacks were related to positive
academic beliefs.
On the other hand, studies on the relationship between racial socialization and academic
performance suggest that there is likely a link between the two variables for young children;
however, it is unknown how racial socialization relates to academic performance for older
populations (e.g., college students). In essence, racial socialization may be a practice that
promotes academic success in academic environments based on the dominant cultural norms,
while supporting students’ connection to Black norms and way of being. However, further
research is needed in this area to be able to understand how racial socialization functions.
Overall, racial disparities in academic performance between Black students and students
of other racial groups are well documented. Yet, academic literature on the achievement of
Black students has focused primarily on barriers to education rather than investigating variables
that promote academic achievement. A race-based perspective would capture the
multidimensionality of Black student’s academic outcomes as it incorporates the interaction
between an individual and their surrounding context. The current study examined how both
familial and environmental contexts have informed individuals’ understanding of themselves as a
racial being as well as how their race influences how they interact with the education system.
Examining the effects of socialization on the academic achievement of Black college students
through a race-based perspective will offer new insight and likely lead to significant
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contributions to the existing literature. Combining race-based perspectives and contextual
conceptualizations to the understanding of academic achievement of Black college students can
result in better informed researchers and educators. This in turn will provide them with effective
tools to intervene when working with Black college students to improve academic outcomes.
For the purpose of this study Black will be used to describe anyone of African ancestry. The term
Black is used in hopes of capturing the diversity among people of African descent.
Purpose of the Study
The study examined the relationship between the external race-based concepts of racial
socialization on academic achievement in Black college students. Black college students
continue to have difficulties reaching academic success in various domains. A related purpose of
this study was to contribute to the scarce body of literature that exists on racial socialization by
exploring the influence of race-related messages provided by multiple sources on academic
achievement. Additionally, the study explored whether resilience moderated the relationship
between racial socialization and academic achievement. The study also investigated whether
racial socialization messages vary based on gender. Hughes and Chen (1997) debated whether
certain demographic variables, such as age, gender, and socioeconomic status have an impact on
the type of socialization messages parents may use. Research suggest that messages do differ
based on age (Hughes &Chen, 1997; Hughes & Johnson, 2001; Hughes et al., 2006) and
socioeconomic (Caughy, O'Campo, Randolph, & Nickerson, 2002; Frabutt, Walker, &
MacKinnon-Lewis, 2002; Hughes &Chen, 1997; Phinney & Chavira, 1995) however, whether or
not specific race-related messages are delivered based on gender has not yet been clearly
defined.
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Research Questions
The current study attempted to answer the following research questions:
1. Do specific types of racial socialization messages differ based on gender?
2. What is the nature of the relationship between the source of racial socialization (i.e.,

provided by parents, grandparents, siblings, teachers, friends, and media) and
academic achievement?
3. What is the nature of the relationship between specific types of racial socialization

messages and academic achievement?
4. What is the nature of the relationship between the specific types and sources of

racial socialization messages and academic achievement?
5. What is the nature of the relationship between specific types of racial socialization

messages and resilience to academic achievement?
Hypothesis
Based on the findings from the extant literature, the current project will test the following
hypotheses:
Hypothesis 1: Racial socialization provided by teachers and friends will be related to
academic achievement.
Hypothesis 2: Racial socialization messages of racial protection and bicultural coping
will be related to academic achievement.
Hypothesis 3: Racial socialization messages, based on specific types and sources, will be
related to academic achievement.
Hypothesis 4: Resilience will be a stronger moderator between Racial Protection
messages and academic achievement.

7

Definition of Terms
This section gives meaning to specific terms used in this paper. The terms are defined
throughout the paper, but are organized is this section for simplicity. Terms highlighted
throughout the study include Black, racial socialization, types of racial socialization messages,
and resilience.
-

For the purpose of this study, Black and African American will be used
interchangeably to describe anyone of African ancestry.

-

Racial socialization is broadly defined as the process by which individuals are taught
about their racial group, interracial interactions, and the values, norms, behaviors, and
beliefs of their race (Bowman & Howard, 1985; Boykin & Toms, 1985; D. Brown,
2008; Lesane, 2002; Peters, 1985; Rotheram & Phinney, 1987).

-

Specific types of racial socialization refers to the five categories described by
Bentley-Edwards and Stevenson (2013). A description of each type of message is
described below.
o Racial protection provides awareness of racism, racial buffering through
affirmations, and strategies to cope with racism (Bentley-Edwards & Stevenson,
2013).
o Cultural insight includes traditional information about manhood/family support,
spirituality, heritage and practical knowledge (Bentley-Edwards & Stevenson,
2013).
o Racial stereotyping includes messages that convey doubt in the intentions of
other Black people based on social class, gender and colorism stereotypes
(Bentley-Edward & Stevenson, 2013).
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o Bicultural coping includes strategies for navigating dominant society (e.g., code
switching, multicultural worldviews, assimilation, conflict management)
(Bentley-Edwards & Stevenson, 2013).
o Old school basics include racial and cultural clichés (Bentley-Edwards &
Stevenson, 2013).
-

Resilience is the set of personal qualities enabling one to cope when facing adversity
(Connor & Davidson, 2003).

-

In this paper, academic achievement and academic success are interchangeable and
measured by grade point averages.

-

Sources of racial socialization refer to the person or entity the race-related message
has been transmitted from.
Summary
This chapter, the introduction, starts with a historical background for this research and is

followed by a statement of the problem, description of the study, and specific questions to be
answered. The remainder of this dissertation is organized in the following manner. Chapter
Two reviews relevant literature related to the study. Chapter Three describes the methodological
procedures used to conduct the study. Chapter Four presents the findings of the study. Lastly,
Chapter Five includes a summary of the study, discussion of the findings, a presentation of
limitations, implications for practice, and areas of future research.
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CHAPTER II
REVIEW OF RELATED LITEREATURE
In this literature review the nature of the relationship between racial socialization,
psychological resilience, and academic success of Black college students will be examined. The
review will begin with an in-depth examination of racial socialization, including the major
models of racial socialization, the influences of racial socialization, and research on racial
socialization. Subsequently, a review of resilience in relation to academic achievement will be
conducted. The literature review will end with a brief summary of this section.
Racial Socialization
Socialization has been broadly defined as the process by which the values, norms, morals,
and beliefs of the social world are transmitted from one generation to another (Arnett, 1995;
Maccoby, 1992; Sanders-Thompson, 1994). Zayas and Solari (1996) noted that most of the
research on socialization has been based on samples of middle-class European-American
families. As a result, assumptions about socialization rest upon Eurocentric worldviews. Boykin
and Toms (1985) suggest that the socialization process of Black children is different from
children of other races. They contend that Black parents socialize children to behave in manners
that are consistent with the family’s cultural values and teach them how to navigate the dominant
culture. In a study conducted with approximately 300 college students, Brown and Tylka (2010)
reported that the socialization of Black children contained many references to race and the
impact of the dominance of whiteness in U.S society. Specifically, Black parents, in comparison
to White parents, provided their children with race-related messages of socialization. Although
there is no operational definition of racial socialization, it has been broadly defined as the
process by which individuals are taught about their racial group, interracial interactions, and the
values, norms, behaviors, and beliefs of their race (Bowman & Howard, 1985; Boykin & Toms,
10

1985; D. Brown, 2008; Lesane, 2002; Peters, 1985; Rotheram & Phinney, 1987). Although there
are some disagreements about what influences the racial socialization process most, the family is
the most frequently cited agent of socialization (Boykin & Ellison, 1995; Brown, Tanner-Smith,
Lesane-Brown, & Ezell, 2007; McAdoo, 2002). Boykin and Ellison (1995) and Stevenson
(1994, 1995, 1998) provide the framework in which racial socialization can best be understood.
Theoretical Frameworks
There are two commonly used models of racial socialization: Boykin and Ellison’s
(1995) model and Stevenson’s (1994, 1995, 1998) model. Both models provide a framework to
better understand racial socialization and outline key components of the socialization process,
such as the context in which race-related socialization typically occurs and the content of the
socialization messages. Additionally, each model offers a unique definition of racial
socialization.
Boykin and Ellison’s (1995) Model
Boykin and Ellison (1995) contend that the racial socialization process for Black children
is complex and multidimensional. The authors claim that traditional models of socialization
have neglected to address the unique realities associated with the socialization of Black youth.
Thus, the purpose of their model is to capture the nuances of being Black in a society that
devalues Blackness and to address the contradictory socializations messages Black children may
receive. These contradictions may arise as a result of an individual’s realm of social
experiences, such as (a) mainstream, (b) Afrocultural, or (c) minority experiences (Boykin &
Ellison, 1995). The mainstream realm is the most pervasive of experiences and reflects the
dominant culture worldview. Next, the Afrocultural realm reflects all things bound to Africa and
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its cultural view. The last social realm, minority experience, refers to the racial oppression of
Black people in the U.S. The three social realms underpin the Black experience in the U.S.
Boykin and Ellison (1995) theorize that racial socialization messages consist of four
themes: (a) racial pride, (b) self-development orientations, (c) racial barrier orientations, and (d)
egalitarian views. Racial pride messages consist of teachings about Black history and heritage,
instill positive feelings about being Black, and promote an Afrocentric orientation. Selfdevelopment messages promote excellence and a value for positive character traits. Racial
barrier messages emphasize an awareness of racism and racial discrimination, and provide
strategies for coping with such racial inequities. Egalitarian messages encourage interracial
equality and coexistence. The model was one of the first to examine the multidimensionality of
the racial socialization process. Boykin and Ellison have argued that racial socialization is an
individualized and dynamic process. However, little is known about the veracity of this model
because it has not been widely researched.
Stevenson’s (1994, 1995, 1998) Models
The more commonly used model of racial socialization is Stevenson’s (1994, 1995, 1998)
models. Like Boykin and Ellison (1995), he emphasized the multidimensional nature of racial
socialization. However, Stevenson (1994, 1995) went a step further by identifying themes that
are central to how individuals are socialized to understand race relations and are made aware of
themselves as a racial being in the U.S. Stevenson (1998) categorized the themes into three
models of the Black experience: (a) reactive, (b) evolutionary/creative, and (c) bicultural models.
The premise of the reactive model is that racial oppression and racism drive the motivation,
identity development, and achievement of Black individuals. The evolutionary/creative model is
treated as proactive in nature with Black culture viewed as having its own cultural integrity and
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being independent of racial oppression. The bicultural model is a combination of the reactive
and proactive models. Stevenson (1994) suggested that racial socialization functions to buffer
the impact of racism while promoting racial pride, which means individuals, are presented with
both protective and proactive messages.
Most of the research on Stevenson’s (1994) model has focused on the impact of the
variability in the content of racial socialization messages (Hughes et al., 2006; Neblett, Smalls,
Ford, Nguyen, & Sellers, 2009), which was grouped into two categories, protective or proactive.
Protective messages are similar to Boykin and Ellison’s (1985) conception of racial barrier
orientations; they warn against racism and racial oppression while providing coping strategies.
Proactive messages, on the other hand, are analogous to Boykin and Ellison’s (1985) racial pride
and self-development orientations, where messages about Black culture and pride are delivered,
including a value for personal characteristics. To study the impact of protective messages,
Fischer and Shaw (1999) investigated the relationship between racial socialization, experiences
of racism, and mental health among African American college students. They found that
protective messages were associated with overall mental health. Caughy and colleagues (2002)
linked proactive racial socialization messages to increased parental involvement and decreased
behavioral problems for Black school-aged children. Moreover, Stevenson, McNeil, HerreroTaylor, and Davis (2005) suggest that both types of messages are necessary. For example,
Bynum, Burton, and Best (2007) found that both protective and proactive messages are related to
mental health outcomes.
Stevenson (1998) expanded his framework by also creating seven fundamental
assumptions of race-based socialization. One, racism and racial discrimination, exist in this
society despite reluctance to discuss them. Thus, a system must be put in place to protect those
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who are discriminated against. Two, the consequences of racism are not uniform for Black
individuals. As a result, there is a wide range of racial socialization experiences, which may be
due to variability in educational and economic opportunities. Three, the collective identity of
Black individuals is based on social oppression and cultural empowerment, which Stevenson
(1998) refers to as an “extended-self identity” (p. 239). Four, this extended-self identity “is
interpersonal, reflexive, and corporate, but requires buffering and nurturance in order to mature”
(Stevenson, 1998, p. 240). Five, the primary function of racial socialization is to promote racial
self and group appreciation, not racial hatred. Six, the racial socialization process includes the
behaviors and attitudes between families and youth. And seven, racial socialization is
multidimensional, contributes to racial awareness and racial identity, and continues across the
life span.
One of the main criticisms of Stevenson’s (1994, 1995, 1998) model is that it presents the
child as passive (Hughes & Johnson, 2001). Instead Hughes and Johnson (2001) posit that a
child’s characteristics and behaviors may elicit certain socialization practices from parents. They
further add that a child’s age and gender shape parental beliefs regarding what race-related
messages are appropriate to transmit. Also, McHale et al. (2006) note that the model neglected
to address the role of parental contributions to the socialization process. For example, McHale et
al. believed that parental experiences and attitudes would influence racial socialization practices.
Despite these criticisms, Stevenson’s (1994, 1995, 1998) models provide clarity on the racial
socialization process and remains the foundation for many research studies (Adams-Bass,
Bentley-Edwards, & Stevenson, 2013; Barr & Neville, 2008; D. Brown, 2008; Bynum, Burton,
& Best, 2007). Additionally, Stevenson’s models have been the basis for many theoretical
advances on racial socialization. Most notably, Hughes and Johnson (2001) combined
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Stevenson’s seven assumptions and his model of the Black experience to delineate different
types of racial socialization messages, which will be discussed below.
Racial Socialization Messages
Hughes and colleagues (Hughes et al., 2006; Hughes & Chen, 1997; Hughes & Johnson,
2001) advanced Stevenson’s (1994, 1995, 1998) framework by identifying four dimensions of
the racial socialization process that are believed to be commonly endorsed by parents: (a)
Cultural Socialization, (b) Preparation for Bias, (c) Racial Mistrust, and (d) Egalitarianism.
Cultural Socialization, the most used form of racial socialization, promotes Afrocentric values
and beliefs, a strong sense of ethnic pride, and knowledge of Black culture. Preparation for Bias
promotes awareness of racial discrimination and the racial hierarchy, and equips an individual to
cope in such situations. Racial Mistrust promotes a sense of suspicion. Individuals are warned
about getting involved with particular group, usually against members of the dominant society.
Lastly, Egalitarianism promotes appreciation of individual uniqueness over racial group
membership and embraces the notion of everyone as equal.
Most recently, Bentley-Edwards and Stevenson (2013) contend that racialization
messages can be divided into five main categories: (a) Racial Protection; (b) Cultural Insight; (c)
Racial Stereotyping; (d) Bicultural Coping; and (e) Old School Basics. Racial Protection
provides awareness of racism, racial buffering through affirmations, and strategies to cope with
racism. Cultural Insights includes traditional information about manhood/family support,
spirituality, heritage and practical knowledge. Racial Stereotyping expands on Cultural Mistrust
(Hughes et al, 2006), by including messages that convey doubt in the intentions of other Black
people based on social class, gender and colorism stereotypes. Bicultural Coping provides
strategies for navigating dominant society (e.g., code switching, multicultural worldviews,
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assimilation, conflict management). Old School Basics represent racial and cultural clichés.
Additionally, Hughes and Chen (1997) have debated whether certain demographic variables,
such as age, socioeconomic status (SES), and gender have an impact on the type of socialization
messages parents transmit.
Influence of Age
Hughes and Chen (1997) suggest that a child’s age impacts the frequency and content of
racial socialization messages transmitted by parents. This finding is consistent with studies
conducted by Hughes and Johnson, (2001). In a comparison of studies based on age, Hughes et
al. (2006) found that racial socialization practices align with the recipient’s developmental stage.
For instance, they noted that studies that sampled preschoolers typically showed lower
occurrence of racial socialization, in comparison to studies involving adolescents or adults. In
addition to frequency, the content of race-related messages varied based on age. Cultural
socialization or egalitarian messages are more likely to be transmitted when children are young,
whereas discussion of more complex matters, such as discrimination, is likely to emerge when
children reach middle childhood or adolescence (Hughes et al., 2006).
Influence of Socioeconomic
Hughes and Chen (1997) reported that higher income parents typically transmit racerelated messages more than their lower income counterparts. Also, researchers contend that
certain type of racial socialization messages, cultural socialization and preparation for bias, are
more likely to be transmitted by parents with high SES (Caughy et al., 2002; Hughes & Chen,
1997). Despite the strong support for SES differences in the racial socialization of Black
children, three studies have not found any difference (Frabutt, Walker, & MacKinnon-Lewis,
2002; Phinney & Chavira, 1995). However, Hughes et al. (2006) assert that these studies
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(Frabutt, Walker, & MacKinnon-Lewis, 2002; Phinney & Chavira, 1995) are characterized by
small samples and limited variability in SES, thus resulting in low statistical power to detect
significant effects.
Influence of Gender
Of the demographic variables mentioned, there has been much discussion about the
influence of gender on the racial socialization process. Stevenson et al. (1997) found that boys
reported significantly greater racial socialization about alertness to discrimination than did girls.
However, Hughes and Chen (1997) failed to identify differences in racial socialization messages
based on gender. A few studies (Bowman & Howard, 1985; Brown & Linver, 2009) have found
that there is a relationship between gender and racial socialization messages; however, others
(Caughy et al., 2002; Phinney & Chavira, 1995; Stevenson, Reed, Bodison, & Bishop, 1997)
have found no gender differences. Whether or not parents deliver specific racial socialization
messages to children based on gender has not been clearly defined in the literature.
Agents of Racial Socialization
Racial socialization messages, as previously mentioned, are communicated from multiple
sources (Barr & Neville, 2008; Lesane-Brown, Brown, Caldwell, & Sellers, 2005). However,
research on racial socialization has primarily focused on racial socialization messages provided
by parents (Arnett, 2007; Hemmings, 1996; Tatum, 1997). To fully understand racial
socialization, it is important to understand the unique contribution of different informants. Two
main sources of racial socialization (familial and non-familial) are reviewed below.
Familial. It has been well established that Black parents are likely to transmit racial
socialization messages to their children (Boykin & Toms, 1985; Lesane, 2002; Peters, 1985).
Black Parents’ role in socialization is understandable in that they are tasked with preparing and
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teaching their children how to cope with the demands of a society that devalues Black heritage,
race, and culture. In 1985, Bowman and Howard reported that 68% of Black children surveyed
stated that their parents had communicated race-related messages. In 1994, Sanders-Thompson
noted that 79% of the Black college students surveyed reported discussing racial issues with their
parents. Two years later, Stevenson, Reed, and Bodison (1996) reported that 49% of Black
adolescents had race-related discussions with their parents. Thus, the findings indicate that
almost half to a majority of parents are having some form of race-related discussions with their
children.
Sanders-Thompson (1994) explored the relationship between racial socialization and
level of racial identification in 225 Black adults. Participants were given several measures,
including a qualitative measure of racial socialization and a questionnaire on racial identity
developed by the researcher. To determine how demographics (e.g., age, gender, income,
education) and variables of racial socialization (e.g., type of message, socialization impact on
behavior and beliefs, interactions with other Blacks) affect racial identity, a multiple regression
analysis was conducted. The results indicated that age and income were statistically significant
predictors of the impact of racial socialization and level of racial identification. SandersThompson noted that the socialization process is likely shaped by social and economic factors.
These findings are consistent with those found by Thornton, Chatters, Taylor and Allen (1990).
They examined the influence of demographic and environmental factors (income, marital status,
geographic region, gender, education, age, and neighborhood) on the frequency of racial
socialization message. Married parents were more likely than single parents to transmit racerelated messages. Specifically, mothers were more likely than fathers to discuss race-related
messages. Parents living in the Northeast were more likely to teach their children about race
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than those living in other regions of the U.S. Older parents were more likely to socialize their
children about race than younger parents. Parents with higher levels of education were more
likely to engage in racial socialization than those with less education. Several other researchers
(Barr, 2010; Caughy, Nettles, O’Campo, & Lohrfink, 2006; Stevenson, McNeil, Herrero-Taylor,
& Davis, 2005) have studied the influence of sociodemographic and environmental factors on the
racial socialization process. Caughy et al. (2006) found that young children living in
predominantly Black neighborhoods were more likely to give messages that highlighted the
reality of racism, in comparison, to those living in predominately White neighborhoods. In other
words, children living in majority Black neighborhood were more likely to receive preparation
for bias and racial mistrust messages. Findings from a study by Stevenson and colleagues (2005)
indicated that Black parents, living in predominantly Black neighborhoods, were more likely to
deliver messages about cultural pride and how to cope with racial barriers. Similarly, Barr
(2010) noted that participants who lived in predominately Black neighborhoods reported
receiving more cultural pride messages from both parents and peers. However, Barr did not find
a relationship between racial composition of neighborhood and other types of racial socialization
messages (e.g., alertness to racism, internalized racism).
Non-familial. Non-familial sources of racial socialization are race-related messages
transmitted from any source outside of the family, such as peers, the media, and teachers.
Steinberg, Dornbusch, and Brown (1992) conducted a study investigating the relationship
between different peer interactions among racially diverse adolescents and academic
achievement. The racial composition of the participants is as follows: 33% White, 22% Latino,
22% Asian, and 23% Black. The researchers surveyed 15,000 high school students throughout
the U.S. about how peers influence their academic behaviors. In comparison to other racial
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groups, Black adolescents’ daily behavior, especially as it pertains to school, was strongly
influenced by peers. Black students reported that peer interactions were connected to how much
time was spent on homework, whether they enjoyed coming to school, and how they behaved in
the classroom.
Researchers (Arnett, 2007; Barr & Neville, 2008) suggest that as individuals grow older,
familial socialization becomes less important, and messages communicated from sources outside
of the family (e.g., peers, professors, media) are more influential in the socialization process.
Arnett (2007) advanced the notion that non-familial informants become the primary contexts for
socialization during adolescence and emerging adulthood (18-25 years old) because the time
spent with non-familial sources increases while the time spent with family decreases. This
notion is consistent with findings from a study conducted by Lesane-Brown et al. (2005). In a
validation study of the Comprehensive Race Socialization Inventory (CRSI), Lesane-Brown et
al. administered the CRSI to 225 Black college students and 18 adolescents located throughout
the U.S. Lesane-Brown and colleagues (2005) reported that most respondents reported receiving
race-related messages from multiple sources. Approximately 90% of Black adolescents and 95%
of Black college-students in the study received race-related messaged from their peers. The
researchers note that despite the strong influence of peers, only a limited number of studies have
explored the influence of peer transmitted racial socialization messages and highlighted a need
for further research in this area.
Measurement of Racial Socialization
There is great variation in the conceptualization and measurement of racial socialization
(Bentley-Edwards & Stevenson, 2013; Hughes et al., 2006; Stevenson, 1994). The lack of
definition coupled with the absence of theoretical base has made measuring racial socialization
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difficult. Additionally, it has been difficult to compare results across studies because of the
variation in measuring racial socialization. Prior to Boykin and Ellison’s (1995) and Stevenson’s
(1994, 1995, 1998) models, there was no theoretical base, so early researchers conceptualized
their own view of racial socialization and then created their own measure of race-related
socialization. As a result, there was no consensus as to what information should or should not be
included in the development of a racial socialization instrument (Stevenson, 1994). To address
the above-mentioned issues, Stevenson (1994) developed the Scale of Racial Socialization in
Adolescents (SORS-A), which is composed of 45-items and measures four factors of
adolescents’ perceptions of racial socialization practices: (a) Spiritual and Religious Coping, (b)
Extended Family Caring, (c) Cultural Pride Reinforcement, and (d) Racism Awareness
Teaching. The SORS-A is designed to be used with teenagers aged 13 to 19 years old. The
reliability estimates of the scores for the scales have ranged from .62 to .74. To test the structure
of the measure, Stevenson initially conducted a principal component analysis (varimax rotation),
which revealed a four-factor model and accounted for 28 % of the variance. A principal axis
factor analysis with oblique (equamax rotation) was later conducted, which the author stated
yielded similar results to the principal component analysis. The SORS-A was useful, yet limited
because it only focused on adolescents’ views on racial socialization, not their actual lived
experiences.
Stevenson and colleagues (2002) created the Teenager Experience of Racial Socialization
Scale (TERS) to rectify the main shortcoming of the SOR-A; the TERS measured adolescents’
actual racial socialization experiences. For example, the measure included questions about
frequency of racial socialization, family acts of racism, and personal acts of racism. The TERS
consists of 40 questions and measures the frequency of race-related socialization messages
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teenagers receive from their parents across five domains. The five domains include: (a) Cultural
Coping with Antagonism, (b) Cultural Pride Reinforcement, (c) Cultural Legacy Appreciation,
(d) Cultural Alertness to Discrimination, and (e) Cultural Endorsement of the Mainstream. The
domains of the TERS are consistent with the four dimensions identified by Hughes and
colleagues (Hughes et al., 2006; Hughes & Chen, 1997; Hughes & Johnson, 2001). To test the
structure of the measure, Stevenson conducted a principal component analysis (equamax
rotation), which revealed a five-factor model and accounted for 43 % of the variance. A
principal axis factor analysis with oblique and equamax rotation was later conducted, which the
author stated yielded similar results to the principal component analysis. Similar to the SOR-A,
Stevenson et al. (2002) did not explicitly state the appropriate age range needed to administer the
TERS, however, they gave a mean age of 14.3 years. The TERS is considered an improvement
over the SOR-A, but it does not fully measure the racial socialization process. The TERS did not
include information about the source of race-related socialization messages, recency of
messages, or provide information about the most useful message transmitted (Lesane-Brown et
al., 2005; Neblett et al., 2006; White-Johnson, Ford, & Sellers, 2010).
In response to critiques, Bentley-Edwards and Stevenson (2013) created the Cultural and
Racial Experiences of Socialization (CARES) scale. The CARES builds on prior measures
(Stevenson, 1994; Stevenson et al., 2002) of racial socialization. At the time it was developed,
the CARES was one of the only measures that examined the frequency, recency, importance, and
source of racial socialization practices. The CARES consists of 35 questions across five
subscales: a) Racial Protection, (b) Cultural Insights, (c) Racial Stereotyping, (d) Bicultural
Coping, and (e) Old School Basics. Bentley-Edwards and Stevenson reported an alpha
coefficient of .89 for the CARES scores. The reliability estimates for the scores of the subscales
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range from .64 to .82. Due to the fact that the 35-item CARES was recently developed, there is
currently no further reliability or validity information available. To test the structure of the
measure, the authors conducted a principal component analysis (oblique rotation), which
revealed a five-factor solution and accounted for 43 % of the variance. To date, there have been
a limited number of studies (Adams & Stevenson, 2013; Barr & Neville, 2008) conducted that
have explored how different sources of socialization messages affect psychological and
academic outcomes; none of those studies used the 35-item CARES.
Influence of Racial Socialization
There have been several studies that have examined the relation of children’s racial
socialization practices to several outcome variables. Researchers have suggested that racial
socialization is likely to be related to racial discrimination (Bynum et al., 2007; Fischer & Shaw,
1999; Neblett, Terzian, & Harriott, 2010; Stevenson et al.1997; Stevenson et al., 2002); racial
identity (Miller, 1999; Neblett, Smalls, Ford, Nguyen, & Sellers, 2009; Stevenson, 1995,1998;
Stevenson et al., 2002); academic achievement (Bowman & Howard, 1985; Boykin, 1986;
Caughy et al., 2002; Stevenson, 1997); and psychological well-being (D. Brown, 2008; Caughy
et al., 2002; Stevenson et al., 2002). Although there have been advances in understanding racial
socialization, there are many unknown factors, such as, the influence of different informants on
the racial socialization process and other outcome variables.
Racial socialization and academic success. Black families may use racial socialization
practices to orient their children toward success in a public education system that is based on
White, middle-class, and male norms (Bowman & Howard, 1985). In this instance, families may
socialize their children to be aware that racism exists and is harmful. Thus, racial socialization
may be a practice that Black parents use to support their children’s success in an academic
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environment based on the dominant cultural norms while at the same time supporting their
connections to Black social norms. However, this topic has been understudied; Hughes and
colleagues (2006) identified only four studies that have examined the connection between racial
socialization and academic achievement (Hughes et al., 2006).
In a classic study, Bowman and Howard (1985) examined the relationship between racerelated socialization, motivation, and academic achievement in a sample of 377 Black students
between the ages of 14 and 24. Participants were interviewed for 80-minutes. During the
interview participants were asked to provide information about their grades, completed a fouritem motivational measure, and were asked whether their parents discussed what it means to be
Black or taught them how to get along with White people. Specifically, the questions asked
about racial socialization were:
1. When you were a child, were there things your parents, or people who raised you,
did or told you to help you know what it is to be Black? If so, what are the most
important things they taught you?
2. Are they any other things your parents, or people who raised you, taught you
about how to get along with White people? If so, what are the most important
things they taught you?
Comparisons were made between students who received race-related messages and those
who received no race-related messages. Bowman and Howard found that student who received
preparation for bias messages (i.e., how to get along with White people) received higher school
grades then those who received no race-related messages. Also, participants’ responses to the
two questions were coded into four headings: (a) racial barriers, (b) self-development, (c) ethnic
pride, and (d) egalitarianism. The researchers found that nearly 23% of students reported
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receiving ethnic pride messages; the most widely used form of racial socialization messages
transmitted. Ethnic pride was followed in frequency by self-development (14%), racial barrier
(13%), and egalitarianism (12%). The authors concluded that racial socialization is likely to
buffer against racial inequalities and promote achievements. Bowman and Howard established a
link between racial socialization and academic achievement, but there were several areas that the
researcher neglected to address. There was no mention of how specific content and context of
socialization messages promote achievement. Also, there was no psychometric information
provided for the measures used in the study. As such, there is no way to determine if the
instruments assessed what they were intended to measure. Additionally, the authors did not
control for demographic variables, such as SES and gender, which are suggested to influence
racial socialization practices.
To address one of the criticisms of the Bowman and Howard (1985) study, Marshall
(1995) considered the role of demographic factors on racial socialization. Marshall examined the
relationship between child’s report of racial socialization and academic achievement (reading
grades), while controlling for various psychological variables (e.g., racial identity, locus of
control, perceived competence). Participants were 58 Black middle-class mothers and their nineand ten-year-old children reared in predominately White neighborhoods. Mothers were
administered a qualitative questionnaire to assess their specific racial socialization strategies.
Children, on the other hand, self-reported information about racial socialization, academic
performance, school climate and completed a series of measures: (a) Racial Identity Scale,
(RIAS; Spencer, 1990), (b) Locus of Control (Crandall, Katkovsky, Crandall, 1965), (c)
Academic Expectations (Entwisle and Hayduk, 1978) and (d) Perceived Scholastic Competence
(Harter, 1982). Marshall ran a regression of reading grades on socialization and other
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psychological variables. The author found that all variables, with the exception locus of control,
were statistically significant predictors of achievement, specifically the model accounted for 54%
of the variance. Although racial socialization was a significant predictor of reading grades, racial
pride was inversely correlated to academic performance. In other words, lower overall grades
were associated with higher frequency of racial pride socialization (r = -.58).
Marshall’s (1995) findings were contrary to several studies that focused on the relation
between racial socialization and achievement. For example, Smith, Atkins, and Connell (2003)
examined the relation of family, school, and community factors related to children’s racial
attitudes and achievement. The sample was 98 African American fourth graders. At least one
parent and one teacher of the fourth graders were also asked to participate in the study. Parents,
teachers, and children were administered the Racial Identity Socialization Measured (PRISM),
developed by the researcher and a team of students. The PRISM had an internal consistency of
.81 for the scores of the teacher version, .74 for scores of the parent version and .42 the scores of
the child version. Additionally, a principal axis factor analysis was conducted (oblique rotation).
As a result, several of the factors were reduced to two-items. Smith and associates conducted a
path analysis and reported that racial pride messages were associated with higher achievement,
as measured by grades and standardized tests, and perceived barrier messages were associated
with low performance. The psychometric properties of the PRISM are concerning, especially for
the child version. An internal consistency of .42 the scores of the child version suggest that
items that are intended to measure the same general construct are producing different scores.
Additionally, several of the factors, on all three versions, contained only two items. This is a
violation of the general rule that a factor should be composed of at least 3-5 items. Despite the
concerns about the psychometric properties of the measures used, the findings from Smith et al.’s

26

study are consistent with other research (Caughy et al., 2002), which suggest that racial pride
messages may buffer against discrimination and daily stress.
More recently, Neblett, Philip, Cogburn, and Sellers (2006) studied the relations between
experiences of discrimination, parental race-related socialization, and achievement outcomes
(e.g., academic curiosity, academic persistence, academic performance) in a sample of 548 Black
adolescents. Participants were administered four measures: (a) the Child Socialization Scale
(Lesane-Brown, Scottham, Sellers, & Nguyên, 2005), (b) the Perceived Discrimination Scale
(Harrell, 1997), (c) a measure of behavioral engagement (Skinner & Belmont, 1993), and (d) a
measure of academic persistence (Neblett et al., 2006). Participants also self-reported grade point
average (GPA). The Child Racial Socialization Scale, developed to measure the types of racerelated messages children receive from parents, consists of six subscales: (a) Racial Pride, (b)
Racial Barrier, (c) Egalitarian, (d) Self-worth, (e) Negative, and (f) Behavior. Neblett et al.
reported that the reliability coefficients for the scores of the subscales ranged from .65
(Egalitarian subscale) to .75 (Self-worth subscale). Three ordinary least squares (OLS)
regression were conducted which showed that racial socialization predicted positive academic
achievement. In particular, self-worth messages were linked to academic curiosity and
persistence; while racial pride messages were predictive of lower academic curiosity and GPA.
The researchers recommend that further research should be conducted on how certain racial
socialization messages promote resilience and predict positive academic outcomes.
In summary, the findings of the studies reviewed suggest that there is an association
between racial socialization and academic performance for young Black children; however, it is
unknown how racial socialization relates to academic performance for Black emerging adults
(e.g., college students). Based on a search of published studies conducted in the past ten years
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on Medline and PsycInfo databases, no studies were found that had examined the connection
between racial socialization and academic achievement in Black college students. Conducting
studies solely with children and adolescent participants is likely to result in many sources of
untapped knowledge and a narrow understanding of how race-related messages influence
academic performance globally. It is unknown whether the results of these studies can be
generalized to college students. Additionally, there is a lack of definitive evidence on the role of
multiple sources of racial socialization messages on academic achievement. As previously
stated, there have only been four studies that have examined the influence of multiple informants
on the racial socialization process (Adams & Stevenson, 2013; Barr & Neville, 2008; LesaneBrown et al., 2005), none of which focused on academic outcomes. Because multiple racial
socialization messages tend to be transmitted simultaneously, there is a need for future research
to examine whether the interaction between different types of race-related messages influence
achievement (Neblett et al., 2006). Lastly, there is limited information on what variables
influence the relationship between racial socialization and academic performance. Neblett et al.
(2006) indicated that understanding the variables that contribute to this relationship will help to
elucidate the protective properties of racial socialization.
Racial socialization and resilience. A number of studies have focused on the
association between racial socialization and negative outcomes (i.e., discrimination, race-related
stress, substance use), but there has been less of a focus on the influence of racial socialization
on positive outcomes (e.g., racial identity, resilience, self-esteem; Neville, Heppner, Ji & Thye,
2004; Prelow, Mosher, & Bowman, 2006). Several studies that have attempted to link racial
socialization to positive outcomes have mostly focused on racial identity (Cokley & Chapman,
2008; Demo & Hughes, 1990; Fatimilehin, 1999; Miller, 1999; Neblett et al., 2009; Stevenson,
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1994, 1995; White-Johnson, Ford, & Sellers, 2010). Over the past decade, psychology practice
has incorporated the positive psychology model that builds on positive qualities such as wellbeing and perseverance, while shifting away from the focus on suffering and disease. This new
focus on the positive aspects of the human condition allows for the prevention of negative
outcomes and gives insight into how these strengths can be fostered in others (Richardson,
2002). Resilience, a positive psychological outcome, can further the understanding of how a
number of Black students have been able to overcome adversity and how to help others foster a
similar sense of perseverance. Numerous definitions have been offered to capture the essence of
resilience. Luthar, Cicchetti, and Becker (2000) posit, "Resilience refers to a dynamic process
encompassing positive adaptation within the context of significant adversity" (p. 543). In other
words, resiliency is a positive adaptation despite negative environmental influences (Miller &
Macintosh, 1999). Since racial socialization experiences are thought to impact racial identity
(Demo & Hughes, 1990; Fatimilehin, 1999; Miller, 1999; Neblett et al., 2009; Stevenson, 1994,
1995; White-Johnson, Ford, & Sellers, 2010), it is likely that racial socialization can also
influence other positive outcomes, such as resilience.
Miller and Macintosh (1999) conducted one of the first studies that linked racial
socialization to resilience by assessing the relationships between educational involvement, racial
socialization, racial identity, discrimination, normative stress and urban hassles in 131 Black
adolescents. Initially, the researchers were interested in the extent to which protective factors
moderated the effect of stress (e.g., discrimination, normative stress, urban hassles) on academic
achievement. Participants were given several measures, including the SORS-A (Stevenson,
1994) and the Multigroup Ethnic Identity Measure (MEIM; Phinney, 1992). The results of the
study suggest that a positive racial identity and the protective qualities of racial socialization are
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able to buffer Black adolescents against stress. Although the study did not directly measure
resilience, the results indicate a possible positive correlation between racial socialization and
resilience. Miller and Macintosh concluded that resilience in this population is influenced by
culturally relevant protective factors, such as racial socialization.
D. Brown expanded the literature on resilience by using the newly developed Connor
Davidson Resilience Scale (CD-RISC; Connor & Davidson, 2003) to assess the relation between
racial identity, social support, racial socialization, and resilience. The study also sought to
expand on previous research investigating racial socialization by sampling young adults, who
self-identified as Black (45 males; 108 females) instead of children or adolescents. The purpose
of study was to understand the impact of social support and racial socialization on level of
resilience. Specifically, D. Brown examined the impact of the various types of racial
socialization messages and forms of support (e.g., family, friends) on resilience. Participants
were administered the TERS (Stevenson et al., 2002) to assess racial socialization and the
Multidimensional Scale of Perceived Social Support (MPSS; Zimet, Dahlem, Zimet, & Farley,
1988), as a measure of social support and the CD-RISC. Findings from the study implied there
was a positive association between resiliency and racial socialization (r =.22). In particular,
participants who scored high in resilience received higher levels of coping with antagonism and
cultural pride messages. Racial socialization and, in particular, messages about cultural pride
and coping with antagonism, predicted resilience beyond any other variables (e.g., social
support, age, gender, income). This finding supports the idea that racial socialization predicts
resilience. However, the author stressed a need for the relationship between racial socialization
and resilience (i.e., potential mediating or moderating effects) to be studied further.
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Brown and Tylka (2010) attempted to explicate the complexity of the relationship
between racial socialization and resilience by studying how racial socialization would alter the
association between racial discrimination and resilience. They predicted that racial socialization
would moderate the relationship between racial discrimination and resilience. Additionally, they
explored specific types of racial socialization messages to determine which type of message
better buffered against discrimination. The sample consisted of 290 Black college students (223
females and 67 males), who were either in an introductory psychology course or belonged to
multicultural student organizations. Participants were asked to complete four instruments: (a)
Schedule of Racist Events (SRE; Landrine & Klonoff, 1996), (b) TERS (Stevenson et al., 2002),
(c) CD-RISC (Connor & Davidson, 2003), and (d) the Balanced Inventory of Desirable
Responding (BIDR; Paulhus, 1988). The SRE measured the frequency of racial discrimination.
The TERS (Stevenson et al., 2002) measured the frequency of racial socialization messages. The
CD-RISC (Connor & Davidson, 2003) measured level of resilience. The BIDR measured the
tendency to deliberately give favorable responses. As predicted, overall racial socialization, as
well as messages of cultural legacy, moderated the link between racial discrimination and
resilience. Contrary to previous research (D. Brown, 2008; Caughy et al., 2002; Smith, Atkins,
& Connell, 2003), messages of cultural pride and coping with antagonism were not found to
serve as buffers. One limitation of this study is that the measures were presented in the same
order to all participants. By not counterbalancing the order of the measures, sequence effects
may be a potential confounding influence on the results. Furthermore, the results may not
generalize to the larger Black community due to the fact that the participants were either
introductory psychology students or members of multicultural student organizations. There may
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be important differences in the characteristics of those who hold membership in a multicultural
student organization that is not reflected in the general population.
These studies provide further evidence that there is a link between racial socialization and
resilience. In spite of this, further exploration is needed in order to understand the intricacy of
the relationship between racial socialization and resilience. For instance, the studies reviewed
above have produced conflicting results on whether different types of racial socialization
messages promote resilience. Thus, it remains unknown whether specific types of race-related
socialization messages are more important than others in promoting resilience. Also, Utsey,
Bolden, Lanier, & Williams (2007) note that while prior research has examined some of the
potential benefits of resilience in Black emerging adults, further research is still needed to
understand the predictors of resilience for the Black college student population.
Conceptual and Methodological Issues with Racial Socialization Research
Due to the complex nature of racial socialization there is no commonly accepted
definition (Lesane-Brown, 2002). Instead, multiple definitions exist (Stevenson, 2004). Hughes
et al., (2006) contend that some studies have defined racial socialization as the communication of
the values, norms, behaviors, and beliefs of an individual’s race and racial group membership
(O’Connor, Brooks-Gunn, & Graber, 2000; Stevenson et al., 2002). On the other hand, others
have focused on racial socialization protective factors and define racial socialization as the
process of fostering a sense of racial pride and enhancing an individual’s ability to cope in
negative race-related experiences (Bowman & Howard, 1985; Demo & Hughes, 1990;
Stevenson, 1994, 1995). The inconsistency of the operationalization of racial socialization
makes it difficult to integrate findings across studies. Fatimilehin (1999) wrote, “The lack of
agreement in terms of the boundaries of the definition is reflected in the diversity of ways in
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which it has been measured. This makes it difficult to compare the few studies that have been
published” (p. 307). Therefore, many of the early studies (Bowman & Howard, 1985; Hughes &
Chen, 1997; Marshall, 1995; Peters, 1985; Thornton et al., 1990) of racial socialization were
qualitative in nature. Although informative, using qualitative approaches to analyze racial
socialization messages can result in wide variability (Barr, 2010). Hence, there being a need for
quantitative measures of racial socialization. A review of such measures shows that some
measures assess parent (or adolescent) attitudes and values (Stevenson, 1994, 1995), while other
measures assess parents’ behaviors and practices (Hughes & Chen, 1997).
Beyond measurement issues, the majority of racial socialization studies have been
conducted with participants during childhood and adolescence; very few studies have examined
racial socialization across the lifespan. Since race-related messages are also dependent on the
recipient’s age (Hughes & Johnson, 2001; Lesane-Brown, 2006; Stevenson & Renard, 1993),
young adults are expected to receive different messages than younger children. Arnett (2007)
contended that the goals of racial socialization in emerging adulthood involve the acquisition of
cultural norms, beliefs, and values from various agents. There is a limited understanding of how
the unique experiences of emerging adults in college contribute to the relationship between racial
socialization several outcome variables (e.g., academic achievement, resilience).
Resilience
A growing body of literature supports the idea that resilience is a critical aspect of
promoting academic achievement (Gayles, 2005; Masten & Coatsworth, 1995; McClendon,
Nettles, & Wigfield, 2000; Toldson, 2008). Nettles et al. (2000) described resilience in relation
to education as a student’s ability to overcome academic setbacks, discrimination, stress, and
pressure associated with school. Masten and Coatsworth (1995) defined resilience as the ability
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to achieve and develop in the face of significant challenges. Essentially, resilience provides the
basis for academic success despite adverse conditions, such as poverty, homelessness, or abuse.
Reis, Colbert, and Herbert (2005) postulate that it is important to study resilience because it may
be used to explain why some students excel academically, even though they encounter many
environmental or psychological barriers. There is a dearth of literature on the influence of
resilience on academic achievement of college students. Most studies on academic-related
resilience sampled either elementary students (kindergarten through eighth grade) or high school
students and focus on the factors associated with promoting academic resilience. For instance,
social support (including support from parents, teachers and peers) is the most cited factor that
fosters resilience as it relates to academic achievement (Condly, 2006; Crosnoe & Elder, 2004;
McClendon et al., 2000; McGill, 1997; Reis et al., 2005). Also, no studies that sampled college
students were found in a review of PsycInfo databases and Google search. For these reasons, this
section will include a review of seminal studies and often cited studies that examine resilience in
relation to achievement in kindergarten through 12th grade. Because many of the studies are
similar in nature, only those published in the past fifteen years and make a significant
contribution to the understanding of the relationship between resilience and achievement of
college students will be reviewed.
Resilience and Academic Achievement
Qualitative Research. Most of the research in this area has focused on comparing
resilient and nonresilient students; one such study was conducted by Reis et al. (2005). The
researchers used qualitative methods to better understand the factors that contribute to the
resilience of academically talented students who achieve in school as compared to those of
similar ability who do not achieve. Participants were 35 first and second year high school
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students, who were identified by their guidance counselor as high ability students. For three
years, the researchers collected data on the participants. At the conclusion of the study, roughly
half of the participants (N=17) had become underachievers; 18 of the participants had developed
resilience and continued to excel academically. Thematic analysis of the data collected indicated
that the following protective factors were linked to academic achievement: (a) belief in self, (b)
personal characteristics (i.e., appreciation of cultural diversity), (c) support systems (i.e. high
achieving students, family support), (d) participation in special programs, and (e) challenging
advanced classes. On the other hand, the underachieving students experienced several risk
factors that may have contributed to their low performance in school, such as: (a) inappropriate
early curricular experiences (i.e., classes being boring or not matching learning style), (b)
absence of opportunities to develop appropriate school work habits, (c) negative interactions
with teachers, and (d) difficulty establishing positive peer relationships. In sum, the students
who were successful demonstrated resilience, they were able to tap into protective factors and
thrive in the presence of stress and challenging circumstances (Reis et al., 2005).
Another major line of research in this area has focused on what prompts individuals to
demonstrate academic resilience. Gayles (2005) examined academic achievement perceptions of
three high achieving Black men living in a low SES neighborhood. Specifically, Gayles was
interested in the meaning the participants attached to academic achievement. Data was collected
over a 12-month period and deduced into two sources of academic resilience: distant and
diminished achievement and utilitarian achievement. Distant and diminished achievement refers
to the ability to downplay academic success; the participants stated that they diminished their
achievement in order to meet the expectations of their cultural environment (i.e. acting White
phenomenon). However, their belief in utilitarian value of achievement fostered a sense that
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education was needed to succeed and was related to future life expectations (Gayles, 2005). The
researcher contends that the participants displayed resilience by excelling academically despite
the fact that academic success stood in opposition to commonly held expectations of their peer
group and community factors. The participants’ academic resilience was reflected by their
academic persistence and high achievement in the face of obstacles.
The studies described above illustrate the growing body of research on resilience and
academic achievement. The two studies provide a better understanding of the relationship
between resilience and academic achievement. It appears that resilience not only serves as a
buffer against negative academic-related experiences, but can also promote positive educational
outcomes, such as academic achievement. However, further research is needed in order to
determine the relationship between resilience and academic achievement. As with most
qualitative research, the aforementioned studies provide a context and narrative for
understanding resilience as it relates to academic success, but does not describe the nature of the
relationship between the two variables. Another concern common to qualitative methodology, is
the lack of generalizability of the findings. It is unknown whether the samples of the two studies
(35 & 3, respectively) represent the experiences of the majority of Black students.
Quantitative Research. Nettles et al. (2000) sought to understand academic resilience
by examining the role of social support in buffering Black students from the negative effects of
exposure to violence on their achievement. The participants were 35 students in Grade 4 and 39
students in Grade 5. The participants were asked to complete four measures: (a) Social Support
Appraisal Scale–Revised (Dubow & Ullman, 1989), (b) Life Events and Circumstances Scale
(Pryor-Brown & Cowen, 1989), (c) Exposure subscale of the Perceptions of Environmental
Violence Scale (Hill, 1991), and (d) Stanford Achievement Test Series (Stanford 9).
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Correlations were computed for all study variables and showed that perceived exposure to
violence was negatively related to reading and math scores. A regression analysis was
conducted to assess the contribution of stressful life events, social support and exposure to
violence on academic performance. Exposure to violence had a statistically significant negative
influence on math and reading scores and social support was positively correlated to math scores
only. Nettles and colleagues concluded that social support is an important social resource that
can benefit students regardless of risk factors and levels of stress. The authors cited their results
as evidence for an increase in the social support available to the students and their families. The
study’s findings are consistent with several studies that examined the relationship between
resilience, achievement, and other social correlates (Borman & Overman, 2004; Hawkins,
Royster & Braddock, 1992; Toldson, 2008).
Although the study does add to the growing body of literature on resilience and
achievement and extend on previous literature, there are several limitations to the study. First,
the study included only 74 participants. A small sample size may not be representative of the
population and result in little statistical power. Additionally, the authors’ conclusions do not
match the results of the research study. As noted above the authors concluded that their results
indicated that social support is likely to buffer against life stressors and predict math
achievement. However, the relationship between social support and math scores was not
statistically significant. It is possible that if the sample size was larger, a statistically significant
relationship could have been found; yet as the study stands the authors’ conclusions were not
supported by the data.
Cunningham and Swanson (2010) explored the influence of several social correlates on
the association between academic resilience and achievement in 206 Black high school students.
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Participants were given the following measures: (a) Stressful Events Scale (Coddington, 1972),
(b) Children's Hassles Scale (Kanner, Feldman, Weinberg &, Ford,1987), (c) HARE Self-Esteem
Scale (Hare, 1977), (d) questions on social support, (e) Future Expectation Scale (Spencer,
1989), and (f) self-reported GPAs. To determine the factors associated with academic resilience,
several correlations were computed. Cunningham and Swanson (2010) found that resilient
students tended to have high self-esteem, strong familial relationships, a high degree of parental
monitoring, and positive future life expectations. Unlike previously studies, the researchers did
not find a statistically significant relationship between social support and resilience. However,
the researchers acknowledge that this may be due to the instrument used to assess social support.
The measure of social support only asked questions about school support, advice and guidance
given by teachers, school administrators, and extracurricular activity coaches.
The study highlights an important relationship between academic-related resilience and
several key factors; however, there were several limitations to the study. One limitation to the
study was that there was limited variation in the sample. Roughly 80% of the participants stated
that they intended pursuing degrees of higher education. Also, the study consisted of nearly
twice as many females than males. Considering that males and females are likely to experience
school differently (Slaughter-Defoe & Rubin, 2001), there is a need for a more representative
sample.
These studies are representative of scholarly inquiry into the relationship between
resilience and achievement in students in kindergarten through 12th grade. More importantly,
they advance the study of resilience by focusing specifically on the strengths and not the “risks”
of academic achieving Black students. On the other hand, many of these studies portray urban
communities as sites of pathologies that compromise the academic potential of Black students.
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These studies would benefit from gaining a holistic conceptualization of resilience that views
resilience as a product of the interactions between individuals, families, communities and schools
(Boyden & Mann, 2005; Lerner & Benson, 2003; Luthar, 2003; Rutter, 2005). Moreover, most
of the current research on resilience and academic achievement has focused predominantly on
students of color from low-income families and have primarily examined the role resilience
plays in promoting academic achievement while buffering against sociological factors (e.g., SES,
exposure to violence). To date, there has been no inquiry into whether resilience is able to
promote achievement while buffering against psychological factors, racial discrimination, and
other factors that impact achievement for Black students.
Influences of Resilience
Theoretical and conceptual work in the area of resilience has hypothesized that there are
factors that can be altered to facilitate resilience among students. Masten (1994), for example,
described four strategies for fostering resilience, including reducing vulnerability and risk,
reducing stressors, increasing available resources, and mobilizing protective processes. Utsey et
al. (2007) asserted that further research is needed to understand the predictors of resilience for
the Black college student and this could be remedied by examining factors that promote
academic resilience. A potentially important precursor of academic resilience is racial
socialization. As previously noted, research (D. Brown, 2008; Brown & Tylka, 2010; Miller &
Macintosh, 1999) suggests that there is a link between racial socialization and resilience.
Summary
Research on racial disparities in academic performance is plentiful. However, there is a
dearth of literature that examines variables that may reduce barriers and promote academic
achievement. Racial socialization, for example, can buffer against negative outcomes (Demo &
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Hughes, 1990; Fischer & Shaw, 1999; Neblett, Terzian & Harriott, 2010) and promote positive
outcomes (Miller, 1999; Prelow Mosher & Bowman, 2006)). There is a considerable amount of
support that racial socialization is linked to academic achievement (Bowman & Howard, 1995;
Marshall, 1995; Neblett et al., 2006) and promotes resilience (D. Brown, 2008; Brown & Tylka,
2010; Miller & Macintosh, 1999). Therefore, it is important for researchers to understand the
factors that direct those relationships in order to recognize and remove barriers in achievement.
Put differently, further research is needed on the factors that positively impact the academic
performance of Black college students. The proposed study aligns well with this logic and will
examine factors that contribute to the association between racial socialization and academic
achievement. An exhaustive review of the literature did not reveal any quantitative studies that
examined the possible relationships between racial socialization, resilience, and achievement.
Therefore, racial socialization, resilience, and academic achievement should be studied
simultaneously to gain greater insight regarding the academic experiences and outcomes of
Black emerging adults.
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CHAPTER III
METHOD
Participants
Participants initially consisted of 426 college students attending a large,
predominately White university in the Midwest. However, 77 individuals were removed from
the sample for the following reasons: (a) took over an hour to complete the measures, (b) did not
reside in the United States for at least five years, (c) asked several questions during the
administration, (d) did not give the researcher permission to obtain their official GPAs, and (e)
more than 40% missing data. The Results section contains further information about the removal
of cases due to missing data. The final sample size was 349 students. Participant characteristic
frequencies are detailed in Table 1.
Of the 349 participants, 228 (65%) identified as female, 112 identified as male (32%),
and 9 (2 %) did not denote their gender. The majority of participants identified as Black/African
American (n = 311; 89%), followed by Multiracial (n = 22; 6%), African (n = 7; 2%), West
Indian (n = 3; 1%), Hispanic Black (n = 3; 1%), and Other (n = 2; > 1%). Participants’ age
ranged from 17 to 48 (M = 20.41 and SD = 2.81). The majority indicated that they were U.S.
citizens (n = 345; 99%), while the other 1% indicated their status as U.S. permanent residents.
Regarding their academic status, participants were in the following academic levels: (a)
Freshman (n = 86; 25%); (b) Sophomore (n = 80; 23%); (c) Junior (n = 87; 25%); (d) Senior (n =
60; 17%); (e) Fifth Year (n = 33; 9%), and (f) Other (n = 2; >1%). The majority of the
participants identified as Christian (n = 296; 85%); 15 (4%) identified as either Agnostic,
Atheist, or denoted “None/No religion”; 1 (>1%) identified as Muslim, 1 (>1%) identified as
Buddhist, 8 (2%) identified as “Other,” and 28 (8%) participants did not answer the question.
Most participants reported their family socioeconomic status (SES) as middle class (n = 159;
46%), 118 (34%) indicated working class, 38 (11%) upper middle class, 32 (9%) poor, and 2
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(>1%) did not answer. Participants primarily identified living in majority Black communities
(170; 49%), followed by racially mixed (92; 26%) and mostly White (79; 23%) areas; however,
7 participants (2%) described their community composition as other. The majority of
participants (180; 52%) attended high schools with a majority Black population. Conversely, 91
(26%) participants attended racially mixed high schools, 71 (20%) attended majority White
schools, 4 (1%) described their high school racial composition as other, and 3 (>1%) did not
respond to the question.

Table 1
Participant Characteristics
Category

Frequency

Percentage

228
112

65%
32%

311
22
7
3
3
2

89%
6%
2%
1%
1%
>1%

5
77
60
62
56
51
15
11
12

1%
22%
17%
18%
16%
15%
4%
3%
4%

345
4

99%
1%

Gender
Female
Male
Race/Ethnicity
Black/African American
Multiracial
African
West Indian
Hispanic Black
Other
Age
17
18
19
20
21
22
23
24
25 and above
Citizenship
U.S. citizens
U.S. permanent residents
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Table 1 – Continued
Category
Academic Status
Freshman
Sophomore
Junior
Senior
Fifth Year
Other

Frequency

Percentage

86
80
87
60
33
2

25%
23%
25%
17%
9%
>1%

Religious Affiliation
Christian
Agnostic/Atheist/None
Muslim
Buddhist
Other
No response

296
15
1
1
8
28

85%
4%
>1%
>1%
2.3%
8%

Social Economic Status
Poor
Working Class
Middle Class
Upper Middle
Wealthy
No response

32
118
159
38
0
2

9%
34%
46%
11%
0
>1%

Racial Makeup of Community
Mostly Black
Racially Mixed
Mostly White
Other

170
92
79
7

49%
26%
23%
2%

180
91
71
4
3

52%
26%
20%
1%
>1%

Racial Makeup of High School
Mostly Black
Racially Mixed
Mostly White
Other
No response
Note. N = 349

Measures
Demographic information. Participants were asked to indicate their gender, age, grade
level, current GPA, socioeconomic status, parents’ educational level and religious affiliation.
Participants were also asked to provide information about their race/ethnicity. If participants
were not born in the U.S., information about their country of birth and the number of years lived
in the U.S. was requested.
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Academic Achievement. Participant's official grade point average (GPA) was used as
the indicator of academic success. GPAs were calculated on a 4.0 scale and range from 0.0
(failing) to 4.0 (outstanding) and are based on letters grades (A, BA, B, CB, C, DC, D, and E).
Specifically, letter grades are categorized as the following: (a) A (4.0), (b) BA (3.5), (c) B (3.0),
(d) CB (2.5), (e) C (2.0), (f) DC (1.5), (g) D (1.0), and (h) E (0.0).
Cultural and Racial Experiences of Socialization Scale (CARES). The CARES,
developed by Bentley-Edwards and Stevenson (2013), consists of revisions of previous measures
of racial socialization developed by Stevenson (Stevenson, 1994; Stevenson, 2002). The scale is
one of the few measures of racial socialization that examines the frequency of specific racerelated messages transmitted and the source of those messages. Another unique feature of the
CARES is that it includes negative socialization messages (e.g. racial stereotyping). The
CARES consists of two instruments: the CARES-Frequency (CARES-F), which is administered
to adolescents and college students to gauge their socialization experience, and the optional
CARES-Informant (CARES-I). The CARES consists of 35-items and five-factors.
For the purpose of this study, both the CARES-F and CARES-I was used to explore the breadth
and depth of racial socialization experiences and measure the frequency, content, and source of
race-related socialization messages.
Participants first rated on a 3-point scale how often they received certain race-related
messages (not at all, sometimes, or all of the time) as well as the source of the message (Mother,
Father, Grandparent, Teacher/Professor, Sibling, Other Adult, Peers, Media, or No One Told
Me This). The overall CARES yielded several scores. The scores were added together for each
source for both a composite source-specific score (e.g. Mother-CARES, Father-CARES,
Grandparent-CARES). Factor-specific source score (e.g. Mother-Racial Protection, Mother-
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Racial Stereotyping, Mother-Cultural Insights, Mother-Old School Basics and Mother-Bicultural
Coping) can also be calculated. To determine frequency of racial socialization, all of the items
are added together to create an overall frequency score. For each subscale, scores of all
corresponding items were added to create a total subscale score. Items were keyed in a positive
direction; thus a high global score on the CARES indicated a high frequency of racial
socialization in the respective area.
The five scales of the CARES-F correspond to different types of racial socialization
messages and capture unique aspects of the racial socialization process. Racial Protection
messages (10 items; α = .82) focus on promoting an awareness of racism, coping strategies, and
racial affirmations. Cultural Insights messages (4 items; α = .64) focus on providing information
about family support, spirituality, heritage and practical knowledge. Racial Stereotyping
messages (10 items; α = .79) focus on conveying negative perceptions about Black people.
Bicultural Coping messages (5 items; α = .66) focuses on providing strategies for interacting
with the dominant society (e.g. code switching, assimilation). Old School Basics messages (6
items; α = .68) focus on promoting racial clichés and post-racial view of 1960’s.
Bentley-Edwards and Stevenson (2013) report that the CARES-F has a high composite
reliability for its scores (α = .89). As noted above, the reliability estimates for the scores of the
subscales range from .64 to .82. Due to the fact that the 35-item CARES was recently
developed, there is currently no further reliability or validity information available. BentleyEdwards and Stevenson (2013) stated that the measure has been disseminated to adolescents and
college students and results from a validation study of 373 college students are pending.
However, the authors conducted a principal component analysis using an oblimin rotation, which
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was found to support a five solution model and account for 43% of the variance (BentleyEdwards & Stevenson, 2013).
Connor-Davidson Resilience Scale (CD-RISC). The CD-RISC was selected due to its
ability to measure resilience in nonclinical populations, highlight the skills necessary for
effective problem solving, and pinpoint the strength that can arise from a stressful situation (e.g.,
school; Brown & Tylka, 2011). The measure was developed by Connor and Davidson (2003)
and is used to measure the presence of internal protective factors, resilience, defined as "the
personal qualities that enable one to thrive in the face of adversity" (p. 76). The measure
contains 25-items and item responses range from 0 (rarely true) to 4 (nearly true all the time).
The total scale score ranges from 0 to 100. A high score indicates a greater level of resilience.
The CD-RISC contains the following five factors: (a) competence, high standards, and tenacity
(8 items); (b) trust in one's instincts and tolerance of negative emotion (7 items); (c) positive
acceptance of change, including the ability to maintain secure relationships (5 items); (d) control
over one's life (3 items); and (e) sense of spirituality (2 items).
Recently, the factor structure of the CD-RISC has been called into question. CampbellSills and Stein (2007) conducted an exploratory factor analysis and failed to identify the factor
structure of the 25-item CD-RISC in two undergraduate samples (n = 500). However, Ahern,
Kiehl, Sole, and Byers (2006) conducted an exploratory factor analysis and found support for the
structure of the CD-RISC. Despite the need to further validate the factor structure of CD-RISC;
Campbell-Sills and Stein note that as a whole the scale has demonstrated good psychometric
properties based on the high reliability and validity of the CD-RISC scores. Researchers (Ahern,
Kiehl, Sole, & Byers, 2006; Brown, 2008; Steinhardt, Mamerow, Brown, & Jolly, 2009)
recommend using the total score, which range from 0 to 100, as opposed to the subscale scores.
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Connor and Davidson (2003) reported an internal reliability coefficient of .89 for the
scores. Brown and Tylka (2011) reported test-retest reliability .87 for the scores, which was
obtained after two consecutive clinical visits. The authors did not note the time period between
the samples. As a measure of convergent validity, the CD-RISC has been positively correlated
with Kobasa's (1979) hardiness measure (r = .83) and Rosenberg's (1965) self-esteem measure (r
= .88). Additionally, Campbell-Sills, Cohan, and Stein (2007) noted that the CD-RISC has been
positively correlated with the NEO Five Factor Inventory subscales of extroversion (r = .19),
openness (r = .39), agreeableness (r = .35), consciousness (r = .20), and negatively correlated
with neuroticism (r = -.16).
The CD-RISC was originally developed with a predominantly White sample, but Brown
and Tylka noted that the measure has been found to have sound psychometric properties with
African American samples, with a coefficient alpha of .92 for the scores in a sample of African
American college students. To date, the psychometric properties of the CD-RISC have not been
validated among African Americans.
Procedures
This study was part of a larger study examining the link between social attitudes,
socialization, and academic success in African American college students. The study was
conducted during the Fall 2014 semester. Once approval was granted from the Human Subjects
Institutional Review Board to proceed with the study, participants were recruited from the
population of Black/African American matriculated students. In order to be included in the
study, students had to meet the following criteria: (a) identify as being of Black/African descent,
(b) be classified by the University as an undergraduate student, and (c) have lived in the United
States for a minimum of five years. Students who did not meet the above mentioned criteria
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were excluded from the study. The achievement gap in education and academic success has
been a long-standing concern for African American undergraduate students. Thus, the study
focused solely on this population because neither a global nor a comparative approach would
allow for a better understanding of the academic issues Black undergraduate students experience.
Participants were recruited through multiple means, which included: (a) distributing flyers and
handbills; (b) soliciting participation from registered student organizations (RSO) with a
majority of Black membership (e.g. fraternities/sororities, Black Student Union); and (d) sending
emails to African American students and asking them to forward it to other African American
undergraduates (snowball effect).
Prior to beginning the survey, participants were given an overview and purpose of the
study, reminded that participation is voluntary, asked to read and sign the informed consent, and
that the information they provided would be kept confidential. Students were also asked to give
the researcher permission to access their official GPA. Once all consents were signed, students
were asked to complete several paper-pencil questionnaires, which included: (a) demographics,
(b) the Cultural and Racial Experiences of Socialization Scale, and (c) the Connor-David
Resilience Scale. The questionnaires were administered in random order to minimize sequence
effect. On average, the total survey time ranged from 30 to 60 minutes. As an incentive,
participants were compensated $10 for their participation in the study.
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CHAPTER IV
RESULTS
Preliminary Data Analysis
To ensure the accuracy of the data, several steps were conducted prior to testing the
hypotheses. The data was first checked to ensure that all values were within the expected range
and then double-checked to identify potential data entry errors and ensure integrity. To complete
this task, a random sampling of 25% of the data was extracted and compared to the data entered
into SPSS. There were some discrepancies identified, particularly in the CARES, so all 426
completed CARES were rechecked. All categorical variables were dummy coded to be able to
run regression analyses. In addition, the data was then assessed for missing values, outliers, and
assumptions of linear regression (e.g., normality, linearity, homoscedasticity, multicollinearity)
were tested. Reliability estimates of scores and bivariate correlations were then examined.
Missing Values. An analysis of missing data was conducted on the CARES-F and the
CD-RISC. For all items, less than 1% of data points were missing and there was no identifiable
trend in the missing data. The Little’s Missing Completely At Random (MCAR) test was
conducted to determine if missing values were randomly missing. The Little's MCAR test was
not statistically significant, (χ2 (5742, N = 360) = 5506.61, p >.05), indicating that the data are
likely missing at random. For each missing data point, cases were analyzed by gender, race, and
SES and no statistically significant difference were found based on the demographic variables
listed above. Ultimately, cases with more than 20 % missing data were removed from the
sample (n = 11) and missing data were imputed using the expectation maximum algorithm.
Once there was no missing data, the data was examined for extreme values by testing for
outliers.
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Outliers. Outliers were checked at the univariate level (for the CD-RISC) and at the
multivariate level (for the CARES). One case with a z-score equal to or greater than ǀ3.3ǀ (p =
.001) was deleted from the CD-RISC. Using the Mahalanobis distance test (Tabachnick &
Fidell, 1996), 16 multivariate outliers were identified and deleted from the CARES. Thus,
resulting in a final sample size of 332.
Assumptions of Linear Regression. Linearity tests whether the relationship between
the predictor and outcome variables is linear. Violations of linearity can lead to incorrect
predictions about the regression coefficients. Homoscedasticity describes occurrences in which
the random error is the same across all values of the predictor variables. Violations of
homoscedasticity can lead to standard errors that are biased and lead to incorrect conclusions
about the significance of the regression coefficients. Normality requires that all variables are
multivariate normal. Violations of normality can lead to problems determining whether
regression coefficients are statistically significant different from zero and calculating confidence
intervals. Multicollinearity explores whether the predictor variables are independent of each
other. Violation of multicollinearity can increase the variance of the coefficient estimates and
make the estimates sensitive to minor changes in the model (Keith, 2006).
Linearity and homoscedasticity assumptions of scores of the CARES and CD-RISC were
tested visual inspection of scatterplots. The skewness and kurtosis of each variable was
examined. Scores with values greater than 2 were considered skewed and score with values
greater than 7 were considered kurtotic (Fabrigar, Wegener, MacCallum, & Strahan, 1999). The
skewness and kurtosis of scores fell within the normal to moderate range for the CD-RISC and
CARES. Multicollinearity assumption was assessed by examining the correlation matrix to
ensure that Pearson's Bivariate Correlation of items on the same subscale were less than 1. The
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highest intercorrelation was .416 between Items 1 and 3 on the CARES Racial Protection
subscales. The variance inflation factor (VIF) values were also checked. No variable had a VIF
greater than 10.
Reliability Estimates
The reliability estimates of the scores for all measures are listed in Table 2. Scores for
the CARES-I and CD-RISC met the standard cutoff criteria of .70 (Nunnally, 1978; McAllister
& Bigley, 2002). However, the reliability estimate of scores for the CARES-F Old School
Basics, Bicultural Coping, and Cultural Insight were less than .70. Low reliability (Cronbach’s
alpha below .70) is a characteristic of CARES scores; in the creation of the original measure
Bentley-Edwards and Stevenson (2013) noted that the reliability of the scores of the CARES-F
Old School Basics, Bicultural Coping, and Cultural Insight were .68, .66, and .64, respectively.
Thus, the analysis using the CARES-F Old School Basics, Bicultural Coping, and Cultural
Insight subscales should be interpreted with caution.
Table 2
Reliability Estimates (Cronbach’s α) of Scale Scores
Scale
Cronbach’s α
Cultural and Racial Experiences of Socialization Scale-Frequency (CARES-F)
Racial Protection
.75
Racial Stereotyping
.78
Old School Basics
.48
Bicultural Coping
.60
Cultural Insight
.56
Cultural and Racial Experiences of Socialization Scale- Informant (CARES-I)
Parents
.88
Grandparent
.89
Sibling
.87
Teacher
.85
Friends
.88
Media
.89
Connor-Davidson Resilience Scale (CD-RISC)
.90

Note. N = 330. Reliability estimates in bold did not meet standard cutoff criteria of .70.
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Descriptive Statistics
Descriptive statistics, including means, standard deviations and bivariate correlations,
were computed for all of the study variables and are presented in Table 3. In terms of practical
significance (r > .32) on the CARES-F, all five factors (Racial Protection, Racial Stereotyping,
Old School Basics, Bicultural Coping, & Cultural Insight) had a positive relation to each other.
On the CARES-I, Parents was positively correlated with Grandparent, Sibling, Teacher, and
Friends. Grandparents had a positive relation with Sibling and Teacher. Sibling was correlated
positively with Teacher, Friend, and Media. Teacher was positively correlated with Friend and
Media. Friend had a positive relation with Media.
A one-way ANOVA was used to compare differences among participants using the
demographic variables of gender and family socioeconomic status, to determine if either variable
led to significant differences in racial socialization. Results of the one-way ANOVA on gender
indicated that there was no significant difference between gender and overall racial socialization,
F(1, 338) = .379 p > .05.
Hypothesis 1: Racial socialization provided by teachers and friends will be related to
academic achievement.
A hierarchical multiple regression analysis was used to test if there was a statistically
significant relationship between overall racial socialization messages provided by various
sources (e.g., parents, grandparent, sibling, teacher, friend & media) and GPA. Table 4 provides
the results of the multiple regression analysis where source of racial socialization messages was
entered as the predictor variables. Demographic variables (i.e., age, gender,
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Table 3
Descriptive Statistics, Correlations, Means, and Standard Deviations
1

Variables
GPA

1
-

2

2

Gender

.04

-

3

Age

.08

4

Family SES

-.02

-.12*
.05

5

Resilience

6

Racial Protection

-.11*
.00

7

Racial Stereotyping

8

Old School Basics

9

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

21

22

-

53

-.08

-.23**
-.05

.03

-

-.03

.11*

-.06

.06

-.02

.18**

-.08

.13*
-.07

.55**

-

.05

.01

.13*

-.08

.05

.61**

.52**

-

Bicultural Coping

.06

-.02

-.07

-.07

.51**

.64**

.49**

-

10

Cultural Insight

-.06

-.09

.16**
.01

.05

**

**

**

11

Parent_RACPROT

-.07

.03

12

Parent_RACST

-.03

-.14*
-.03

13

Parent_OLDSCB

-.03

14

Parent_BICULT

15

Parent_CULTRL

16

Grandparent_RACPROT

17

Grandparent_RACST

-.14*
-.03

18

Grandparent_OLDSCB

19

Grandparent_BICULT

20

Grandparent_CULTRLIN

-

.17

.53

.34

.50**

.43**

-

.13*
-.07

.60**

.26**

.33**

.29**

.38**

-

.03

.16**
-.05

**

.40

**

.49

**

.32

**

.50

.29**

.47**

-

-.07

-.03

.11

.05

.36**

.19**

.51**

.27**

.34**

.61**

.43**

-

.00

-.04

.04

.03

-.09

.36**

.36**

.28**

.58**

.31**

.46**

.57**

.44**

-

-.07

-.13*
-.07

.04

.15**

.11*

.34**

.19**

.32**

.65**

.65**

.37**

.57**

.41**

-

-.09

.12*

.25**

.37**

.54**

.29**

.36**

.31**

.42**

-

.00

.11*
-.07

.44**

-.03

.15**
-.06

.27**
.11

.30**

.19**

.31**

.60**

.27**

.41**

.27**

.51**

-

.00

-.08

.09

.06

.27**

.38**

.32**
.10

.27**

-.11*

.33**
.10

.29**

.38**

.24**

.54**

.28**

.36**

.71**

.44**

-

-.11*
-.09

-.04

-.03

.02

-.03

.30**

.23**

.20**

.44**

.32**

.35**

.44**

.31**

.63**

.29**

.49**

.58**

.40**

-

-.09

-.08

.11*

.23**

.19**

.58**

.41**

.32**

.37**

.34**

.61**

.67**

.44**

.56**

.39**

-

21

Sibling_RACPROT

.03

-.11

.03

.14**
-.02

**

**

**

**

**

**

**

**

**

**

**

22

Sibling_RACST

-.01

.00

.03

-.09

23

Sibling_OLDSCB

.02

.02

-.01

-.04

.06

.25

.21

.29

.19

.12

.22

.27

.35

.18

.17

24

Sibling_BICULT

.04

-.02

.08

-.05

-.02

.26**

.30**

.27**

.39**

.17**

.25**

.37**

.32**

.41**

25

Sibling_CULTRLIN

.00

-.10

.08

-.01

.00

.26**

.19**

.29**

.21**

.33**

.29**

.18**

.32**

26

Teacher_RACPROT

-.06

-.07

.00

.07

.45**

.24**

.20**

.17**

.25**

.34**

.26**

27

Teacher_RACST

-.10

-.12*
-.02

-.01

-.02

-.04

.26**

.38**

.19**

.33**

.16**

.24**

28

Teacher_OLDSCB

-.03

.02

-.05

-.04

.01

.24**

.23**

.35**

.23**

.21**

29

Teacher_BICULT

-.02

.06

-.04

.04

-.01

.25**

.37**

.28**

.53**

30

Teacher_CULTRLIN

-.13*

.04

.00

.08

.25**

.17**

.19**

31

Friend_RACPROT

.16**

-.14*
-.07

-.04

-.02

.49**

.35**

32

Friend_RACST

*

.13

.00

.14*
.08

.01

*

**

33

Friend_OLDSCB

.13*

-.06

.14*

-.02

-.12
.00

**

34

Friend_BICULT

*

**

.16

-.06

-.05

.29

.41

.35

.57

.23

.17

.34

.21

.34

35

Friend_CULTRLIN

.13
.06

-.08
-.10

.27**

.19**

.31**

.25**

.11

.04

-.07

.32**

.29**

.18**

.19**

.36**
.02

.20**

Media_RACPROT

-.11*
.07

-.01

36

.15**
.02

.12*
.07

.18**
.04

.14*
-.01

37

Media_RACST

.01

.11*

.00

-.10

.36**

.74**

.39**

.45**

.16**

.08

Media_OLDSCB

-.02

.11*

-.09

-.05

.27**

.36**

.41**

.25**

.14*

.14*
.09

.28**

38

.15**
.10

.12*

39

Media_BICULT

.09

-.01

-.10

-.05

.35**

.57**

.39**

.71**

.23**

40

Media_CULTRLIN

.06

-.02

.16**
.04

.35**
7.32

.22**
.07

1.96

.15** .29**
.00 .38**
-.03 .27**
**

**

.24

.28

.22

.23

.45

.30

.35

.19

.30

.29

.26

.20

.21**

.21**

-

.44**

.26**

.39**

.14**

.27**

.55**

.31**

.36**

.20**

.19**

.41**

.20**

.33**

.54**

-

**

**

**

**

**

**

**

**

**

**

**

**

.63**

.54**

.18

.22

.14

.20**

.16
.11

.16**
.11

.25**

.15**

.26**

.11*

.46**

.52**

.17**

.43**

.18**

.18**

.17**

.17**

.26**

.63**

.33**

.22**

.12*

.19**

.32**

.26**

.19**

.24**

.19**

.40**

.33**

.49**

.28**

.38**

.18**

.21**

.42**

.19**

.34**

.17**

.28**

.42**

.22**

.25**

.37**

.26**

.20**

.22**

.27**

.32**

.27**

.11*

.37**

.40**

.21**

.19**

.41**

.31**

.38**

.14*

.14*

.31**

.21**

.42**

.15**

.30**

.39**

.19**

.33**

.19**

.15**

.16**

.11*

.22**

.19**

.19**

.15**

.20**

.20**

.28**

.22**

.34**

.33**

.24**

.35**

.21**

.27**

.18**

.22**

.27**

.19**

.18**

.18**

.45**

.29**

**

**

**

**

**

**

**

**

**

**

**

.14*
.10

**

.26

.46**

.00

.35**

.27**

.09

**

.29

.41**

.33**

.15**

.24**

.21**

.28

.59

.33

.38

.28**

.30**

.41**

.25**

**

**

**

**

M

2.71

-

20.41 -

.23** .24** .23** .24**
79.37 23.13 19.58 11.65 7.30

SD

.65

-

2.81

11.94 3.74

-.01
-

.02

2.24

2.31

1.98

*

.15
.08

**

.20

.36

.21

.22**

.19**

.25**

**

**

**

.25
.08

**

.16
.10

**

*

.14
.06

.23
.09

**

.16
.09

.18
.03

**

.15

.08

.20

.10

.28**
.01

.11*
.09

.13*
.06

.08

.20
.08

.01

.02

.15**
-.07

.08

.02

.09

.00

.18**

.31**

.05

.00

.17**
.04

-.01

.08

.20**
.06

.02

.02

-.03

.21**

.23**

.35**
.05

.20**
.02

.27**
.06

.23**

.01

.03

.27**

.30**

-.01

-.06

.19**
.04

.09
.02

8.23

2.55

2.98

.86

.13*
2.03

.19**
.01

4.08

1.12

1.71

.36

1.15

.21**
1.90

.13*
.97

4.79

2.98

2.16

1.39

1.94

2.95

1.61

1.38

.68

1.16

2.19

1.51

.15**

Table 3 – Continued
Variables
GPA

23

24

25

26

27

28

29

30

31

32

33

34

35

36

37

38

39

40

Gender
Age
Family SES
Res ilience
Racial Protection
Racial Stereotyping
Old School Bas ics
Bicultural Coping
Cultural Ins ight
Parent_RACPROT
Parent_RACST
Parent_OLDSCB
Parent_BICULT
Parent_CULTRL
Grandparent_RACPROT
Grandparent_RACST
Grandparent_OLDSCB
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Grandparent_BICULT
Grandparent_CULTRLIN
Sibling_RACPROT
Sibling_RACST
Sibling_OLDSCB

-

Sibling_BICULT

.36**

-

Sibling_CULTRLIN

.48**

.33**

-

Teacher_RACPROT

.28**

.13*

.21**

-

Teacher_RACST

.25**

.30**

.24**

.43**

-

**

**

**

Teacher_OLDSCB

.45

.29

.36

.56**

.47**

-

Teacher_BICULT

.27**

.38**

.26**

.27**

.43**

.37**

-

**

**

**

Teacher_CULTRLIN

.20

.11

.33

.60

.35

.53**

.22**

-

Friend_RACPROT

.35**

.31**

.34**

.50**

.23**

.36**

.27**

.31**

-

Friend_RACST

.26**

.33**

.20**

.34**

.37**

.33**

.34**

.26**

.59**

-

**

**

**

**

**

**

**

**

**

*

Friend_OLDSCB

.42

.27

.30

.33

.26

.42

.25

.31

.64**

.51**

-

Friend_BICULT

.30**

.44**

.23**

.20**

.22**

.24**

.36**

.17**

.52**

.51**

.42**

-

**

**

**

**

**

**

**

**

**

**

Friend_CULTRLIN

.21

Media_RACPROT
Media_RACST

.48
.08

.29

.19**

.23
.09

.15**

.25**

.10

**

**

.39

.59

.35

.50**

.37**

-

.20**

.21
.08

.17**

.45**

.25**

.28**

.25**

.25**

-

.21**

.29**

.20**

.38**

.49**

.32**

.35**

.20**

.54**

-

**

**

**

**

**

**

.35

.39**

.19
.06

.30**

.27**

Media_OLDSCB

.24

.16

.19

.29

.13

.31

.13

.26

.44

.32

.46

.31

.36

.63**

.61**

-

Media_BICULT

.18**

.32**

.24**

.22**

.30**

.28**

.46**

.18**

.38**

.39**

.34**

.47**

.31**

.40**

.58**

.47**

-

**

**

**

**

**

**

**

**

**

**

**

**

**

**

Media_CULTRLIN

**

**

*

*

**

*

.19
.19

.21
.29

.29
3.21

.12
.65

.30
.97

.16
.42

.35
.54

.31
3.88

.20
3.54

.27
1.31

.29
.69

.41
.55

.47
4.18

.39
4.57

.57**
1.89

.35**
.97

-

M

.16
.62

SD

.92

.48

.63

2.44

1.12

1.15

.71

.74

2.72

2.47

1.36

.94

.84

2.61

2.69

1.44

1.15

.98

.82

family socioeconomic status) were entered into Step 1. The eight sources of racial socialization
were entered into Step 2 to determine if racial socialization contributes unique variance not
accounted for by the demographic variables. The results indicated that Step 1 (demographic
variables) of the multiple regression equation was not statistically significant, F(3, 264) = .36, p
= .78, R2 = .004. Step 2 contributed to a statistically significant increase in GPA, F(9, 258) =
1.94, p = .04, R2 = .063. Beta weights and semipartial correlations for the CARES- I indicated
that Teacher (β = -.25 p = .02) and Friend (β = .24, p = .002) made the greatest contributions and
had the higher semipartial correlations (Teacher sr = -.14, Friend sr = -.19) compared to the other
CARES- I subscales.
Table 4
Hierarchical Regression Analysis of CARES-I and GPA Variables
Variable

B

SE B

β

sr

Step 1

R2
.004

Gender

.02

.08

.02

.01

Age

.01

.01

.07

.06

Family SES

.03

.08

.02

.02

Gender

.01

.08

.01

.01

Age

.00

.01

.01

.01

Family SES

.03

.08

.02

.02

Parents

.00

.01

.00

.00

Step 2

Grandparent

-.01

.01

-.09

-.07

Sibling

.00

.01

-.02

-.01

Teacher

-.02

.01

-.19*

-.14

.02

.01

.26**

.19

Friend
Media

.063

.00
.01
.03
.03
Note. N = 268. . CARES-I = Cultural and Racial Experiences of
Socialization Scale- Informant; B = unstandardized regression coefficient;
SE B = standard error; β = beta or standardized regression coefficient; sr =
semipartial or partial correlation; and R2 = coefficient of determination.
**p < .01, *p < .05
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Hypothesis 2: Racial socialization messages of racial protection and bicultural coping will
be related to academic achievement.
A hierarchical multiple regression analysis was used to test if there was a statistically
significant relationship between racial socialization messages (Racial Protection, Racial
Stereotyping, Old School Basics, Bicultural Coping, & Cultural Insight) and GPA. Table 5
provides the results of the multiple regression analysis where type of racial socialization
messages was entered as the predictor variables. Demographic variables (i.e., age, gender,
family socioeconomic status) were entered into Step 1. The five types of racial socialization
were entered into Step 2 to determine if specific types of racial socialization messages contribute
unique variance not accounted for by the demographic variables. The results indicated that Step
1 (demographic variables) of the multiple regression equation was not statistically significant,
F(3, 317) = .31, p = .82, R2 = .003. Step 2 (racial socialization messages by type) was not
statistically significant, F(8, 312) = .66, p = .73, R2 = .017, no further interpretations were made.
Hypothesis 3: Racial socialization, based on specific type of message and source, will be
related to academic achievement.
Five hierarchical multiple regression analyses were conducted to test whether the
relationship between specific types of racial socialization messages transmitted by particular
sources were a statistically significant indicators of GPA. Demographic variables (i.e., age,
gender, family socioeconomic status) were entered into Step 1. The five types of racial
socialization and the six sources (e.g., Parent-Racial Protection, Grandparent- Racial Protection,
Sibling-Racial Socialization, Teacher- Racial Protection, Friends- Racial Protection, MediaRacial Protection) were entered into Step 2 as predictor variables to determine if racial
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socialization based on specific types and sources contributes unique variance not accounted for
by the demographic variables.
Table 5
Hierarchical Regression Analysis of CARES-F and GPA Variables
Variable

B

SE B

β

Sr

-.05
.07
.01

-.05
.06
.01

Step 1
Gender
Age
Family SES

-.07
.02
.00

.08
.01
.05

R2
.003

Step 2

.017
Family SES
.02
.05
.02
.02
Gender
-.05
.08
-.04
-.04
Age
.01
.01
.04
.04
Racial Protection
-.01
.01
-.04
-.03
Racial Stereotyping
.01
.01
.04
.03
Old School Basics
.03
.02
.12
.08
Bicultural Coping
.01
.02
.04
.03
Cultural Insight
-.05
.02
-.14
-.11
Note. N = 321. CARES-F = Cultural and Racial Experiences of
Socialization Scale- Frequency, B = unstandardized regression coefficient;
SE= standard error; β = beta or standardized regression coefficient; sr =
semipartial or partial correlation; and R2 = coefficient of determination.

Racial Protection. Table 6 provides the results of the hierarchical regression analyses
where the predictor variables Racial Protection messages and various sources was entered as the
predictor variables. The results indicated that Step 1 (demographic variables) of the multiple
regression equation was not significant, F (3, 290) = .29, p = .84, R2 = .003. Step 2 contributed
to a statistically significant increase in GPA, F (9, 284) = 2.27, p = .02, R2 = .067. Beta weights
and semipartial correlations for the CARES indicated that Teacher-Racial Protection (β = -.05, p
= .02) and Friend- Racial Protection (β = .05, p = .003) made the greatest contributions and had
the higher semipartial correlations (Teacher -Racial Protection sr = -.14, Friend-Racial
Protection sr = .18) compared to the other subscales.

57

Table 6
Hierarchical Regression Analysis of Racial Protection Messages by Source and GPA Variables
Variable

B

SE B

.01
.01
.01

.08
.01
.08

β

sr

.00
.06
.01

.00
.05
.01

Steps 1
Gender
Age
Family SES

R2
.003

Steps 2

.067
Gender
-.02
.08
-.02
-.02
Age
.00
.01
.01
.01
Family SES
.05
.08
.04
.04
Parents
-.01
.01
-.07
-.06
Grandparent
-.02
.02
-.11
-.09
Sibling
.01
.02
.05
.04
Teacher
-.05
.02
-.18*
-.14
Friend
.05
.02
.22**
.18
Media
.01
.02
.05
.05
Note. N = 294. B = unstandardized regression coefficient; SE = standard error; β
= beta or standardized regression coefficient; sr = semipartial or partial
correlation; R2 = coefficient of determination.
**p < .01, *p < .05.

Racial Stereotyping. Table 7 provides the results of the hierarchical regression analyses
where the predictor variables Racial Stereotyping messages and various sources was entered as
the predictor variables. The results indicated that Step 1 (demographic variables) of the multiple
regression equation was not statistically significant, F(3, 305) = .67, p = .38, R2 = .004. Step 2
was not statistically significant, F(9, 299) = 1.74, p = .08, R2 = .050, no further interpretations
were made.
Old School Basics. Table 8 provides the results of the hierarchical regression analyses
where the predictor variables Old School Basics messages and various sources was entered as the
predictor variables. The results indicated that Step 1 (demographic variables) of the multiple
regression equation was not statistically significant, F(3, 300) = .49, p = .69, R2 = .004. Step 2
was not statistically significant, F(9, 294) = 1.11, p = .35 R2 = .033, no further interpretations
were made.
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Table 7
Hierarchical Regression Analysis of Racial Stereotyping Messages by Source and GPA
Variables
Variable

B

β

SE B

R2

Sr

Steps 1

.004
Gender

.02

.08

.01

.01

Age

.01

.01

.06

.06

Family SES

.02

.08

.02

.02

Steps 2

.050
Gender

.02

.08

.01

.01

Age

.01

.01

.04

.04

Family SES

.00

.07

.00

.00

-.01

.02

-.05

-.03

.04

.03

.10

.08

Sibling

-.04

.03

-.10

-.08

Teacher

-.09

.04

-.15

-.12

.04

.02

.16

.13

Parents
Grandparent

Friend

Media
.02
.02
.09
.08
Note. N = 308. B = unstandardized regression coefficient; SE = standard
error; β = beta or standardized regression coefficient; sr = semipartial or
partial correlation; R2 = coefficient of determination.

Table 8
Hierarchical Regression Analysis of Old School Basics Messages by Source and GPA Variables
Variable

B

SE B

β

sr

Gender
Age
Family SES

.06
.01
.01

.08
.01
.08

.05
.06
.01

.05
.06
.01

Steps 1

Steps 2

R2
.004

.033

Gender
.07
.08
.05
.06
Age
.01
.01
.03
.03
Family SES
.01
.08
.01
.01
Parents
.01
.02
.05
.04
Grandparent
-.04
.03
-.09
-.08
Sibling
.02
.05
.03
.03
Teacher
-.06
.04
-.11
-.09
Friend
.04
.03
.10
.08
Media
.03
.03
.07
.06
Note. N = 304. B = unstandardized regression coefficient; SE =
standard error; β = beta or standardized regression coefficient; sr =
semipartial or partial correlation; R2 = coefficient of determination.
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Bicultural Coping. Table 9 provides the results of the hierarchical regression analyses
where the predictor variables Bicultural Coping messages and various sources was entered as the
predictor variables. The results indicated that Step 1 (demographic variables) of the multiple
regression equation was not statistically significant, F(3, 312) = .33, p = .81, R2 = .003. Step 2
was not statistically significant, F(9, 306) = .91, p = .52, R2 = .026, no further interpretations
were made.
Cultural Insight. Table 10 provides the results of the hierarchical regression analyses
where the predictor variables Cultural Insight messages and various sources was entered as the
predictor variables. The results indicated that Step 1 (demographic variables) of the multiple
regression equation was not statistically significant, F(3, 315) = .32, p = .81, R2 = .003. Step 2
was not statistically significant indicator of GPA, F(9, 309) = 1.13, p = .34, R2 = .032.
Table 9
Hierarchical Regression Analysis of Bicultural Coping Messages by Source and GPA Variables
Variable

B

SE B

β

sr

Gender
Age
Family SES

.04
.01
.02

.08
.01
.07

.03
.05
.01

.03
.05
.01

Steps 1

Steps 2

R2
.003

.026
Gender
.06
.08
.04
.04
Age
.01
.01
.03
.03
Family SES
.02
.07
.02
.02
Parents
.01
.03
.02
.01
Grandparent
-.09
.07
-.10
-.07
Sibling
-.02
.09
-.02
-.01
Teacher
-.04
.07
-.04
-.03
Friend
.10
.05
.14
.11
Media
.01
.04
.02
.01
Note. N = 316. B = unstandardized regression coefficient; SE = standard error;
β = beta or standardized regression coefficient; sr = semipartial or partial
correlation; R2 = coefficient of determination.
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Table 10
Hierarchical Regression Analysis of Cultural Insight Messages by Source and GPA Variables
Variable

B

SE B

β

sr

Gender
Age
Family SES

.03
.01
.00

.08
.01
.07

.03
.05
.00

.03
.05
.00

Steps 1

R2
.003

Steps 2

.032
Gender
.01
.08
.01
.01
Age
.01
.01
.05
.05
Family SES
.02
.08
.02
.02
Parents
-.01
.03
-.04
-.03
Grandparent
-.02
.04
-.04
-.03
Sibling
.03
.07
.03
.02
Teacher
-.13
.05
-.16
-.14
Friend
.05
.05
.07
.06
Media
.06
.04
.09
.08
Note. N = 319. B = unstandardized regression coefficient; SE = standard error;
β = beta or standardized regression coefficient; sr = semipartial or partial
correlation; R2 = coefficient of determination.

Hypothesis 4: Resilience will be a stronger moderator between Racial Protection messages
and academic achievement than the other four types of racial socialization messages.
To test the hypothesis that resilience would moderate the relationship between racial
socialization and GPA, multiple regression analyses were conducted. Frazier, Tix and Baron
(2004) identified moderated regression as the preferred method for detecting the presence or
absence of moderators. As recommended by Frazier et al. (2004), scale scores for the predictor
and moderator variables were centered in order to reduce multicollinearity between the main
effect and interaction terms. Demographic variables (i.e., age, gender, family SES) were entered
into Step 1. The predictor variable (racist socialization) and moderator variable (resilience) were
entered at Step 2. In Step 3, the interaction term (racial socialization x resilience) was entered.
Evidence for a moderator effect is noted at Step 3 by a statistically significant increase in R2 (i.e.,
Δ R2) and beta weight. Additionally, moderator effects typically account for only 1% to 3% of
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unique variance in the predictor, thus Δ R2 values of .02 or above signify unique and meaningful
contributions to the predictor (Cohen, 1992; Frazier et al., 2004; McClelland & Judd, 1993). The
results of the five moderated regression analyses are reported in Table 11.
Racial Protection. Step 1 (demographic variables) of all five HMR was not statistically
significant, F(3, 317) = .36, p = .78, R2 = .006. In Step 2 of first HMR where the interaction
between Racial Protection and resilience was entered as predictors was not statistically
significant, the change in variance accounted for by Racial Protection (ΔR2 = .011) was not a
statistically significant increase in variance already accounted for in Step 1. In the final step of
the regression analysis, an interaction term between Racial Protection and resilience was created,
which did not account for a significant proportion of the variance in GPA (ΔR2 = .000).
Racial Stereotyping. In the second HMR where the interaction between Racial
Stereotyping and resilience was entered as predictors, the addition of Racial Stereotyping in Step
2 did not account for statistically significant change in variance (ΔR2 = .011). In the final step of
the regression analysis, an interaction term between Racial Stereotyping and resilience was
created, which did not account for a significant proportion of the variance in GPA (ΔR2 = .001).
Old School Basics. In the third HMR where the interaction between Old School Basics
and resilience was entered as predictors, the addition of Old School Basics in Step 2 did not
account for statistically significant change in variance (ΔR2 = .017). In the final step of the
regression analysis, an interaction term between Old School Basics and resilience was created,
which did not account for a significant proportion of the variance in GPA (ΔR2 = .000).
Bicultural Coping. In the fourth HMR where the interaction between Bicultural Coping
and resilience was entered as predictors, the addition of Bicultural Coping in Step 2 did not
account for statistically significant change in variance (ΔR2 = .010). In the final step of the
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regression analysis, an interaction term between of Bicultural Coping and resilience was created,
which did not account for a significant proportion of the variance in GPA (ΔR2 = .000).
Cultural Insight. In the fifth HMR where the interaction between Cultural Insight and
resilience was entered as predictors, the addition of Cultural Insight in Step 2 did not account for
statistically significant change in variance (ΔR2 = .010). In the final step of the regression
analysis, an interaction term between of Cultural Insight and resilience was created, which did
not account for a significant proportion of the variance in GPA (ΔR2 = .005).
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Table 11
Hierarchical Multiple Regression Analyses Predicting GPA from Racial Socialization, Resilience, and Their Interactions
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Step
Predictor
B
SE B
β
Analysis predicting GPA from Racial Protection messages and Resilience
1
Gender
-.033
.076
-.024
Age
.013
.013
.056
Family SES
.019
.046
.023
2
Gender
-.023
.076
-.017
Age
.010
.013
.046
Family SES
.023
.046
.029
Racial Protection
.002
.003
.039
Resilience
-.006
.003
-.102
3
Gender
-.023
.076
-.017
Age
.010
.013
.047
Family SES
.023
.046
.029
Racial Protection
.002
.003
.039
Resilience
-.006
.003
-.102
Racial Protection x Resilience
.000
.000
.001
Analysis predicting GPA from Racial Stereotyping messages and Resilience
1
Gender
-.033
.076
-.024
Age
.013
.013
.056
Family SES
.019
.046
.023
2
Gender
-.023
.076
-.017
Age
.011
.013
.048
Family SES
.024
.046
.030
Racial Stereotyping
-.005
.003
-.098
Resilience
.004
.009
.028
3
Gender
-.019
.077
-.014
Age
.010
.013
.047
Family SES
.023
.046
.029
Racial Stereotyping
-.005
.003
-.097
Resilience
.005
.009
.031
Racial Stereotyping x Resilience
.000
.001
-.031

R2

Adjusted R2

ΔR2

t(320)

.003

-.006

.003

.015

-.001

.011

.015

-.004

.000

-.434
.974
.403
-.302
.794
.506
.686
-1.813
-.302
.793
.504
.684
-1.809
.021

.003

-.006

.003

.014

-.002

.011

.015

-.004

.001

-.434
.974
.403
-.300
.814
.517
-1.741
.497
-.250
.799
.506
-1.723
.537
-.556

Table 11 – Continued
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Step Predictor
B
SE B
β
Analysis predicting GPA from Old School Basics messages and Resilience
1
Gender
-.033
.076 -.024
Age
.013 .013 .056
Family SES
.019 .046 .023
2
Gender
-.018
.076 -.013
Age
.009 .013 .040
Family SES
.023 .046 .029
Old School Basics
-.006
.003 -.108
Resilience
.024 .016 .088
3
Gender
-.018
.076 -.013
Age
.009 .013 .039
Family SES
.023 .046 .029
Old School Basics
-.006
.003 -.109
Resilience
.025 .016 .089
Old School Basics x Resilience
.000 .001 -.011
Analysis predicting GPA from Bicultural Coping messages and Resilience
1
Gender
-.033
.076 -.024
Age
.013 .013 .056
Family SES
.019 .046 .023
2
Gender
-.023
.076 -.017
Age
.011 .013 .049
Family SES
.023 .046 .028
Bicultural Coping
-.005
.003 -.099
Resilience
.008 .019 .025
3
Gender
-.022
.076 -.017
Age
.011 .013 .049
Family SES
.023 .046 .028
Bicultural Coping
-.005
.003 -.099
Resilience
.008 .019 .025
Bicultural Coping x Resilience
.000 .001 -.002

R2

Adjusted R2

ΔR2

.003

-.006

.003

.021

.005

.017

.021

.002

.000

.003

-.006

.003

.014

-.002

.010

.014

-.005

.000

t(320)
-.434
.974
.403
-.239
.685
.506
-1.915
1.551
-.239
.662
.508
-1.922
1.559
-.189
-.434
.974
.403
-.296
.831
.492
-1.754
.441
-.294
.829
.492
-1.742
.438
-.028

Table 11 – Continued
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Step Predictor
B
SE B
β
Analysis predicting GPA from Cultural Insight messages and Resilience
1
Gender
-.033
.076 -.024
Age
.013 .013 .056
Family SES
.019 .046 .023
2
Gender
-.020
.076 -.015
Age
.012 .013 .053
Family SES
.024 .046 .030
Cultural Insight
-.005
.003 -.098
Resilience
-.006
.019 -.018
3
Gender
-.027
.076 -.020
Age
.012 .013 .054
Family SES
.018 .046 .023
Cultural Insight
-.005
.003 -.093
Resilience
-.008
.019 -.024
Cultural Insight x Resilience
.002 .002 .071

R2

Adjusted R2

ΔR2

.003

-.006

.003

.014

-.002

.010

.019

.000

.005

t(320)
-.434
.974
.403
-.269
.915
.524
-1.727
-.310
-.349
.925
.390
-1.643
-.415
1.260

CHAPTER V
DISCUSSION
The overarching purpose of the study was to examine the predictive nature of racial
socialization, as measured by the CARES (Bentley-Edwards & Stevenson, 2013), on academic
achievement. A secondary purpose of the study was to test whether the relationship between
racial socialization and academic achievement varied based on who transmitted the race-related
messages and explore whether resilience moderated the relationship between racial socialization
and academic achievement. Ultimately, five hypotheses were tested, and the findings provided
mixed support. One hypothesis was fully supported, two hypotheses were partially supported,
and two hypotheses were not supported. Specifically, Hypothesis 1, which examined gender
difference in racial socialization was supported, racial socialization did not vary based on gender.
Hypothesis 2, which tested whether racial socialization provided by teachers and friends was be
related to academic achievement was partially supported. Hypothesis 3, which examined the
relationship between racial socialization messages of racial protection and bicultural coping and
academic achievement was not supported. Hypothesis 4, which explored whether racial
socialization, based on specific type of message and source, was related to academic
achievement was partially supported. Hypothesis 5, which tested whether resilience moderated
the relationship between racial socialization and academic achievement was not supported. A
discussion of the findings, limitations, implications for practice, and future research will follow.
Gender Differences in Racial Socialization
The findings indicated no significant difference between gender differences in racial
socialization. Although past research suggested that females reported receiving more Racial
Pride and Cultural Insight messages (i.e., African American History, Celebrating African
American Heritage, and Promotion of Ethnic Pride), while males reported receiving more Racial
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Protection messages, (i.e., Racial Barrier Awareness and Coping with Racism and
Discrimination; Bowman & Howard, 1985; Stevenson et al., 2002; Thomas & Speight, 1999),
the findings of the study were consistent with Hughes and Chen (1997), who failed to identify
gender differences in racial socialization. The mixed findings suggest that more research is
needed to better understand how gender operates. One potential explanation for the lack of
gender differences may be that research on racial socialization has primarily focused on racial
socialization messages provided by parents and does not account for other sources. Also,
Hughes and Chen (1997) suggest that the changes in gender roles and move towards gender
equality has decreased the differences in racial socialization practices.
Racial Socialization Content and Source
The content of racial socialization examined in this study (Racial Protection; Cultural
Insight; Racial Stereotyping; Bicultural Coping; & Old School Basics) builds on previous
literature. Similar to past research (Hughes et al., 2006; Hughes & Chen, 1997; Stevenson, 1997;
Thomas & Speight, 1999) Preparation for Bias (labeled Racial Protection in this study), which
provides awareness of racism, racial, buffering through affirmations, and strategies to cope with
racism, is the mostly frequently transmitted type of racial socialization. Secondary to Racial
Protection, participants reported receiving Racial Stereotyping messages, which is an expansion
of Cultural Mistrust (Hughes et al, 2006) and Internalized Racism (Barr & Neville, 2008).
Racial Stereotyping included negative messages about Black people and conveyed a sense of
racial mistrust. Racial Stereotyping was followed by Old School Basics, Bicultural Coping, and
Cultural Insight, however, results should be interpreted with caution because the reliability
estimates of the score of the Old School Basics, Bicultural Coping, and Cultural Insight, factors
were below the .70 (Nunnally, 1978; McAllister & Bigley, 2002).
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In addition to broadening the understanding of the content of racial socialization, the
current study provides further information on the socialization that included the frequency of
racial socialization provided by various sources. To date, no study has included information
about the various sources in which race-related messages are transmitted. Students cited
receiving the majority of their racial socialization from parents (M = 16.61, SD = 10.53),
followed by media (M = 12.60, SD = 7.13), friends (M = 10.12, SD = 6.78), grandparents (M =
8.45, SD = 6.43), teacher (M = 5.78, SD = 4.82), and siblings (M = 3.93, SD = 4.65).
Interestingly, participants reported that parents, grandparents, teachers, siblings, and friends were
more likely to transmit Racial Protection messages, while the media transmitted Racial
Stereotyping messages. Overall, Black college students received racial socialization messages
consistent with what researchers believe to be adaptive (Boykin & Toms, 1985). Messages that
raised awareness of racial discrimination occurred most frequently in five out of the six sources
measured.
Racial Socialization as an Indicator of Academic Achievement
Overall racial socialization was not a statistical predictor of academic achievement.
However, Racial Protection transmitted by friends was a statistical predictor of academic
achievement, while Racial Protection transmitted by teachers was a statistical inverse predictor
of academic achievement. These findings are partially consistent with Marshall (1995) and
Caughy et al. (2002) who found that parental racial socialization was not correlated with
academic achievement, nor were any specific type of racial socialization messages a statistically
significant predictor of academic achievement. There has been very little research which has
explored the connection between racial socialization and friend group choices in college
students. However, the findings aligned with a study conducted by Steinberg, Dornbusch, and
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Brown (1992), which suggested that Black students, more than any other ethnic group, reported
that peers influenced their daily classroom behavior, the amount of time spent on homework, and
whether they enjoyed coming to school. Therefore, it comes as no surprise that student academic
performance was influenced by the Racial Protection messages they received from friends.
Contrary to what was expected, Racial Protection messages provided by teachers was a negative
indicator of GPA. The departure of these findings from expected results may possibly be
attributed to how Black students perceive their teacher. Research has shown that Black students
are more likely to experience lower expectations from teachers (Wang & Eccles, 2012) and less
positive feedback from teachers (Noguera, 2008), which is likely to lead to them developing a
sense of educational mistrust and not benefiting from the protective properties of Racial
Protection messages.
The Link between the Interaction of Racial Socialization and Resilience and Academic
Achievement
There was no statistically significant relationship between the interaction of racial
socialization, which was analyzed by examining specific types of messages, and resilience and
academic achievement. The results were contrary to what was expected; the interaction between
resilience and racial socialization was expected to buffer against negative academic-related
experiences and promote positive academic achievement. There are a number of possibilities as
to why this was the case. The discrepancy can be attributed to the participants’ limited
experience with discrimination in the academic setting. Neblett et al., (2006) found that racial
socialization and resilience only serve as a protective factor when students report experiencing
high level of racial discrimination. The current study did not include a measure of perceived
academic discrimination. According to Miller and Macintosh (1999), another possible
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suggestion for this contrary finding is that through racial socialization Black students become
more aware of stressors in their environment, specifically those caused by racial events. This
causes them to academically feel helpless in an environment that does not support them,
resulting in lower academic performance.
Limitations
As with any research, this study contained a number of limitations. One limitation of the
current study is the use of a convenience sample. In this study, a convenience sample may have
led to the under-representation or over-representation of particular groups within the sample.
Participants within the sample were from the same university and mostly reared in the Midwest.
Barr and Neville (2008) suggest that ecological factors influence the racial socialization process,
thus it is likely that findings of this study may not be generalizable to individuals living in other
geographical areas in the United States. Also, the sample was mostly Black Americans and did
not account for the experiences of the Black race in general (i.e. Black individuals in other parts
of the world) or other ethnic groups (i.e., West Indians, Latinos, African immigrants). Therefore,
the results may not be generalizable to non-Black Americans.
Another limitation pertains to the self-report nature in which the data was collected. As
with any study utilizing self-reported measures, this study was susceptible to the following
problems: a) bias due to participant’s desire to answer items in a socially desirable manner, b) a
reflection of anticipated behavior versus actual attitudes and behaviors, and c) interpretation of
the items on the measures differently than was originally intended by the authors. The
controversial measure of the study (examining racial practices) increases the likelihood of social
desirability affecting the results.
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Moreover, the CARES (Bentley-Edwards & Stevenson, 2013) measure posed its own
unique set of limitations. The initial sample consisted of 426 participants, however, only 291
(68%) participants completed both sections of the CARES. The CARES was selected because it
is the only quantitative measure of racial socialization that explains not only the content of racial
socialization messages, but also the source of those messages. The measure consisted of 35
items, each requiring participants to indicate if they had been told a race-related message and
who transmitted the message. During the administration of the CARES, many participants had
questions and required further instructions on how to complete the measure. It is possible that
participants may have been overwhelmed or confused. Thus, the researcher surmises that some
participants may have filled out items on the CARES randomly.
Implications for Practice
Despite the limitations discussed above, the findings of the current study have
implications for individuals who work with Black college students. For starters, individuals
working with Black college students must be aware of the messages they transmit about race and
the influence that racial socialization may have on the academic performance of Black students.
Effectively using the students’ racial identities and supporting the racial dispositions brought to
school may be the key to successfully improving the performance of Black students. With the
correct opportunities for staff development and the guidance and support of effective
administrative leaders, teachers can progress in their understanding of teaching those of African
descent. Additionally, the findings of this study demonstrate a need to create more
comprehensive intervention and/or prevention programs within the university environment.
These programs may serve as a vehicle to discuss race with Black college students, providing
them with opportunities to hear more positive messages about their history, in addition to
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alerting them to future discrimination, which have been demonstrated to be protective
communications, and may lead to better performance.
Moreover, to challenge racial inequity and provide positive classroom spaces for Black
students, it is essential that racism, internalized racism, and teacher education are explored.
Specifically, reforming the curriculum of the teacher education program is essential for preparing
teacher to work with culturally diverse students. The curricula of most teacher education
programs are additive; ethnic heroes and cultural values are inserted into curricula without
properly examining the meaning of these materials (Brown & Brown, 2011). As a result, many
programs fail to challenge and help prospective teachers self-examine their own beliefs about
race. Another problem is the dominant cultural habit of avoiding discussion of race and racism in
the classroom. Educators must be trained to facilitate personal introspection and critical
reflection of race and racism.
The results of the study also have implications for educational policy. The legislative
passing of Barack Obama’s Race to the Top initiatives (2009) established a monetary reward
system, which gives points to states for meeting certain goals set forth for improving education
and educational opportunities. Race to the Top uses an index where schools and students are still
judged by test scores, but teachers are judged more comprehensively on their ability to teach
students the standards via a new teacher assessment tool. The initiative acknowledges that
standard educational practices lack effectiveness with racial minority students.
Once again, if teachers are not taught how to recognize the impact of race in the classroom, little
will change as a result of Race to the Top.
Although resilience did not moderate the relationship between racial socialization and
academic performance, resilience was positively correlated to academic achievement. Thus
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fostering resilience in Black college students is likely to lead to better educational outcomes. To
promote resilience in the Black student population it will be important for practitioners to be
aware of the Black experience on college campuses. It has been well established that Black
students face challenges on college campuses. According to Kessler, Mickelson, and Williams
(2009) roughly 70% of Black students attending predominately White universities reported
experiencing racial discrimination. Given these challenges it is important to focus on how to
build strengths in students. Brown and Tylka (2008) suggest that one way for practitioners to
build on these strengths (resilience) is to have an understanding of the race-related messages
communicated to the individual and to continue to relay those messages. Ultimately, building
resilience can help Black students to manage and navigate outcomes that may be challenging due
to discrimination they may face and can help them to successfully matriculate.
Future Research
While the findings reported above contribute to the body of research of understanding
what variables impact academic achievement as measured by grade point average, many
questions remain unanswered regarding the role of racial socialization. The current findings
provide directions and suggestions for future research. To increase validity, the current study
should be replicated. As mentioned above, no previous studies have explored the influence of
racial socialization provided by various sources. Thus, further information is needed prior to
drawing conclusion on the impact of racial socialization messages provided by non-familial
sources.
It is recommended that research further explore the content, frequency, and source of
race-related messages. Because 88% of respondents ascribed to an organized religion, future
research should explore the content and frequency of racial socialization messages provided by
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religious leaders, as well as other influential individuals in the life of college students. Further
research is also needed to gain a better understanding of the contextual correlates of racial
socialization. Although the study’s findings suggest that there is no statistically significant
relationship between gender and racial socialization, it is unknown if contextual factors, such as
the racial composition of student’s neighborhood or social group influences the racial
socialization process. Additionally, it might be helpful to gain a better understanding of the
salience of race in the life of todays’ college students. Are race and race-related issues no longer
deemed important or is racial discourse still a problem in the United States, thus less racial
socialization takes place? Providing clarity to these questions will assist researchers in gaining a
better understanding of racial socialization, in general, and also how the process function in the
everyday life of individuals.
Future research should also explore the relationship between racial socialization and
other academic outcome measures. The current study used official GPA to measure students’
academic performance. Student grades are influenced not only by students’ knowledge of the
subject matter, but are also reflective of students’ successful navigation of the demands of the
school context. However, GPA only represents one domain of academic competence. Other
academic outcome measures may be more closely linked to racial socialization that help students
successfully navigate the education system.
Theoretical and conceptual work in the area of resilience has hypothesized that there are
factors that can be altered to facilitate resilience among students. Further research is still needed
to understand the predictors of resilience for the African American college student population,
especially because resilience is positively correlated to academic achievement. Previous
research (DeGruy, Kjellstrand, Briggs, & Brennan, 2011) has suggested that internal race-based
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concepts, such as racial identity, is a predictor of resilience; yet it remains unknown the extent to
which the external race-based concepts, racial socialization, influence resilience. Research
should also replicate the variables of this study with a different focus, possibly analyzing racial
socialization as a moderating variable.
Conclusion
Overall, the findings of this study add to the breadth of knowledge regarding racial
socialization in college students. No differences were found between the content and frequency
of race-related messages based on gender. Although the type of racial socialization message was
not a statistically significant predictor of achievement, the source in which the message was
transmitted was statistically significant. Students who reported receiving Racial Protection
messages from teachers had lower GPAs, whereas, those who reported receiving Racial
Protection messages from friends performed better academically. Similar to previous work, this
study supports the notion that as individuals enter adulthood, friends become the primary agent
of socialization. Although resilience did not moderate the relationship between racial
socialization and academic achievement, it was positively related to achievement. Ultimately,
there is a wealth of knowledge to obtain about gaining a better understanding of the cultural and
ecological factors that influence academic achievement in Black college students. The current
study demonstrates that race can be an influential factor when examining the educational
outcomes of Black college students. This study also suggests that the racial socialization process
for Black students is not limited to parents, Black college students receive race-related messages
from several sources and require not only messages of Cultural Pride, but also Racial Protection
messages to be able to combat the negative connotations associated with being Black in the
education system. Findings from this research can contribute not only to academic knowledge,
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but also have applied implications. Racial socialization can be employed to help Black college
students develop academic and social competencies.
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Appendix B: Demographic Questionnaire
Section I
Gender (specify)__________________
How old are you? Fill in the bubbles, using the first column as the first digit of your age and the second column for the
second digit of your age. The age 19 would be bubbling in 1 in the first column and bubbling in 9 in the second column.
0
 
1
 
2
 
3
 
4
 
5
 
6
 
7
 
8
 
9
 
3. Indicate your ethnic background by choosing the option that best applies to you. Choose only one category.
African
African-American
Black
West Indian/Caribbean Black

4. Citizenship: United States citizen 

Hispanic Black
Multi-Racial
Other (specify): ______________________
Permanent Resident of the US 

Other  _________________

If you were not born in the United States, please answer questions 5- 9.
5.

Country of Birth:_________________________

6. Country of Citizenship________________________

7.

Native Language:_________________________

8. How long have you been in the United States?

9.

Indicate how well you speak English:

Cannot speak English 

Speak a little bit 

Speak well with a little trouble 

Speak & understand very well 

10. What was the racial composition of your high school?
Mostly Black 

Mixed 

Mostly White Other ______________________________

11. What is your current classification? Freshman


Sophomore


12. What is your current grade point average?

.
.
.
.
.

0
1
2
3
4

Junior


Senior


5th Year +


13. What is your major? ________________________________
14. If you are employed, what is your current occupation? ________________________
15. If you do work, wow many hours do you work per week? 5-10  11-20 

21-30 

16. What is your religious affiliation? ____________________________________
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40+

Other___________


Seldom 

17. How often do you attend religious services?

Not Important 

18. How important is your religion to you?

Sometimes 

Often 

Somewhat Important 

Very Important 

19. What is the best estimate of your annual income and your family’s annual income before taxes?
You

Less than $10,000
 Between $10,000 and $20,000
 Between $20,000 and $30,000
 Between $30,000 and $40,000

Family





You
Family
 Between $40,000 and $60,000

 Between $60,000 and $80,000

 Between $80,000 and $100,000


More than $100,000


20. How would you describe the primary community in which you were raised?
Rural 

Suburban 

Urban 

Other ____________________

21. What is the racial composition of the community listed above?
Mostly Black 

Mixed 

Mostly White Other ____________________

22. How many ethnic organizations do you belong to?

1


2


3


4


5


>5


23. What is the highest education level obtained by your mother (or female guardian) and father (or male guardian)?
Mother






Elementary school
Some high school
High school diploma/equivalent
Business or trade school
Some college

Father






Mother

Associate or two-year degree

Bachelor’s or four-year degree

Some graduate/professional school

Graduate or professional degree

Father





24. How would you describe your family’s socioeconomic status?
Poor 

Working Class 

Middle Class 

Upper Middle 

Wealthy 

25. How would you describe your current physical health?
Very Poor 

Poor 

Fair 

Good 

Very Good 

Fair 

Good 

Very Good 

26. How would you describe your current mental health?
Very Poor 

Poor 

27. How often do you study for classes?

Seldom 

Sometimes 

Often 

28. How often do you study with a group?

Seldom 

Sometimes 

Often 

29. Who do you often study with?

Mostly Black 

Mixed 

Mostly White  Other 

30. How often do you study on campus?

Seldom 

Sometimes 

Often 

31. How often do you attend faculty office hours?

Seldom 

Sometimes 

Often 

32. How often do you seek additional support?

Seldom 

Sometimes 

Often 
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Appendix C: Conner-Davidson Resilience Scale
Conner-Davidson Scale
Instructions: Read each item and indicate to what degree it reflects your own thoughts and feelings, using the 5-point scale below.
There are no right or wrong answers. Base your responses on your opinion at the present time. To ensure that your answers can be
used, please respond to the statements as written, and indicate your response by bubbling in the circle under your choice.
0

1

Strongly
Disagree

Disagree

2

Somewhat
Disagree

Neither
Agree nor

3

Somewhat
Agree

4

Agree

Strongly
Agree

Disagree
0

1

2

3

4

1.

I am able to adapt to change.



2.

I have close and secure relationships.



3.

Sometimes fate or God can help.



4.

I can deal with whatever comes.



5.

My past successes give me confidence for new challenges.



6.

I see the humorous side of things.



7.

Coping with stress strengthens me.



8.

I tend to bounce back after illness or hardship.



9.

Things happen for a reason.



10.

I give my best effort no matter what.



11.

I can achieve my goals.



12.

When things look hopeless, I don 't give up.



13.

I know where to turn for help.



14.

Under pressure, I can focus and think clearly.



15.

I prefer to take the lead in problem solving.



16.

I am not easily discouraged by failure.



17.

I think of myself as a strong person.



18.

I can make unpopular or difficult decisions.



19.

I can handle unpleasant feelings.



20.

I have to act on a hunch.
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21.

I have a strong sense of purpose.



22.

I am in control of my life.



23.

I like challenges.



24.

I work to attain my goals.



25.

I take pride in my achievements.
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Appendix D: Cultural and Racial Experiences of Socialization Scale

Grandparent

Sibling

Teacher/
Professor

Other Adult

Friend/Peer

Media (TV,
Movies, Internet,
Books)

1

You should be proud to be Black.

























2

Schools should be required to teach all children about Black history.

























3

It’s important to remember the experience of Black slavery.

























4

Living in an all Black neighborhood is no way to show that you are successful.

























5

African and Caribbean people think they are better than Black Americans.

























6

You really can’t trust most White people.

























7

Poor Black people are always looking for a hand out.

























8

Fitting into school or work means swallowing your anger when you see racism.

























9

Spiritual battles that people fight are more important than the physical battles.

























10

Whites make it hard for people to get ahead in this world.

























11

















































13

Life is easier for light-skinned Black people than it is for dark-skinned Black
people.
Since the world has become so multicultural, it’s wrong to only focus on Black
issues.
Black children should be taught early that God can protect them from racial hatred.

























14

Sports are the only way for Black kids to get out of the hood.

























15

Black men just want sex.

























16

Black women keep the family strong.

























17

Africans and Caribbean people get along with Black Americans.

























12

No one told me

Mother/Guardia
n
Father/Guardian
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Lots of Times

Where did you hear this?
(Circle all that apply)

A Few Times

How often?

Never

Have your parents/relatives, friends/peers, teachers/professors, other
adults or the media said to you any of the following statements
throughout your lifetime?
Fill in the circle. Do not use an X, checkmark, or slash.

























19

You can’t trust Black people who act too friendly with White people.

























20

"Don't forget who your people are because you may need them someday."

























A Few Times

Lots of Times

Mother/Guardia
n
Father/Guardian

Grandparent

Sibling

Teacher/
Professor

Other Adult

Friend/Peer

Media (TV,
Movies, Internet,
Books)

21

























22

You should learn more about Black history so that you can prevent people from
treating you unfairly.
Black children will learn more if they go to a mostly White school.

























23

You have to work twice as hard as Whites in order to get ahead in this world.

























24

Knowing your African heritage is important for the survival of Black people.

























25

























26

Sometimes you have to correct White people when they make racist statements
about Black people.
You can learn a lot from being around important White people.

























27

Racism is not as bad today as it used to be.

























28

"Train up a child in the way he should go, and he will not turn away from it."

























29

Black people have to work together in order to get ahead

























30

More jobs would be open to African Americans if employers were not racist.

























31

























32

Sometimes you have to make yourself less threatening to make White people
around you comfortable.
Light skinned Blacks think they are better than dark-skinned Black people.

























33

Racism is real, and you have to understand it or it will hurt you.

























34

Good Black men are the backbone of a strong family.

























35

Black women just want money.

























No one told me

When Black people make money, they try to forget they are Black.

Never
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