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Abstract 
 
Education has increasingly become the territory of women, and this shift is 

pronounced in the African American community where women earned well over the 

majority of bachelor degrees at 67% (Cuyjet, 2006; Knapp, Kelly-Reid, & Whitmore, 

2006).  This mixed-methods research examined the relationship of race and gender to 

academic adjustment of first-time-in-college African American students by understanding 

the role of identity formation in college.  Specifically, this research study investigated the 

following question: What are the relative contributions of gender and race toward 

likelihood of academic adjustment of first-time-in-college (FTIC) African Americans? 

To examine the research question: quantitative data were collected through three 

different survey instruments: The Student Adjustment to College Questionnaire (Baker & 

Siryk, 1989; α=.92), the Multidimensional Inventory of Black Identity (Sellers, Smith, 

Shelton, et al., 1997; α=.85), and the Personal Attributes Questionnaire (Spence & 

Helmerich, 1978; α= .82).  Additionally, focus groups and interviews of 3 male and 3 

female first-year students were utilized to generate insight from personal experiences and 

provide a voice to the data. 

Findings indicated that African American freshman students' academic 

adjustment strongly related to their racial identity.  Specifically, the first multiple linear 

regression included the MIBI racial identity scale as the predictor variable, gender and 

high school GPA as covariates, and the SACQ total scale as the dependent variable.  The 

overall model was not significant, F (3, 13) = 2.57, p > .05.  The second multiple linear 
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regression was conducted, with the MIBI racial identity scale as the predictor variables, 

gender and high school GPA as covariates, and the SACQ social adjustment scale as the 

dependent variable (F (3,13) = 3.78, p < .05).  After controlling for the two covariates, 

racial identity significantly predicted college social adjustment.  These results 

demonstrated that students with higher racial identity reported higher overall social 

adjustment as compared to students with low racial identity. 

Qualitative findings indicated African American students in college identify an 

accepted role of challenger to negative stereotypes, people, and perceptions around them 

on campus.  Pressures from society, from persons on campus, and other students only 

strengthened the students’ resolve to stay in school and achieve academic success.  Each 

participant held strong feelings of their gender identity contributing to their overall 

interactions on campus.  They subscribed to “traditional gender roles”; African American 

male students reported feeling a strong sense of being a provider.   Female students stated 

their guiding philosophy of “do it all”; for example success as both mother and career 

woman, served as the chief motivating factor that increased their likelihood achieving 

more academically than males.  They believed they were socialized since early childhood 

to adopt a “double minority” identity which encouraged them to adopt a guiding 

philosophy to work twice as hard as men, resulting in the propensity to become more 

academically successful.  On the other hand, the African American males identified 

success as important; however, they were less likely to describe willingness to openly 

demonstrate academic behaviors in the classroom. 

One’s identity and identity formation strongly influences the ways in which 

individual makes decisions.  Furthermore, racial, social, and gender identity become 
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pivotal persuasive pieces of a student's experiences and can alter their academic life on 

campus.  Additionally, the college environment plays a crucial role in shaping a student's 

identity.  The study's greatest utility is its potential to add to research on African 

American retention in higher education, and to help university leadership and staff when 

shaping educational policy that can influence this vulnerable group, and to the dynamics 

that may impact the persistence rates of African American students’ success in higher 

education. 
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Chapter I 

Introduction 

Background and Statement of Problem 

Equity, equality, access, and power have served as the cornerstones of continuous 

conflict in the United States higher education system.  In 1965, Lyndon B. Johnson spoke 

words of promise at the Commencement of Howard University: 

You do not take a person who, for years, has been hobbled by chains and liberate 

him, bring him up to the starting line of a race and then say, “you are free to 

compete with all the others,” and still justly believe that you have been 

completely fair. Thus it is not enough just to open the gates of opportunity. All 

our citizens must have the ability to walk through those gates… To this end equal 

opportunity is essential, but not enough, not enough.  Men and women of all races 

are born with the same range of abilities.  But ability is not just the product of 

birth. Ability is stretched or stunted by the family that you live with, and the 

neighborhood you live in--by the school you go to and the poverty or the richness 

of your surroundings.  It is the product of a hundred unseen forces playing upon 

the little infant, the child, and finally the man. (June 4, 1965) 

President Johnson’s speech, soon after the passage of the 1964 Civil Rights Act, called 

for richness in experience for all students in college and beyond.  Since the opening of 

the “gates of opportunity” during the late 1960s to the present, college enrollments have 

increased, and many social theorists identify this point in history as the time underserved 

populations such as women, African Americans, Hispanic Americans, disabled students, 

and poor students began to be granted greater access to higher education (Johnson, 1965; 
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Thelin, 2000; Wilson, 1998).  However, greater access did not necessarily translate into 

real educational gains for these minority populations (Adelman, 2007; Engstrom & Tinto, 

2008; Renner, 2003).   For this reason, researchers have analyzed in turn socioeconomic 

status, race, gender, ethnicity, parental involvement, identity and other social, economic, 

and historical elements in an effort to examine the numerous factors that affects the 

likelihood of students’ adjustment and graduation (Braxton, Hirschy, & McClendon, 

2004; Nora, 2004; Pascarella & Terenzini, 2005; Siedman, 2005).  However, there is little 

research that considers the ways in which these constructs and multiple identities 

intersect to contribute to students’ successful progression through college to graduation 

and the multitude of reasons students stall and drop out.   

Framing the Study: Race Gap versus Gender Gap  

In studies of access and equity in graduation rates, one population that has had 

considerable public and scholarly attention is that of African American students.  After 

the outlawing of racial segregation in public institutions in 1954 to the early 1970s, 

African American enrollment in college doubled (Brubacher & Rudy, 2003).  More 

recent reports indicate the representation of African American students in college and 

universities has increased 42.7% between 1993 and 2003 (ACE, 2006).  This data on 

increased enrollment of African American students is both encouraging and distressing, 

for it conceals a troubling trend behind a veil of optimism.  African American males and 

females do not share the same rates of graduation and degree attainment (ACE, 2011).  

Once the territory of men, higher education has increasingly become the territory 

of women.  This shift is pronounced in the African American community where women 

earned well over the majority of bachelor degrees at 67% (Cuyjet, 2006; Knapp, Kelly-
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Reid, & Whitmore, 2006).  What is most troubling about the disparity in African 

American women and men is that African American men have the highest leaving rates 

among college students (Brown, 2000).  

Studying the gender gap in higher education is not a new phenomenon (Thelin, 

2000).  Access to a college degree is no longer the prevailing issue for women in higher 

education; the concern now is the differential experiences of women and men in college 

and their subsequent educational and social outcomes (Jacobs, 1996, p. 177).   

As of 2005, Black women are graduating at a higher rate of 46% compared to Black men 

at 35% (Black Student College Graduate, 2005).  There has been much controversy over 

data that reveal that women are enrolling and graduating at higher rates than men, so 

much so that recent research have declared a crisis for male students  (Gurian & Stevens, 

2005; KewalRamani, Gilbertson, Fox, & Provansnik, 2007; King, 2006).  

What is new is the way in which some researchers have oversimplified the gender 

gap issue, claiming that “gender equity has been achieved” (Sax, 2008, p. 1).  Recent 

research by Linda Sax (2008) notes that there lingers 

oversimplified but popular messages—that gender equity has been achieved, that 

women are an academic success story, and that men are experiencing an 

educational crisis.  There is some truth to each of these messages, but they tend to 

convey the status of women and mean as a zero-sum game.  If one gender is 

succeeding, the other must be failing.  The reality is that both genders face 

obstacles and challenges in their pursuit of higher education, and we need a 

deeper understanding of the nuances and implications of the gender gap in 

college. (p.1) 
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Gender and race are powerful social constructs in which to examine graduation and 

educational attainment.  Examining gender and race separately is crucial; however, 

studying them together facilitates our understanding of educational disparities not only in 

college degree attainment, but in other economic, social, and political aspects of society.  

Intersectionality 

 An intersectionality analysis (Crenshaw, 1989) examines the ways in which 

multiple factors such as race, gender, class, sexuality, age, religion, and culture, among 

others, intersect and interact to influence the social experiences and identities of 

individuals.  Crenshaw (1991) states that focusing “on the intersections of race and 

gender only highlights the need to account for multiple grounds of identity when 

considering how the social world is constructed” (p. 2).  These powerfully complex 

interactions shape relationships directly and manipulate the social location and 

opportunities of a person (in this case a student), and thus must often be studied in 

context and collectively.  Frequently, scholars and policymakers treat these 

characteristics as though they were mutually exclusive, and thus fail to reach an accurate 

understanding of the root of, and solutions to, inequities in education. 

 Intersectionality developed from a Black feminist sociological tradition, the 

brainchild of social legal theorist Crenshaw (1989), to analyze how socio-cultural 

categories of race and gender intersect.  Since its inception over twenty years ago, the 

usage has expanded beyond that of explaining the dichotomous nature of experiences of 

being Black and being a woman.  Sexuality and class have also been included in this 

approach (Brewer, 1993; Rosenblum, 1994).  Intersectionality has now come to be used 
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as a multi-dimensional analytical tool that examines the connections that produce a 

certain social location that experiences different forms of opportunity and oppression. 

First Year Transition  

While gender and race are crucial characteristics that affect graduation rates, 

several other variables also contribute to a student’s persistence to degree completion 

(Figure 1).  

 

Figure 1.  Graphical representation of those parameters that influence student retention 
and progression Source: Eales-Reynolds, 2006. 

 

One key social variable that is often overlooked is the nature of the college 

transition from high school.  Students’ vulnerability is highest in the first year of college 

with research demonstrating this first transition as a major obstacle to overcome 
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(Deberard, Spielmans, & Julka, 2004; Gardner & Jewler, 2005).  Many researchers have 

asserted that the number of students who drop out of college within their first and second 

years has reached alarmingly high levels (Conklin, 2005; Daniel, 2001).  Out of those 

freshman who enter college, less than half make it to their sophomore year (McCarthy & 

Kuh, 2006); out of those who make it to their sophomore year, fewer students still, 

roughly 20%, make it to be seniors, and then roughly 45% of the remaining actually 

graduate (Capaldi, Lombardi, & Yellen, 2006; Raley, 2007). 

Purpose of Study 

The purpose of this mixed-methods research is to examine the effects of race and 

gender on academic adjustment of first-time-in-college African American students by 

understanding the role of identity formation in college.  One’s identity and the formation 

of that identity are strong influences on the way an individual makes decisions.  Racial, 

social, and gender identity become pivotal persuasive pieces of a student’s identity and 

can alter their academic life on campus.  The college environment plays a crucial role in 

shaping a student’s identity.  There is a substantial need for university leadership and 

staff to recognize and understand all the circumstances and dynamics that may impact the 

persistence rates of African American students in higher education (Fowler, 2004).  

Research Question/Focus of Inquiry 

This research study investigates the following question: 

What are the relative contributions of gender and race toward likelihood of 

academic adjustment of first-time-in-college (FTIC) African Americans?  
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Study Definitions 

Academic Adjustment: Overall feeling of being acclimated to the college 

environment.  This study empirically defines academic adjustment-using the Student 

Adjustment College Questionnaire (Baker & Siryk, 1989). 

African American, Black, and Black(s)1: the present terms used to identify 

African American people and the study’s targeted subjects.  Black student: a member of 

the African American race, not including other people of color (IPEDS, 2011). 2

 First-time student (undergraduate): A student with no prior postsecondary 

experience attending any institution for the first time at the undergraduate level.  Includes 

students enrolled in academic or occupational programs.  Also includes students enrolled 

in the fall term who attended college for the first time in the prior summer term, as well 

 

According to United States Office Management and Budgets, “Black or African 

American” refers to a person having origins in any of the Black racial groups of Africa.  

The Black racial category includes people who marked the “Black, African Am., or 

Negro” checkbox.  It also includes respondents who reported entries such as African 

American; Sub-Saharan African entries, such as Kenyan and Nigerian; and Afro-

Caribbean entries, such as Haitian and Jamaican” (US Census, 2010, p.2).  Since this 

term includes persons from different historical, religious, and political backgrounds, for 

the purposes of the current study it must be noted that the researcher is not making any 

assumptions that all African American students at Urban University share a common 

experience, unless they attest and self-identify themselves as so.  

                                                 
1 While used interchangeably in this dissertation, the researcher recognizes that Black and African American are not 
synonymous.  
2 According the  University’s Institutional Research-UU does not distinguish the different descents of Black, 
Caribbean born, African, African American in data reporting. 
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as students who entered with advanced standing (college credits earned before graduation 

from high school) (IPEDS, 2012). 

Identity: Identity is the individual’s psychological relationship to particular social 

category systems.  “In psychological terms, identity formation employs a process of 

simultaneous reflection and observation, a process taking place on all levels of mental 

functioning, by which the individual judges himself in the light of what he perceives to be 

the way in which others judge him in comparison to themselves and to a typology 

significant to them; while he judges their way of judging him in the light of how he 

perceives himself in comparison to them and to types that have become relevant to 

him”(Erikson, 1965, p. 22).  Esterberg simply posited: “identity [ies] are not something 

deep down inside the individual but are located in the interaction between the individual 

and society. Identities, thus, are always in process” (Esterberg, 1997, p. 14 – 15).  For this 

study purposes Esterberg’s (1997) more contemporary definition and Erikson’s (1965) 

tradition definition of identity will be used. 

Intersectionality: Our experiences of race, class, gender, sexuality, and 

nationality intersect to produce a social location that is equal to more than the sum of its 

parts.  Any individual within the social order experiences different forms of privilege and 

subordination, depending on their race, class, gender, sexuality, and nationality.  Because 

each of these constructs is hierarchical, intersecting forms of domination produce both 

oppression and opportunity (Welland, 2009). 

Gender: “the learned and socially evaluated behaviors and attitudes people 

associate with the word ‘feminine’ and ‘masculine’” (Bate & Taylor, 1990, p. 3).  This 
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term is contrasted with the biological term sex which refers to “the two categories of 

physical features that distinguish men form women” (Bate & Taylor, 1990, p.3). 

Gender socialization: the process by which people learn to behave in a certain 

way, as dictated by societal beliefs, values, attitudes and examples.  In this 

conceptualization, gender is not a characteristic of individuals but of societies (Connell, 

1996).  

Minority: race/ethnic description that includes people who are identified as Black, 

non-Hispanic, Hispanic, Asian or Pacific Islander, and American Indian/Alaskan Native 

(IPEDS, 2003). 

Persistence: the individual motivation of a student to stay in school until 

graduation (Berger & Lyon, 2005). 

Retain/retention: the ability of an institution to keep a student enrolling from 

semester to semester (Berger & Lyon, 2005).  

Significance of Study 

The Intellectual Merit of Study.  This researched  provided a comprehensive 

look at the experiences of first-year urban African-American students, as well as the 

psycho-social identity construction processes that may contributed to their academic 

achievement.  This aim was accomplished by using in-depth interviews with the first-

year students, coupled with statistical analysis.  Lastly, the researcher integrated 

critical race theory, intersectionality analysis, and sociological frameworks into 

existing critical qualitative methodological approaches to compare the academic 

outcomes, coping processes, and social-psychological experiences of minority first-

year college students. 
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Broader Impacts of Research Findings.  Contributions to research and 

analysis about African-American retention and enrollment characteristics in higher 

education is invaluable when shaping educational policy that can influence this 

vulnerable group.  This research informs educational researchers and university 

leaders on existing research and theories for African American students in higher 

education.  The study's greatest utility is its potential to help inform debates about the 

intersection of student persistence, socialization, and social growth to develop new 

ways to address first-year students’ academic and socialization issues. Information 

generated from this study provides further insight into retention programs in order to 

demonstrate the performance status of retention programs.  This interdisciplinary 

work provides useful information about how to help minority populations in their 

struggle to attain a college degree, and the social relations embedded in their efforts.  

Brief Overview of Study 

The study begins with a review of the scholarly literature.  First, seminal 

conceptual frameworks are identified, then a chronological review of the academic 

adjustment and retention studies, and empirical work.  The discussion concludes with 

the relationship between academic adjustment, gender, and race.  Then the study uses 

a multiple regression analysis followed by a critical qualitative inquiry analysis to 

ascertain the multi-dimensions that gender and race converge to affect college 

adjustment.  Finally, the study presents recommendations and implications of the 

research and suggests some areas for future research on retention and academic 

adjustment. 



 

Chapter II 

Review of Relevant Literature 

The current study’s focus captures the nuances of identity and its influence on 

FTIC African American students.  Moreover, this study seeks to examine the intersection 

and effects of gender identity and racial identity on students’ adjustment and acclimation 

to college.  A large body of literature has been written about African American students 

in higher education. College adjustment and retention studies have focused on persistence 

of the student, his or her self-efficacy, and minority students’ academic performance 

compared to the majority population (Bandura, 1997; Tinto, 1993).  Because this research 

is centered on issues that affect a student psychologically and socially, theoretical and 

empirical literature inside and outside the realm of higher education is examined. 

 

Figure 2.  Framework for Literature Reviewed 

Three bodies of literature were consulted to frame the review of literature (Figure 

2).   With this framework I suggest that the college acclimation of African American 

freshman students is mediated by their racial identity and gender identity.  Moreover, 
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gender identity and racial socialization may help explain the within-group differences in 

academic and social adjustment among African American female and male students.  

This chapter begins with identity, psychosocial, sociological and gender identity models, 

and then moves on to theoretical frameworks that influence college adjustment and 

academic attainment.  Next, literatures on empirical evidence on racial identity, gender, 

and college adjustment are presented.  Finally a summary of the literature review is 

provided. 

Theoretical Frameworks and Models 

Foundational Models of College Adjustment and Departure.  Historically, 

student acclimation to the college environment was thought to hinge on the student’s 

academic ability and personal intrinsic motivation (Tinto, 1975, 2006).  In the 1970s, 

Tinto's (1975) seminal work on student retention, Leaving College, were the first to lay 

out a detailed longitudinal model that made explicit connections between the academic 

and social interactions of the educational institution and the student.  Before Tinto, most 

of the retention research analyzed various student characteristics and variables; however, 

a common linkage to tie all the independent variables together had not been established 

(Stage, 1988; Tinto, 1975).  His research, along with other pivotal studies (discussed in 

turn below) ushered in a time in research history that Tinto later called “the age of 

involvement,” where empirical studies and theory-making centered on student 

engagement and student involvement outcomes (Tinto, 2005).  

Tinto (1993) developed a Model of Institutional Departure that posits that a 

student’s positive integration of the social and academic component of college serves to 

support the student’s commitment to stay in school.  According to the model, with other 
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factors being equal, the lower the degree of a student's social and intellectual integration 

into the academic and social communities of the university, the greater the likelihood of 

the student dropping out (see Appendix A).  So to increase retention of first-year 

students, universities should concentrate their efforts on six key components: students’ 

pre-entry attributes, goals/commitments, institutional experiences, integration, re-

evaluation, and outcomes (Tinto, 1993).  

Cabrera, Nora, and Castaneda (2003) noted that though Tinto’s model were 

fundamental and innovative, a major gap in his theory is the role of other external factors 

like campus interactions and faculty in shaping perceptions, commitments, and 

preferences of students.  Extending Tinto’s theory, Astin (1977, 1993) determined that 

the persistence or retention rate of students is greatly affected by the level and quality of 

their interactions with peers as well as faculty and staff (see Appendix A).  In his 

“involvement theory,” Astin suggested that “certain variables influence student 

persistence, notably various forms of financial aid” and that “students learn by becoming 

involved” in college-sponsored activities (Metz, 2002, p. 5).  What Astin’s model did was 

add deeper institutional interactions that affect college experience.  

Tinto’s model had other criticisms from researchers like Bean (1980) that 

believed Tinto and Astin’s work needed to be expanded “to integrate academic variables, 

student intent, goals, expectations, and external and internal environmental factors into a 

revised model of persistence” (Metz, 2002, p. 8).  Bean criticized Tinto for not citing 

“similarities between leaving the world of work and leaving college” (Metz, 2002, p. 8), 

suggesting that the reasons might be similar between the two. Bringing new insight into 
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the field, Bean (1980) created his Causal Model of student attrition (Ishitani & 

DesJardins, 2002, pp. 6-7):   

(1) routinization (the idea that student life becomes routine); 

(2) instrumental communication (how well an institution distributes information 

about student life);  

(3) participation in classroom decisions;  

(4) integration; and  

(5) distributive justice (whether rewards are consistent with effort expended)    

Cabrera, Castaneda, Nora, and Hengstler (1992) suggested that there is considerable 

overlap between Tinto and Bean’s theory, and that the constructs presented in both 

theories are the basis for most of the work in the retention field.  Though all the models in 

the age of involvement were pivotal in expanding the knowledge base and consciousness 

of school integration and student retention, one criticism of “involvement” models is that 

they fail to help explain the complexity of retention efforts of all students (Evans, Forney, 

Guido, Renn, & Patton, 2010; Nuss, 2003).  Contemporary models added deeper levels of 

social and psychosocial variables, and identity constructions to account for and help 

enlighten why students stay in college, succeed academically, or fail and drop out (Evans, 

Forney, Guido, Renn, & Patton, 2010). 

Identity Influences Behavior and College Adjustment 

 Success in the college environment involves more than just academics.  In order 

to craft a perspective on the intersections of race and gender for FTIC students and their 

success, identity and identity formation must be examined.  Identity is created and 

negotiated through an individual’s psychological relationship to his or her multiple social 
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identities.  Gender, race, ethnicity, and class are social constructions that are defined by a 

person’s current environment and socio-historical context.  

A student in late adolescence must adapt psychosocially to a diverse range of new 

relationships, places, and social networks.  “Incoming first-year students are expected to 

be academically and developmentally prepared to handle the responsibilities associated 

with autonomy.  For individuals not developmentally prepared to conduct their lives 

independently, these responsibilities can contribute to a disorienting vacuum of 

expectation” (Boyd, Hunt, Kendall, & Lucas, 2003, p. 3). To provide a deeper 

understanding of college preparedness is to relate a student’s identity development to 

their academics (Boyd, Hunt, Kendall, & Lucas, 2003).  Shaped by intricate social 

influences of family, history, politics, and an individual’s personality, identity is complex 

(Rankin, 2005; Tatum 1997).  Once an understanding of a student’s personal and social 

identity is developed, then a better grasp of how this transformation influences a student’s 

academic identity can be established.  

Prominent Pioneers of Identity Development Theory.  Just as a scientist looks 

to Einstein and Newton to begin to understand the basic building blocks of the universe 

so does a study on identity look to Erikson to begin research the ways identity affects 

behavior.  Erikson were a pioneer in the study of identity development whose theory on 

identity shaped student affairs research for the next 25 years (Evans, Forney, Guido, 

Renn, & Patton, 2010).  Many other theories of identity development are based on 

Erikson’s themes (Chickering & Reisser, 1993; Josselson, 1978; Marcia, 1966).  

Erikson (1965) defined identity formation in the following way: 
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In psychological terms, identity formation employs a process of simultaneous 

reflection and observation, a process taking place on all levels of mental 

functioning, by which the individual judges himself in the light of what he 

perceives to be the way in which others judge him in comparison to themselves 

and to a typology significant to them; while he judges their way of judging him in 

the light of how he perceives himself in comparison to them and to types that 

have become relevant to him.  This process is, luckily, and necessarily, for the 

most part unconscious except where inner conditions and outer circumstances 

combine to aggravate a painful, or elated, identity-consciousness. (p. 22) 

Erikson, along with other psychosocial theorists, sought to explain identity 

development in stages and maturity levels based on actions, thinking, and values of 

oneself and in relation to others (Evans, Forney, Guido, Renn, & Patton, 2010).  

Erikson’s Identity Development Theory (1959, 1980, 1963, and 1968) placed an 

individual in historical and social context across the life span (see Appendix E).  This 

theory was defined by stages that are governed by crisis or “turning points” that must be 

negotiated within self and with one’s environment (Erikson, 1968).  It is only through 

self-exploration of the many spheres of one’s social location that an individual solidifies 

an identity.  

Stage 5 Identity v Role Confusion and Stage 6 Intimacy v Isolation (see Appendix 

E), which are salient for this discussion, depict the transition from childhood to emerging 

adulthood.  These stages are the result of an individual’s reconciling his or her outside 

world with the inner development of self and purpose and constitute the pivotal process 

for the traditional aged college student (Pascarella & Terenzini, 2005).  The nature of the 
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ego development in these two stages has been a springboard for other pivotal identity 

theories (Josselson, 1978, 1991; Marcia, 1966, 1993).  

Although Erikson’s stages were highly descriptive, they lacked the necessary 

operational definitions to be empirically examined (Marcia, 1966).  Marcia was the first 

theorist to operationalize identity development into an empirical study based on Erikson’s 

model (Archer & Waterman, 1983).   Marcia (1993) theorized that identity should be 

examined phenemologically, structurally, and behaviorally.  Marcia’s model included 

four stages; unlike Erikson’s hierarchal model, Marcia’s model were fluid, allowing for 

movement through the statuses.  The four statuses are foreclosure, moratorium, identity 

achievement, and diffusion (Marcia, 1966, 1980).  

Marcia used crisis and resolving crisis as ways to identity diffusion (Pascarella & 

Terenzini, 2005).  Marcia (1980) defined crisis “in terms of the presence or absence of a 

decision-making period” (p. 161).  According to Marcia, individuals can go through the 

process throughout their whole lives.  For example, when they achieve a goal such as 

graduating high school, then going to college provides more identity exploration and 

crisis, then more searching throughout the college experience (e.g., choosing a major, 

friends and other interactions). 

 Also influenced by Erikson’s identity theory, Chickering (1969, 1993) posited his 

seven vectors of psychosocial growth that outline college students’ development. 

Chickering expanded on Erikson’s theme by stressing the importance of college 

environment on student’s behavior and outcome.  

1. Developing Competence. 

2. Managing Emotions. 
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3. Moving Through Autonomy Toward Interdependence. 

4. Developing Mature Interpersonal Relationships. 

5. Establishing Identity. 

6. Developing Purpose. 

7. Developing Integrity. 

Chickering’s vector on developing identity is particularly salient for the present 

discussion as his model considers the multiple ways in which students establish identity, 

for example, from dependence to independence or from cultural confusion to cultural 

clarity.  Chickering’s ideas center on the reciprocal way the college environment impacts 

the individual and the individual impacts the environment.  Precollege characteristics, the 

structure and organization of the school, and interactions between students, faculty, and 

staff are crucial factors that affect student identity development (Pascarella, 1985).  Many 

contemporary researchers support Chickering’s theory that college environments contain 

positive and negative experiences that trigger self-examination of identity (Foubert, 

Nixon, Sisson, & Barnes, 2005; Martin, 2000; Waterman, 1993).  

Psychosocial theories like those posited by Erikson, Chickering, and Marcia are 

helpful in understanding the concerns and problems facing students at various points in 

their lives.  Indeed, these theories help researchers in explaining certain behaviors and 

actions that students exhibit in their first year of college.  For the current study, the use of 

such theories as a historical foundation makes sense; like other students adjusting to the 

college environment, African American students experience the same issues other 

students do such as establishing identity, adjusting to new environment, and diffusing 

crises. 
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The models of Erikson, Marcia, and Chickering are appropriate to use when 

studying student retention; however, their use alone is only a starting point for research 

on FTIC African American students (Pope, 2000).  In studying the relationship of 

psychosocial identities to racial identity, Pope (2000) cautions researchers and student 

affairs officials “not [to] make assumptions about the students’ level of psychosocial 

development without first considering their racial identity and how they perceive 

themselves as racial beings” (p. 310).  Other researchers have speculated that racial 

identity development is more foregrounded in a student of color’s identity development 

and that identity development may be deferred or on hold until racial identity is 

developed (Evans, 1995). 

African American Culture and Racial Identity Development.  Many theories 

have been proposed to explain the role of racial identity in an individual’s self-concept 

and self-esteem (Cross, 1971; Helms, 1990; Phinney, 1990).  Although there exists a 

dearth of literature on race and racial identity, this portion of the review focuses on four 

major themes that repeatedly emerge from the literature and their application to higher 

education and freshman transition.  These themes are racial identity theory/development, 

racial identity as it relates to self-esteem, racial identity correlation to racial socialization, 

and racial identity’s influence on college adjustment.  

Racial Identity Defined.  Racial identity is defined as “a sense of group or 

collective identity based on one’s perception that he or she shares common racial heritage 

with a particular group” (Helms, 1993, p.3).  Racial identity has been described as an 

individual and collective social construct (Hernandez-Sheets, 1999), as a group 

membership status, and the way one identifies with a particular racial group (Bernal & 
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Knight, 1993; Phinney, 1990).  Though researchers, psychologists, and many academic 

practitioners use ethnic identity and racial identity interchangeably (Helms & Talleyrand, 

1997), these concepts are not completely synonymous. Racial identity shares similar 

characteristics of ethnic identity as a social construct (Phinney, 1990).  To separate the 

two identities more specifically, ethnic identity can refer to a range of personal 

characteristics and is grounded in more of a tradition.  Cokley (2007) defines ethnic 

identity as “nationality, ancestry, religion, language, culture, and history to which 

personal and social meanings of group identity are usually attached” (p. 518).  Racial 

identity has historically been based on physical characteristics (Carson, 2009).  For the 

purposes of this study and review, this distinction in definition is conceptually and 

empirically salient.  

Foundational Theories on Racial/Ethnic Identity 

African American racial identity has been one of the most researched subjects as 

it relates to psychosocial experiences and attitudes (Clark & Clark, 1947; Cokley, 2002; 

Cross, 1991; Scott, 2003).  Since the early 1940s, researchers proposed theories and 

models to explain the complex phenomena of identity (Clark & Clark, 1947).  Based on 

Erickson’s (1964, 1968) ego identity model, Phinney’s (1990) developmental Model of 

Ethnic Identity Development sought to examine the commonalities that existed across 

ethnic groups (Evans, Forney, Guido, Renn, and Patton, 2010).  This model is made up of 

three stages: diffused/foreclosed, moratorium, and achieved identity.  

Phinney’s (1989) model has a linear progression through which a person with an 

ethnic background progress from one state to the next.   The first stage, diffused, states an 

individual has not performed self-examination of their ethnic status.  The second stage, 
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moratorium, happens when an individual has begun a self- exploration into what ethnic 

group membership means.  The third stage, achievement, is defined by the completion of 

the self-exploration into ethnic membership and has a clear conceptualization of its 

meaning in a person’s own life (Phinney, 1989).  Although Phinney’s model is useful in 

“outlining threats to ethnic self-concept,” the model fails to engage in a critical discussion 

of the positive effects of cultural immersion (Chávez & Guido-DiBrito, 1999, p. 43). 

With a more positive tone of cultural transmission than Phinney’s model, the 

Cross Model of Nigrescence (1971, 1991) became the most well-known and the most 

used model for African American development (Chávez & Guido-DiBrito, 1999; Evans, 

Forney, Guido, Renn, & Patton, 2010).  It is defined by a five-stage process of an 

individual’s becoming Black.  In the first stage, pre-encounter, race is not the central role 

in individuals’ lives, and other social interactions (religion or gender) are more important. 

The second stage, encounter, is defined by the situations or encounters that challenge 

individuals’ points of view about not only themselves, but also how they feel about Black 

people’s place in society.  Immersion-emersion, the third stage, happens when individuals 

are more self-aware of their own Blackness and distance themselves from the white 

culture.  In the fourth stage, Internalization, individuals are able to balance the “new” 

views and “old” views (Cross, 1971).  The final stage of internalization-commitment is 

realized when individuals are able to not only activists for their own African American 

culture, but also for injustices in society as a whole.  Researchers recognize “the 

historical importance of the Nigrescence theory in conceptualizing the development of 

African American racial identity from a pathology to a positive affirmation of oneself” 

(Rowley & Sellers, 1998, p. 148).  At the time, Cross’s model of measure of racial 
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identity were more fluid and progressively more complex in its thought processes than 

other racial identity models. 

Perhaps the most serious disadvantage to Cross’s Model of Nigrescence is in its 

basic premise which holds that Black persons are racially unaware of their own and the 

race of others (Chávez & Guido-DiBrito, 1999).  Additionally, critics of this model point 

to the particularly linear way Cross defines identity development (Stokes, Murray, 

Chavez, Peacock, 1998).  To account for the more multidimensional and 

culturally/context situated development, contemporary researchers have posited the need 

for a new model that is more comprehensive in this regard (Caldwell, Zimmerman, 

Bernat, Sellers, & Notaro, 2002).  

Thematically opposite of Cross’s Model is Sellers’ Multidimensional Model of 

Racial Identity (MMRI) (Sellers, 1993; Sellers et al, 1997; 1998a; 1998b).  It is a 

comprehensive endeavor to reconcile and combine African American identity models that 

focus on common psychological factors (Phinney, 1992) and identity models that are 

based on historical and cultural concepts of African American Identity (Cross, 1971, 

1991).  Sellers identified African American racial identity as “the significance and 

qualitative meaning that individuals attribute to their membership within the Black racial 

group” (Sellers Smith, Shelton, Rowley, & Chavous, 1998, p. 19).  The Multidimensional 

Model of Racial Identity has four assumptions: 1) Racial identity is dynamic and 

influenced by situations in an individual’s life, and at the same time has a constant 

component. 2) Individuals have multiple identities (e.g., class and gender) that are 

hierarchically ordered.  For example, an African American woman can define race and 

gender to be an important aspect of her conceptualization of herself, whereas another 
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African woman may not define gender as important to what it means to be Black. 3) 

Using a phenomenological approach, self-perception is central and the most valid 

indicator of identity.  4) Unlike stage models, the MMRI is concerned with the status of 

an individual's racial identity at a given point in time as opposed to its development. 

After setting the foundation of their theory, Sellers et al posit four dimensions of 

the MMRI model (see Figures 3 and 4). Dimension 1, racial salience, is the degree to 

which a person’s race is part of their own self-concept at any given time or situation. 

Dimension 2, centrality, is the degree to which a person’s race defines his or hers 

identity.  Dimension 3, racial regard, is defined as the positive or negative associations 

or feelings a person has about his or her own race in public and private settings. 

Dimension 4, racial ideology, is defined by the individual’s philosophy, values, and 

opinions on the way members of the race should act (Sellers et al, 1998).  

 

Figure 3.  Sellers et al (1998) Schematic representation of the multidimensional model of 
racial identity (p.24). 
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Figure 4.  Sellers et al (1998) visual representation of the influence of racial identity on 
behavior (p. 29) 
 

Sellers’ racial identity in a college setting takes into account the behavior changes and 

identity changes based on a given point in time, and that there are multiple dimensions to 

racial identity. This study is greatly informed by Sellers’ model over other racial identity 

models as the MMRI uses a multidimensional approach to understand racial identity, 

which aligns with the underlying concepts of this study (Figure 4 and see discussion in 

Chapter 3).  

A More Comprehensive Lens-Critical Race Theory (CRT)  

 One major theoretical issue that has dominated the field for many years since 

Sellers’ development of the MMRI is the multidimensionality of identity and the effect of 

oppressional influences on shaping one’s identity and self-concept.  Critical Race Theory 

(CRT) examines the oppressional injustices and white privilege rooted in prevailing 

conceptions and practices of gender, sexuality, racialization and racism, nationalism, and 

other topics.  Critical theories and frameworks are defined by human justice themes that 

are concerned with empowering individuals to overcome oppressional boundaries, social 

institutions, and social boundaries (Creswell, 2007; Fay, 1987).  This highly 

interdisciplinary framework critiques the deficit theorizing that does not include the 

voices of those persons who historically have been oppressed politically, culturally, and 
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legally (Yosso, 2005).  CRT aims to examine “structural and cultural aspects of education 

that maintain subordinate and dominated racial positions in and out of the classroom’’ 

(Solórzano & Yosso, 2002, p. 25). 

 Grounded in the legal discipline in the 1970s, CRT was the result of legal scholars 

trying to find a connection and thematic space between critical theory and race 

(Crenshaw, 2002; Hills Collins, 1986).  Tara Yosso (2005) provides a useful visual 

representation of the intellectual roots that CRT draws from (Figure 5 below). 

 

Figure 5.  Visual representation of the intellectual roots of CRT 

Since the 1980s, the scholarship of CRT expanded beyond its civil rights 

legislation base on the premise that there was a necessity to move beyond the 

Black/White paradigm (Yosso, 2005).  Oppression is not owned by any one minority. 

From this base, CRT branched into other critical works and disciplines.   

Tenets of Critical Race Theory  

CRT did not emerge in the field of educational studies until 1994 (Ladson-

Billings & Tate, 1995).  Critical theorist Daniel Solózarono (1997, 1998) offered five 

basic tenets of Critical Race Theory: 1) The intercentricity of race and racism: Critical 

race theory recognizes the interconnectedness of layers of oppression based on class, 

gender, and sexuality (Crenshaw 1989); 2) Challenging current dominant ideology: CRT 
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seeks to shine a spotlight on the deficit and neutral approaches that perpetuate the status 

quo of white privilege (Ladson-Billings, 2000); 3) The commitment to social justice: 

CRT is inherently a theory of social justice that seeks to eradicate institutional 

inequalities; 4) The centrality of experiential knowledge: Narratives of the people who 

are subordinated is central to CRT as their stories are necessary to understanding 

oppressions; and 5) The utilization of interdisciplinary approaches: CRT scholarship 

draws from multiple disciplines. 

CRT and Higher Education 

The disparity in education across racial, class, and gender lines continues to be 

disturbing and pronounced.  As such, education is complex.  Education is steeped in 

historical, political, cultural, social and psychological intersections on multiple 

dimensions. “Critical race theory in education challenges the traditional claims of the 

educational system and its institutions to objectivity, meritocracy, color and gender 

blindness, race and gender neutrality, and equal opportunity” (Solózorano, 1998, p. 122). 

CRT uses methodologies that include narrative analysis and lived experiences with the 

purpose of understanding the role of racial identity in education and other institutional 

aspects of life (Delgado & Stefancic, 2001; Solórzano & Yosso, 2001).  CRT is a useful 

theoretical framework for an examination of the current study of disparities in academic 

attainment between African American males and females, as well as providing the 

context for methodological use of intersectionality to study the differences within this 

racial group.  Intersectionality as a theoretical framework influences the methodology for 

this research in the sense that it helped the identification and exploration of the presence 

of interlocking social and psycho social factors that define the uniqueness of each 
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student’s experience demonstrating commonalities between male and female students, 

while at the same time recognizing the multiple complex levels of oppression and 

privilege (Jehangir, 2008). 

Gender Identity Development  

Critical Race Theory and Intersectionality highlight the need to view gender as a 

crucial factor in identity and the social boundaries of institutions: 

Along with age, gender is and probably always has been the most salient marker 

of human beings in virtually all societies.  Gender appears to permeate all aspects 

of sociocultural, as well as individual, intrapsychic life.  (Chafetz, 1990, pp. 12-

13) 

Gender identity refers to the degree to which an individual encompasses and exhibits 

gender-specific, attitudes, and values associated with that gender and one’s sense of 

belonging (Spence & Sawin, 1985).  Gender identity is a social construction, whereas sex 

is determined by biological characteristics of a male or female.   

Ruthellen Josselson’s (1978, 1991) pioneering theory sought to understand 

identity development of women and the forces that facilitated formation of women’s 

identity.  Building on Marcia’s earlier work, Josselson’s longitudinal qualitative study 

sought to construct a theory on “the internal and developmental roots of identity 

formation in woman” (Josselson, 1987, p. 33).  Josselson interviewed college women to 

ascertain how identity formed specifically for women and how differences in identity 

development could be explained (Josselson, 1987).  In speaking about women’s lived 

experiences, Josselson (1996) posited that “I am a woman, but my identity as a woman is 

my unique way of being a woman in the culture in which I live” (p.30).  Josselson 
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concluded that women consistently were situated across the four types of identity status 

and that women’s identity status at the end of college played a pivotal role in a woman’s 

identity throughout early adulthood and beyond.  Her research provides evidence of the 

crucial role of identity development not only in college but also in shaping life pathways 

and major decisions made in a women’s life.  

Similar to Josselson’s theory, Bem’s Gender Schema Theory (1983) is an attempt 

to consolidate the social and cognitive theories of gender development.  Rejecting an 

anatomical definition of gender identification, Bem sought to examine the “learned 

phenomenon” of gender construction (1983, pp. 117-118).  There are three key findings 

of Bem’s gender schematics: 1) Society plays the largest role in defining “maleness” and 

“femaleness” (p. 603); 2) Environmentally based idea of male and female schematics is a 

“constructive process” (p. 604); and 3) Self-identification and concept are tied to the 

environmentally based, status quo set of ideals on gender.  Evans, Forney, Guido, Renn, 

and Patton (2010) relate Bem’s theory to college adjustment:  

Students whose gender schemas lead them sex-typed academic and cocurricular 

activities may be more likely to have those schemas reinforced; students who 

operate outside gender schemas are more likely to move a less clearly defined 

masculine and feminine view. (p. 341) 

Bem’s theory is helpful in situating college experiences in a gendered identity context 

that highlights the ways in which gender role and gender socialization can impacts 

academic and other social experiences. 
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Empirical Evidence on Identity, Gender and Acclimating to College Environment 

Racial Identity influence on College Adjustment and Academic Attainment.   

Building from the psychosocial identity frameworks of Chickering and Erikson, 

researchers in the last thirty years have begun to examine the various ways in which 

racial identity is incorporated in one’s self-concept (Cross & Fhagan-Smith, 2001; 

Ferdman & Gallagos, 2001; Helms, 1995).  Research on racial identity and its effects on 

college students’ adjustment, academic perseverance, and retention has revealed the 

importance of students’ identification with a racial group and acclimation into the college 

environment which increases their retention in college (Murguia, Padilla, & Pavel, 1991; 

Wilson & Constantine, 1999).  A student’s racial identity plays a vital part in developing 

a sense of belonging.  Much of the research on African Americans has focused students’ 

integration at predominantly White institutions (PWI) and comparison to their majority 

counterparts (Brown, 2003; Smith, Allen, Danley, 2007; Steele, 1995). 

Stereotype, Perceptions, at PWIs 

One early study that literally portrayed in pictorial form what African Americans 

students felt on a PWI campus was conducted in 1998.  Douglas’ qualitative study 

examined African American freshman students’ perceptions of campus climate at a 

primarily white institution (PWI) and examined the factors that influenced their 

perceptions.  Using a camera, Douglas had ten freshman students take pictures of scenes 

on campus that were illustrative of their perceptions.  Then in groups the participants 

discussed campus climate.  One of the themes that emerged was participants' 

consciousness of being Black on campus and the prevalence of voluntary racial ethnic 

separation.  Other themes that emerged were the size and physical attractiveness of the 
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campus and the influence of Greek life.  Race and racial awareness in relation to the 

faculty, campus, and other students were a main conclusion from this study.  Though an 

older study, qualitative studies like this one enhance the study of freshman African 

Americans by providing accounts of their lived experiences of their awareness of their on 

racial identity.  

Qualitative research on African American freshman experiences and campus 

perception lapsed for a few years but was picked up again as a research agenda in mid 

2000s.  Since the 1990s, researchers have conducted several studies that highlight 

specific ways in which African American students are perceived on campus.  Much of 

this research has shown the negative views others persons on campus hold about African 

American students, such as lack of intellectual ability (Carter & Cook, 1992; Sue & Sue, 

2003).  

One such research that stands out as the leader of perception and stereotype 

research is that of Steele’s (1997) pivotal, A threat in the air: How stereotypes shape 

intellectual identity and performance.  Defined by Steele (1997), stereotype threat is a:  

Situational threat-a threat in the air-that, in general for, can affect the members of 

any group about whom a negative stereotype exists, where bad stereotypes about 

these groups apply, members of these groups can fear being reduced to that 

stereotype.  And for those who identify with the domain to which the stereotype is 

relevant, this predicament can be self-threatening. (614) 

Steele and Aronson’s 1995 study randomly assigned 114 African American and Anglo 

undergraduate students from a prominent university to three test groups.  Each group was 

told their ability were measured, not measured, and not measured but task is difficult. 
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African American students performed lower than the Anglo student on all measurements 

and believed the test was racially biased in favor of the Anglo students.  This was one of 

four quantitative experiments that Steele and his team performed; each part of the study 

had similar findings.  When asked to perform task, the African American groups made 

fewer guesses based on self-doubt and felt threatened by how they were perceived.  

Though Steele acknowledges that the reaction to stereotype threat varies from 

person to person, if the a student internalizes and assigns some validity to the stereotype, 

then this validity will lead to a vulnerability in the student’s psyche and by association 

academic performance.  Since Steele’s pioneering study, other researchers have 

concluded similar findings associated with perception, stereotypes, and achievement 

(Cohen & Garcia, 2005; Marx & Goff, 2005; Smith, Hopkins, 2004).  

Extending the research stream on how perceptions on campus affects academic 

behavior, Chavous, Harris, Rivas, Helaire, and Green (2004) examined the connections 

between gender and academic self-concept with stereotype expectations.  Focusing on 

African Americans at a PWI and a Historically Black College (HBC), the researchers 

defined stereotype expectations as the biased situations and perceptions that students 

encounter in the classroom.  The sample size of 143 students consisted of participants 

who were in their sophomore year.  Researchers performed a hierarchical regression 

analysis to test the predictive ability of their model.  Findings indicated that students’ 

majors were related to stereotype expectations, as well as to their academic capability. 

One major finding supported gender and institutional interactions in the relationships 

between stereotype expectations and academic outcomes.  Chavous, Harris, Rivas, 

Helaire, and Green’s study highlighted the need to examine issues of race and gender in 
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the academic experiences of African Americans, as well as how ideas, bias, and 

stereotypes of others intersect to govern student behaviors.  

To ascertain if African American students experience different perceptions based 

on campus climate Nasim, Roberts, Hamell, and Young (2005) performed a longitudinal 

quantitative study investigating the impact of racial identity on academic achievement at 

a PWI and a Historically Black College and University (HBCU).  Using the same survey 

instrument (MIBI) as the current study and the Non-Cognitive Questionnaire-Revised 

(NCQ-R), which assesses academic achievement to sample size of 250 African American 

students.  The findings showed that students enrolled at the PWI experienced higher 

levels of oppressed minority status (as measured by the Multidimensional Inventory of 

Black Identity; Sellers, Rowley, Tabbye, Shelton, & Smith, 1997 as cited by Nasim et al., 

2005).  

Using Cross Model of Racial Identity, Awad (2007) examined the influence of 

racial identity and other self-esteem variables’ ability to predict academic attainment. 

Awad defined academic outcomes by using grade point average and verbal standardized 

test scores.  With a sample size of 313 African American students, Awad used the Cross 

Model of Racial identity and other self-esteem measures.  To test the study’s hypotheses, 

the researchers conducted two separate hierarchical multiple regression models.  The 

results indicated that academic self-concept significantly predicted students’ GPA but not 

their test scores.  Furthermore, racial identity did not predict either grades or test 

performance.  The students’ age was found to be the strongest predictor.  This finding is 

key for the current discussion because it highlights the necessity of study age, specifically 

what stage a student is in their identity formation (Appendix C), can be indicator of how 
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a student behaves.  Additionally, the author suggests studying racial identity with only 

survey instruments does not speak to the ways external factors like racial environment 

and stereotypes have an effect on academics.  

In sum, empirical evidence has shown that stereotype threat and negative 

perceptions by others on campus or in the classroom have a crucial effect on African 

American students on predominately white campuses.  This portion of the literature 

review, like the retention portion, has influenced the interview protocol for the research 

(see Appendix I).  Specifically, the protocol includes questions related to peer 

interactions, rational identity, and perceptions students feel others have about them on 

campus.  Though much of the research has focused on the negative outcomes of 

stereotypes, much less studies have examined the ways in which students are able to 

move beyond the challenge and persevere to success (Prelow, Mosher & Bowman, 2006; 

Sellers & Shelton, 2003; Sellers et al., 2003, 2006).  Next the review of literature 

explores research that examines how African American students can overcome these 

threats so that they academically and socially succeed in college.  

Coping with Racial Stressors, and Resiliency 

 To achieve academic success, African American students must develop coping 

strategies to help them mediate the effects of external perceptions and stereotype threats 

(Harris-Britt et al. 2007).  Racial socialization (Stevenson, 2005), positive self-concept, 

and adaptation have been shown to give African American students the needed resiliency 

to cope with hostile college environments and achieve academic success (Kuk & Cuyjet, 

2009; Stevenson, 1995; Strayhorn, 2009).  Racial socialization is defined as: “the 

transmission of parents’ world views about race and ethnicity to children by way of 
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subtle, overt, deliberate and unintended mechanisms” (Hughes, 2003, p. 15).  Having a 

positive belief that one can finish college helps African American students stay in 

college, in spite of negative incidents, or negative perceptions by others on campus 

(Gloria, Robinson, Hamilton, & Wilson, 1999).   

Swim, Hyers, Cohen, Fitzgerald, and Bylsma (2003) qualitative study of 51 

African American students confirmed Sellers and Shelton (2003) findings that African 

American students must have adaptation and coping strategies to overcome negative 

views on campus.  Using a daily journal, students wrote about incidents when they 

experienced everyday racism on campus.  After rating students’ emotions and responses 

of each incident, the researchers were able to calculate that the participants had an 

average of 1 negative incident a week.  The researchers concluded that African American 

students had a lower emotional response than expected: “participants did not have 

extreme emotional responses in terms of lack of comfort or feeling threatened during the 

incidents” (Swim et al., 2003, p. 55).  From this result the researchers concluded that 

African American students were able to cope by seeking out friends and family for 

support.  

Continuing the same theme of racial identity, coping and academic performance, 

researchers Anglin and Wade (2007) assessed the influence of race on college adjustment 

of 141 African American students enrolled at a PWI and attending a racially diverse 

university.  Using the Cross model, the findings indicated that students who embraced a 

multicultural identity (e.g., accepting their own culture as well as others) adjusted better 

to college.  Those students with an Afrocentric racial identity had a lower academic 

performance.  Other coping strategies allow African American students are able to 
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disassociate and disengage themselves from the negative stereotypes to complete their 

goal (Nussbaum & Steele, 2007).  Though stereotype threat is major stress on academic 

adjustment, the researchers concluded that students are still able to maintain a positive-

self-concept to persist in college.  

Neblet et. al (2008) concluded that students use racial socialization is able to 

combat the negative perceptions that students feel every day.  Their quantitative study 

used two waves of data to examine the relationships among patterns of racial 

socialization experiences and racial identity in a sample of 358 African American 

adolescents (60% female and 40% male).  Using latent class analyses, they identified that 

racial socialization were associated with racial centrality, assimilationist ideology, and 

nationalist ideology.  More succinctly, the more students adapted to those around them, 

the more they felt a sense of belonging.  

This section of the literature review provided ways African American students 

used their racial socialization and racial identity in helping them cope with discrimination 

on campus.  Moreover, students use the racial socialization of their family and the 

support of their friends to overcome the obstacles they may face on campus.  This body 

of literature informs the current study on the ways freshman students may use their racial 

identity to negate negative incidents on campus and adjust to college climate.  

Gender Differences in Identity and College Adjustment 

Research has shown that from the 1970s to the present there has been a significant 

shift in African American female and African American male degree attainment, some of 

which can be attributed to more access for females (Cameron & Heckman, 2001; Goldin, 

Katz, & Kuziemko, 2006; Snyder, Dillow, Hoffman, 2009).  Indeed, African American 
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males are the largest category of minority students who tend to leave college in greater 

numbers than other students (Brown, 2000).  Over the years research began to speak 

about the reasons that African American males and females have such dissimilar rates 

and types of academic achievement and adjustment (Feagin, 1996; Khumoestsile-Taylor, 

2003; Majors & Billson, 1992). 

Research by Majors and Billson (1992) suggested Black males have a 

disidentification with education and use social mechanisms such as “cool pose” as a 

means of social advancement.  Cool pose is a coping mechanism used by African 

American males to become adjusted to their environment and to communicate 

masculinity.  It manifests as a “calm… aloof, and tough… image. Being cool shows both 

the dominant culture and the Black male himself that he is strong and powerful” (Majors 

& Billson, 1992, p. 5).  African American males use this “pose” on campus to adjust to 

the college environment.  Often it is a coping mechanism for when a student feels 

vulnerability, however it also is used when males feel threatened (Major & Bilson, 1992).   

Similar to Major and Bilson’s African American culture research (1992), John 

Ogbu’s work stands out in the literature on cultural implications of school success (Ogbu, 

1992).  Ogbu stated that we find “minority communities that produce a strong verbal 

endorsement of schooling as a means of getting ahead, yet very weak culturally 

sanctioned attitudes, efforts, and persistence supporting individual pursuit of school 

success” (Ogbu, 1992, p. 291).  He stated that for minority students an undercurrent of 

anti-academic success stems from student peer groups, an effect that is more pronounced 

in African American males (Ogbu, 1992).   
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From pre-collegiate experiences, like lack of meaningful college preparation 

(Greene & Forster, 2003) to culture (Ogbu, 1992), from lack of money (Patitu, 2007) to 

social identity issues (Feagin, 1996), there are a myriad of obstacles that hinder African 

American males’ persistence to graduation.  In addition to Ogbu, many scholars like 

Khumoestsile-Taylor (2003) have identified multiple barriers to student retention for 

Black males that need to be addressed by policy makers and university officials.  Cokley 

(2001) investigated gender as a variable of interest in the study of psychosocial 

development of African American students.  In this study, psychosocial development was 

operationalized as racial identity, academic self-concept, and academic motivation.  The 

study participants consisted of 258 African American undergraduates who ranged in age 

from 15-57 years old.  After a regression analysis, Cokley (2001) found that gender were 

an important demographic factor.  African American females were more motivated than 

their male counterparts.  

In 2007, Cokley and Moore extended earlier research to analyze the degree to 

which gender influences the relationship between ethnic identity and academic 

achievement and investigated the academic disengagement and how it mediates gender 

differences in the academic achievement of African American college students. Cokley 

and Moore used a sample size of 274 African American students; female students 

comprised almost 80% of the sample.  The researchers used Sellers’ Racial Centrality 

Scale to assess racial identity, the Academic Self-Concept Scale, and the Devaluing 

Academic Success Subscale.  After performing correlations among all the variables 

separately for men and women, a series of univariate analyses of variance (ANOVAs) 

were conducted to test the moderated models involving gender as the moderator.  Then a 
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series of regression equations were conducted to test the mediated model that included 

DAS as the mediator.  Cokley and Moore found that racial identity and racial centrality 

were negatively related to academic achievement for male students and positively related 

to academic achievement and academic self-concept for female students.  Gender 

differences in academic disengagement explained differences in academic achievement. 

Their findings further support gender as a key influence of racial identity.  The 

researchers also acknowledged the use of mixed methods as a viable option to get at the 

nuances of academic achievement, race, and gender. 

Similarly, Harper, Carini, Bridges, and Hayek’s (2004) quantitative study 

examined disparities in student engagement levels of African American men and women.  

The researchers examined students (sample size of 1,167) who participated in the 

National Survey of Student Engagement.  A multivariate ordinary least squares 

regression was used to analyze differences in male and female engagement.  The results 

stated that African American women are more engaged then African American men.  

Robinson and Biran (2006) also studied the correlation of African American 

identity and academic pursuits (i.e., study habits and higher grades).  With a sample size 

of 96 recent high school graduates and current college students, the researchers used 

multiple instruments of identity, college adjustment, and Black personality.  Their 

hypotheses were confirmed that there is a significant correlation between the self-

identification of a collective racial identity of African American students and their 

academic achievement.  More specifically, Robinson and Biran’s research spoke to the 

notion of gender stratification in education attainment and belief system.  Females 

appeared to care for their academic plight and apply themselves more to their studies than 
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males.  This research provides more substantive evidence for the gender differentiation of 

academic attainment and belief system that is different for African American males and 

female students.   

With similar gender differentiation in their findings to Cokley (2001) and 

Robinson and Biran (2006), Buchmann and DiPrete (2006) examined the disparity of 

college graduation rates of women and men that has changed over the second half of the 

twentieth century.  Using a logistic regression model for a cohort spanning 1972-2002, 

they concluded that women’s attainment has grown as a result of women using their 

degrees to declare their autonomy from family and as a protection against economic 

uncertainty and divorce.  The researchers also concluded that women’s academic 

performance more than access plays a crucial role in their attainment.  

 After exploring student’s racial identity development and relating it to the 

academic adjustment, another way to examine students’ academic adjustment is 

investigating the variables of their in their first year of college that help or hinder their 

academic experience.  The current study examines racial identity, gender identity in the 

freshman year, to do research that investigates factors institutional and student factors in 

this pivotal year must be reviewed.  The next section of the literature review will 

retention studies on African American students.  

Transitioning into College and Retention 

The transition from high school to college and similarly from adolescent to young 

adult necessitates that students understand and integrate into their new social context and 

the various social networks that they will subscribe to.  In addition to the pre collegiate 

background of a student, recent research has focused on the academic factors freshman 
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experience, non-academic, and the institutional factors that affect graduation rates; with 

more attention being given to non-variables of persistence (Seidman, 2005).  

Cabrera, Castaneda, and Nora (1993) identified the first semester college gpa as 

the most significant factor in first-year persistence.  Similarly, Lotkowski, Robbins, and 

Noeth (2004) showed high school gpa as the single most important predicator of college 

completion.  Though one study used high school gpa and one study calculated the effects 

of college gpa, both studies emphasize gpa as an important predicator variable, and also 

that pre-collegiate characteristics coupled with college first year characteristics help 

predict first year academic adjustment (Lotkowski, Robbins, and Noeth, 2004).  

Hausmann, Schofield, and Woods (2007) conducted a longitudinal study of 

African American and White first-year students completed surveys three times 

throughout the academic year.  They concluded “the positive relationship between 

parental support and sense of belonging at the beginning of the year were especially 

strong for African American students” (p. 833). 

Similarly, Wohlgemuth, Whalen, Sullivan, Nading, Shelly, and Wang (2007), 

using a sample size of 3,610 freshman students, examined retention and graduation.  A 

logistic regression analysis was used to predict the likelihood of retention after four, five, 

and six years.  The model sought to understand the relative contribution of student 

characteristics such as age, gender, ethnicity, along with pre-collegiate characteristics of 

high school rank and ACT score.  Other crucial data on the environment and financial aid 

were also considered.  Their findings provided more evidence of the importance of 

financial aid and other external student factors into consideration when studying 

retention.  



41 

 

After Tinto’s, Bean’s, and Astin’s pivotal studies, early researchers on student 

involvement focused on quantitative studies of largely residential universities and 

students of majority backgrounds (Pascarella & Chapman,1983).  Some of the research 

focused on the importance of the faculty and student relationship (Endo & Harpel, 1982; 

Pascarella, 1980).  Later research expanded upon this theme and added depth and breadth 

to the issue in best practices for universities (Lau, 2003; Toney and Lowe, 2001; Wang & 

Grimes, 2001), study of underrepresented groups first year experience (Glenn, 2003; 

Taylor & Miller 2002), and “reinforced the importance of student contact or involvement 

to a range of student outcomes not the least of which were student retention” (Tinto, 

2006, p. 3).  Researchers like Chang and Cohen (2002) and Good, Halpin, and Halpin 

(2002) found that students who are involved on campus and have better academic 

outcomes (e.g., earn better grades, and higher test scores).  All these positive experiences 

contribute to students completing their first year of school and moving on towards 

graduation.  In addition, research started to speak to the experience of students in other 

types of institutions, two- and four-year, and of students of different gender, race, 

ethnicity, income, and orientation (Chang & Cohen, 2002). 

A Synthesis of the Review of Literature 

In summary, there are many possible factors that can directly and indirectly 

influence an African American students’ decision to persist.  College adjustment is a very 

complex issue.  College students’ identities evolve as they matriculate.  The transition 

across the first year of school brings with it a plethora of mixed emotions and a sense of 

independence, exploration, and achievement that is more visible in the first year of 

college than any other year.  Identity is created and negotiated through an individual’s 
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psychological relationship to his or her multiple social identities.  Gender, race, ethnicity, 

and class are social constructions that are defined by a person’s current environment and 

socio-historical context.   

The review of literature highlighted foundational theories of identity as well as 

empirical evidence for the variables and social factors that recent research has examined 

in relation to retention of African American students in higher education.  Models of 

Critical Race Theory, gender identity and racial identity, as well as Tinto’s model of 

institutional departure frame the discussion through which academic adjustment will be 

analyzed.  The researcher found that the writers of the related studies concluded that 

some variables (e.g. gender, racial identity, gpa) more than others help explain the 

attrition of African American students, and that gender roles, racial identity, and campus 

climate were crucial characteristics that affect academic adjustment.  More specifically, 

the literature provides evidence that gender plays a central role in academic outcomes of 

African American students.  

What is missing in the literature is sufficient analysis of the first year of college as 

the time in which students’ multiple identities converge with a new environment and how 

this affects academic adjustment to the next year.  Moreover, the literature lacks the depth 

of analysis of gender as a socialized role that impacts college attainment and the nuances 

of how gender accounts for differences in academic outcomes and retention.  Prior 

research has handled racial identity and gender identity as separate and almost exclusive 

concepts while hinting that more is needed to explain the disparity in academic 

achievement.  The lack of a more comprehensive approach to identity and retention in 

previous studies necessitates an intersectionality framework as a basis of analysis. 



43 

 

Indeed, the researcher posits that the overlapping nature of multiple identities provides 

the appropriate basis for mixed methods study (Figure 6). 

 

Figure 6.  Conceptual Framework Guiding Study
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Chapter III 

Methodology 

 Chapter 3 begins with a rationale for using a mixed methods research design, then 

moves to a description of the data sources and data sample that were used in this 

dissertation.  Next, the chapter outlines the research phases as well as provides a detailed 

rationale for each phase, the data analysis plan, and how reliability and validity were 

addressed.  The chapter concludes with identifying limitations, ethical considerations as 

well as describing the role of the researcher.  

 This study explores the intersection of race, gender, and academic adjustment of 

first time in college students (FTIC).  In addition, this research examined the larger social 

position freshman students find themselves in within a research university, and the ways 

in which they utilize their cultural capital and gendered identity to make sense of their 

new social position.  This research study investigated the following question: 

1) What are the relative contributions of gender and race toward likelihood 

academic adjustment of first time in college African Americans?  

Rationale for Research Design 

 The study utilized a mixed methods research design (Figure 8), employing 

concepts of a quantitative and qualitative design to assess the primary research question. 

Using a mixture of both designs “increase[s] the scope and comprehensiveness of the 

study… [and] aid[s] in the interpretation of the data”( Morse, 2003,  p.192).  The social 

phenomena of education, one’s identity and social location is such an intricate interaction 

that applying a mixed methods research design can more sufficiently capture the 
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complexities inherent in these social constructions; in theory one’s research can have “the 

best of both worlds.”  

An exploration of issues of racial, gender, and identity development within the 

realm of higher education reveals powerful social encounters that freshman students have 

to face every day.  Subtleties of social interaction and one’s lived experience are better 

understood using both quantitative and qualitative procedures.  As the literature reflects, 

African American students seeking a higher education hold many facets to their identity, 

which are developed by interactions within their diverse environments, by their familial 

networks, and by the nature of transitioning into adulthood.  Social factors, like race, 

gender, and the social transition of the freshman year in college necessitate using a mixed 

methods research approach to increase the likelihood that there will be richness in the 

data to assist in addressing the research questions. 

Target Population and Sample 

Site Description.  Like other large metropolitan-centered higher education 

institutions, Urban University (DU) serves a diverse student population.  Founded in 

1927, UU is located in the heart of Houston, Texas roughly 15 miles from downtown 

Houston.  Over the years, the addition of new undergraduate and graduate programs has 

pushed total enrollment past 36,000 students, including approximately 1,500 first-time, 

full-time freshmen3

                                                 
3 Students who are part-time and/or not classified (by hours attempted) as a freshman were excluded from the study. 

 (UU Office of Institutional Research).  At present, the university 

offers a wide variety of degree programs on its main campus and has recently begun 

expanding its presence throughout the state via on-line distance learning.  As Urban 

Justification: To limit the scope of research to the target population, this study only focuses on first time in college 
freshman that have completed and/or are attempting a full class load of at least 12 hours in the 2012-2013 school year. 
Part time students add another variable that is beyond the scope of this study.  
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University grows in complexity and adds more doctoral programs, the university remains 

committed concurrently to serving underrepresented and underserved populations as a 

part of its mission, believing that access and excellence can coexist in an institution 

(http://www.UU.edu/about/initiatives/2012).  The student undergraduate body is 

approximately 20 percent Hispanic, 35 percent white, 14 percent African American, and 

20 percent Asian, Native American, or “other”; 89 percent of all students are classified as 

in-state residents, with over 58 percent coming from the greater Houston metropolitan 

area (UU Office of Institutional Research, 2012).  The Fall 2012 freshman class included 

55 percent first-generation college students, most of whom had graduated from Houston 

area high schools (UU Office of Institutional Research, 2012).  With the majority of 

incoming freshman being first time students, Urban University like other universities 

across the country has had to cope with a growing problem of keeping these students in 

school past their first year and helping them to graduation.  

 Participants.  The target population for students in this study was freshman 

African American student who were enrolled in classes in the 2012-2013 school year and 

are classified as full-time students.  The first quantitative phase of the study utilized a 

non-probability convenience sampling to obtain 27 participants for the study.  The 

sample includes students of varying majors, academic standing, and student activity 

involvement.  The target population for students in this study was freshman African 

American student who were taking classes in the 2012-2013 school year and are 

classified as full-time students.  The participants were recruited using SONA research 

website.  All UU students have access to the SONA website and participation in a study 
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is voluntary.  In addition, there are classes/majors that students can receive credit for 

participation for example psychology, education, sociology majors.  

Participants’ selection of students for second qualitative phase of the study 

involved purposeful sampling again using SONA.  Six students (3 female/ 3 male) from 

the quantitative phase were chosen (based on voluntary participation) to participate in the 

second phase (informed consent from the survey indicated students who would be 

selected for voluntary follow up in-depth interviews).  The recruitment for this study 

phase is from SONA, as students self-selected interest in participating in the second 

phase of the research.  The six student profiles are as follows (Table 1): 

Table 1 

Freshman Participants Demographic Data  

Student  Gender Age Fall 2012 
GPA College Major  

Dalinda Female 18-19 3.1 Business/Math  
Kenny Male 18-19 2.9 Art Design/Computer 

Programming/Gaming  

Hollie Female 18-19 2.9 Education  
Kimmie Female 18-19 3.9 Undeclared/Undecided  
Chidi Male 18-19 3.9 Pharmacy  
Chima Male 18-19 3.9 Pharmacy  
 

Instrumentation 

 In the Spring of 2013 the researcher administered four instruments (all of which 

have been approved by IRB) to participants.  The quantitative instruments are the 

(discussed in detail below): 

1) Demographic and Precollege Experiences  

2) Student Adjustment to College Questionnaire (SACQ) 

3) Multidimensional Inventory of Black Identity (MIBI) 
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4) Personal Attributes Questionnaire (PAQ) 

Demographics and Precollege characteristics.  A Demographic Form was used 

to attain information about the students and to gain knowledge of their precollege 

characteristics.  The data form provided information about high school gpa, high school 

rank, parental education, student work status, gender, race, and classification.  

Student Adjustment to College Questionnaire (SACQ).   Students adjusting to 

college are a major component of academic adjustment and retention, hence this study 

used the Student Adjustment to College Questionnaire (SACQ).  The SACQ is a 67 item 

scale that measures how a student is acclimating to the university (Baker & Siryk, 1989). 

Specifically, four areas of adjustment are assessed: Academic Adjustment, Personal-

Emotional Adjustment, Social Adjustment, and Attachment to the institution (Appendix 

J).  The scale has a nine-point Likert scale ranging from “applies very closely to me” to 

“does not apply to me.”  The instrument includes statements such as: “I have been 

keeping up to date on my academic work” and “I am pleased now about my decision to 

go to college.”  This instrument is valid for this study on academic adjustment because it 

measures different areas of adjustment and the instrument compliments the mixed 

method research design; Baker and Siryk suggest that the instrument “be considered in 

combination with information obtained from other sources, such as face-to-face 

interviews” (Baker & Siryk, 1989).  

 Baker and Siryk (1999) test the SACQ for internal consistency and reliability, and 

found that the subscales of the instrument have α=.85 to .91 for Academic Adjustment, 

Social Adjustment produced α=of .83 to .91, Personal-Emotional Adjustment α= .77 to 
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.86 and Attachment had α=.85 to .91.  The full instrument scaled produced α=.92 to .95 

(Baker & Siryk, 1999).  

Multidimensional Inventory of Black Identity (MIBI).  Students’ racial 

identity and the actions and thoughts based on this identity are salient, hence this study 

used the Multidimensional Inventory of Black Identity (MIBI) developed by Sellers, 

Smith, Shelton, et al. (1998).  The 56 item scale defines and measures for concepts of 

Black identity: Racial Regard, Centrality, and Racial Ideology and takes 15 minutes to 

complete (Appendix G).  The scale has a seven-point Likert scale ranging from “strongly 

agree” to “strongly disagree.” The instrument includes statements such as: “I have a 

strong attachment to other Black people” and “Black students should try to become 

friends with people from other oppressed group.”  This instrument is valid for this study 

because it speaks to how race affects identity and in turn adjustment.  The researchers 

state that this scale “is an important tool for investigating the role that racial identity 

plays in the psychosocial functioning and life experiences of African Americans”  

(Sellers, Smith, Shelton, et al. 1997, p.813). 

Researchers have used the MIBI to examine racial identity of African American 

students in high school and college settings (Chavous et al, 2003; Nasim et al., 2005).  In 

addition, researchers have conducted studies on the reliability and validity of the MIBI 

(Cokley & Helm, 2001).  Sellers, Smith, Shelton, et al. (1998) tested the MIBI for 

validity and reliability, and found that the subscales of the instrument have α=.85 to .91 

(Centrality), Assimilation produced α= .83 to .91, Humanist  α= .77 to .86 and Minority 

had α=.85 to .91.  Nationalist has α=.79, private regard and public regard have α=.78 and 

.78, respectively.  In addition to the reliability data, Sellers, et al. (1998) noted that 
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“because the MIBI is based on multidimensional conceptualization of racial identity, a 

composite score from the entire scale is inappropriate” (p.1).   

Personal Attributes Questionnaire (PAQ).  Students’ ideas about their gender 

and gender role were measure using the Personal Attributes Questionnaire (PAQ).  This 

24 item scale developed by Spence and Helmreich (1974) is a short version (1978) of the 

original scale that measures traits that are socially desirable for both sexes.  The scale has 

a range and interpretation of the results lends the ideas of whether a person has 

constrained the possibilities for their development by accepting society’s determination 

of what they might become.  The instrument includes statements such as: “Not at all 

aggressive/Very Aggressive” and “Very Rough/Very Gentle.”  The PAC is used to 

examine “the psychological dimensions of masculinity and femininity” (Spence & 

Helmerich, 1978, p.19).  

Spence and Helmreich (1974) tested the PAQ for validity and reliability, and 

found that the subscales of the instrument have α=.85 for Masculine, Feminine produced 

α=.82, Masculine/Feminine α= .78.  In addition to the reliability data, Helmreich, Spence, 

and Wilhelm (1981)  note that conducting several analysis, factor analysis demonstrates 

that there is a bipolar differentiation between masculine (M) and feminine (F) items on 

scale. 

Procedure 

Quantitative Data Collection.  Following approval by the Human Subjects 

Review Board, a SONA web-based survey was given to be completed by the freshman 

students who were enrolled in Spring of 2013.  Many researchers have designated the use 

of web surveys as a valid and reliable method of data collection and as having advantages 
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over pencil and paper data collection methods like cost effectiveness and (Dillman, 

Phelps, Tortora, Swift, Kohrell & Berck, 2001; Gosling, Vazire, Srivastava, & John, 

2004; Medin, Roy, & Ann, 1999).  The participants were recruited using SONA research 

website4

Quantitative Statistical Analysis.  The primary student level variables for this 

study are gender, race, and academic adjustment (Table 2).  Data analysis was conducted 

using version 18.0 of the statistical software PASW for windows.  Independent samples t-

tests were conducted to examine whether there were any gender differences on study 

variables. This allowed the researcher to determine if women and men differed 

significantly in their academic adjustment rates.  It is important to know how the initial 

numbers and amounts for each variable differ by gender to perform the next step in 

analysis that will ultimately examine adjustment. 

.  All DU students have access to the SONA website and participation in a study 

is voluntary.  In addition, there are classes/majors that students can receive credit for 

participation (for example psychology, education, sociology majors).  The survey 

instruments were available online for over a month.  Students self-designate participation 

and time for completion. Total time commitment for all instruments was less than 1 hour. 

After study completion time had concluded, all data were downloaded from SONA into 

statistical software for evaluation. 

 

 

 
                                                 
4 SONA is a web-based human subject and research tool. It enables scheduling and management of human subject 
pools and the studies they participate in. As a researcher, I can set up my study in the system, schedule timeslots , and 
managed data. All of this is handled through a simple web-based interface that students and researchers can access at 
any time, from any web browser. http://www.sona-systems.com/ 
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Table 2 

Description of Variables Used 

 

Pearson bivariate correlations were calculated between the MIBI racial identity measure 

the SACQ measures (see Table 3).  The SACQ measures were coded so that a lower 

score meant higher college adaptation.  A multiple linear regression was conducted, with 

the MIBI racial identity scale being the predictor variable, gender and high school GPA 

being covariates, and the SACQ total scale being the dependent variable.  Another 

Variable  Operationalization Value 
Dependent Variable College Adjustment- 

Measure of college 
adjustment using the 
SACQ (Baker & Siryk, 
1989)  
4 subscale-Motivation, 
Application, Performance, 
and Academic 
Environment  

1 Applies Very Closely to Me 

9 Doesn't Apply to Me at All  

 

  Academic Adjustment  

  
Independent Variable Racial Identity on the 4 

subscales-Scores are the 
mean of the responses for 
each subscale (Sellers) 

1 Strongly   Disagree  
2 Moderately Disagree      
3 Disagree 
4 Unsure     
5 Agree       
5 Moderately Agree      
6 Strongly Agree                                        
   
 

 
    Racial Identity 

Other Study Variables 18-24 (Ratio) 
Self-reported unweighted 
high school GPA on a  
4.0 scale. 
On a 4 point scale (Ratio) 
On a 4 point scale (Ratio) 
Gender Identity – Measure 
of Gender Identity using 
the PAQ (Spence and 
Helmreich, 1978) 

0 to 4.00 
1 A 
2 B 
3 C 
4 D 
5 E 

     Age 
     HSGPA 
     CUM GPA 
     Fall GPA  
     GENID 
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multiple linear regression was conducted, with the MIBI racial identity scale being the 

predictor variables, gender and high school GPA being covariates, and the SACQ social 

adjustment scale being the dependent variable.   

Interviews and Focus Groups 

Data Collection.  According to Carspecken (1996), qualitative inquiry is about 

researching the human phenomenon, especially that which cannot be quantifiably 

defined.  “Critical epistemology does not give us recipes for helping the poor and the 

downtrodden; it rather gives us principles for conducting valid inquiries into any area of 

human experience” (Carspecken, 1996, p. 8).  According to Carspecken (p. 3), qualitative 

inquiry is about researching the human phenomenon especially that which cannot be 

quantifiably defined.  It is also a natural approach, one wherein the researcher is a neutral 

observer of the world and involved practices, situations and settings (Denzin & Lincoln, 

2008).  The qualitative researcher uses a variety of methods and resources to interpret the 

observed settings and draws meaningful representations based on the observed data. 

Unlike quantitative methods, qualitative inquiry studies human experience which cannot 

be generalized across contexts.  Each human experience differs from the other so it would 

be very difficult to assume that the experience would be same for all.  Qualitative inquiry 

is also non-objective and does not involve the use of variables (Denzin & Lincoln, 2008). 

The qualitative researcher does not aim to find cause and effect relationships because 

human actions are conditioned by multiple causes.  Thus it would be difficult to estimate 

that a single cause would bring about a certain action.  The treatment of human 

experience is more holistic and cannot be categorized into subsets (Carspecken, 1996).  
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According to Fairclough (2003), critical discourse is part of a social activity 

constituting of genres and social orders and is representational of possible social 

interactions and networks in context of reality as well as imaginative projections. 

Carspecken advocated rudimentary methods of analyzing social discourses through 

meaning making and generating themes.  Therefore, in this study, the researcher made 

meaning of the participants’ responses in light of the theories of intersectionality, critical 

race theory, and theories of student acclimation to college.  The theoretical framework 

contributing to further studying the relative contributions of gender and race toward 

likelihood of academic adjustment of first time in college African Americans is driven by 

Carspecken’s critical qualitative inquiry (Carspecken, 1996).  

Interviews and focus groups were used to allow for the observation and recording 

of the rich narratives of the participants which seemed appropriate both methodologically 

as well as epistemologically.  By applying a critical ethnographic design (Carspecken, 

1996), the researcher were able to examine the interpretative frameworks that encompass 

the culture and subculture of the Diverse University campus and the Diverse University 

freshman experience.  Interview data were analyzed using a modified grounded theory 

approach (Strauss & Corbin 1990), making use of Carspecken’s critical ethnographic 

method and guided by interpretation. 

 Each participant selected for in-depth interviews was asked to 45 minute to 1 hour 

focus group interview.  Four focus group interviews were conducted in total, two groups 

with all participants, one male focus group interview, and one female focus group 

interview.  Then, each participant was asked to complete more in-depth 1 or 2 semi-

structured individual interviews lasting 45 minutes to 1 hour.  Students were then asked 
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to respond to a series of questions based on topic domains and interview protocols 

developed by the researcher.  

My role as the researcher was a negotiation of being a insider, though some 

theorists says that researchers do not have to choose between the two, but occupy the 

space between (Breen, 2007).  “The role of the researcher is better conceptualized on a 

continuum, rather than as an either/or dichotomy” (Breen, 2007, p. 163).  

Qualitative Analysis.  The final combined data set included thick description, 

field notes and transcriptions of tape recorded formal interviews. The field notes provided 

descriptions of non-verbal communications, such as gestures, posture, and mannerisms. 

The thick description, which were characterized by observer reflections at the end of each 

session, constitute a more subjective reflection and will be a source for observer 

comments (OC) found in the thick records. 

The coding procedure involved the following: 

(1) The interview data, focusing on speech and non-verbal gestures, were 

synthesized from field notes and then typed into word processing computer 

files. 

(2) An initial analysis of the primary record employed techniques of construction 

of meaning fields and reconstruction of validity claims (objective, subjective, 

and normative-evaluative).  

(3) Multiple readings of the transcribed files lead to an initial set of raw codes.  

(4) Resulting set of codes were hierarchical categorized and grouped.  

(5) At this point in the analysis, themes emerged that occurred across the 

interviews. 
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Figure 7.  Visual Model for Mixed Methods (Concurrent, Triangulation Mixed Methods 
Research Design)



 

 

Chapter IV 

Findings 

This study sought to explore the effects of race and gender on academic 

adjustment of first-time-in-college African American students enrolled at a 

predominately white urban university environment by understanding the role of identity. 

Through a critical inquiry approach, this study’s goal is to elucidate implicit meanings of 

identity in the freshman year, and how race and gender influence experience in the 

transition to college.  While racial and gender identity, and the adaptive coping skills 

used to acclimate to college can be examined empirically using survey methods alone, 

this study’s primary purpose is to give a “voice” to college experience.  Thus, several 

research techniques were employed to investigate the study’s research question:  

What are the relative contributions of gender and race toward likelihood of academic  

adjustment of first-time-in-college (FTIC) African Americans?  

This chapter describes the results of the statistical and qualitative analysis for the 

primary research question. The use of critical qualitative inquiry (Carspecken, 1995) in 

addition to survey data provided significant insight into academic adjustment, and social-

psychological experiences of minority first-year college students.  The complete data set 

included focus group interviews, one on one interviews, and survey data.  This first 

section describes the participants, provides descriptive statistics, and quantitative results.  

The second section is divided by themes and subthemes that emerged from qualitative 

data analysis.  Last, a summary of the findings and conclusion are presented.  
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Quantitative Results 

Sample.  27 students responded to the survey, among whom 24 (88.9%) were 

females and 3 (11.1%) males.  Of the 27 students, the majority (n = 13, 48.1%) had 

liberal arts/undecided college majors.  The same number and percentage of students (n = 

13, 48.1%) reported being in the top 25% of their high school class.  While 10 (37%) of 

students did not provide their high school GPA, 11 (40.7%) students reported their high 

school GPA being A/A+ and the remaining students had B- to B+ high school GPAs (see 

Table 3). 

Table 3 

Descriptive Statistic for Sample Categorical Variables (N = 27) 

College Major  Frequency Percentage 
 Liberal Arts/Undecided 13 48.1 
 Education 7 25.9 
 Other 7 25.9 
High School 
Ranking 

 Frequency Percentage 

 Top 10% 9 33.3 
 Top 25% 13 48.1 
 Top 50% 5 18.5 
                
High School GPA  Frequency Percentage 
 A/A+ 11 40.7 
 B+ 1 3.7 
 B 3 11.2 
 B- 2 7.4 
 Missing 10 37.0 
    
 
 Descriptive statistics were computed for study variables (see Table 2).  All study 

variables displayed normality, as the skewness values were less than 1.00 and the kurtosis 

values  
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was less than 2.00.  Study variables displayed appropriate reliability with the exception of 

the PAQ survey, which had an acceptable but low Cronbach’s alpha of .59. 

 
Table 4 

Descriptive Statistics for Study Variables  

Variable α Mean SD Min Max Skewness Kurtosis 

SACQ Total Scale .92 264.52 64.45 122.00 365.00 .57 -.30 

SACQ Academic 
Environment 

 
.93 

 
93.78 

 
32.71 

 
24.00 

 
174.00 

 
.19 

 
.46 

 
SACQ Social 
Adjustment 

 
.75 

 
87.74 

 
20.87 

 
52.00 

 
138.00 

 
.32 

 
-.20 

 
SACQ Personal & 
Emotional Adjustment 

 
.82 

 
65.37 

 
20.25 

 
23.00 

 
103.00 

 
.00 

 
-.52 

 
MIBI Racial Identity 
 

 
.88 

 
263.96 

 
21.94 

 
223.00 

 
299.00 

 
-.24 

 
-.89 

PAQ Masculine+ .59 45.78 6.31 34.00 61.00 .38 .29 
 

Note. +For the PAQ questionnaire, only the masculine and feminine items were used; the 
feminine items were reverse coded so that a higher score indicated higher masculinity. 
 

Comparisons between Gender Groups 

 Independent samples t-tests were conducted to examine whether there were any 

gender differences on study variables.  There were not any significant differences 

between gender groups on the SACQ total scale, t(25) = .05, p = .96.   Male students had 

similar scores (M = 266.33, SD = 52.79) to female students (M = 264.29, SD = 66.72).  

There were not any significant differences between gender groups on the SACQ 

academic environment scale, t(25) = -.96, p = .35.  Despite this non-significance, 

however, male students had lower scores (M = 75.67, SD = 4.73) than female students (M 
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= 94.92, SD = 34.13).  The lack of significant findings were most likely due to the small 

sample of male students (n = 3).  There were not any significant differences between 

gender groups on the SACQ social adjustment scale, t(25) = 1.90, p = .07.  There were 

not any significant differences between gender groups on the SACQ personal and 

emotional adjustment scale, t(25) = .18, p = .86.  Male students had similar scores (M = 

67.33, SD = 26.58) as female students (M = 65.13, SD = 20.04).  There were not any 

significant differences between gender groups on the SACQ attachment scale, t(25) = -

.71, p = .48.  There were not any significant differences between gender groups on the 

MIBI racial identity scale, t(25) = .36, p = .72.  Male students had similar scores (M = 

268.33, SD = 29.91) as female students (M = 263.42, SD = 21.54).  There were not any 

significant differences between gender groups on the PAQ masculinity scale, t(25) = 

1.90, p = .07.    

Correlations between Racial Identity and SACQ Measures 

 Pearson bivariate correlations were calculated between the MIBI racial identity 

measure the SACQ measures (see Table 5).  The SACQ measures were coded so that a 

lower score meant higher college adaptation.  As such, students with higher racial 

identity reported higher overall college adjustment as measured by the total SACQ scale, 

r(27) = -.42, p = .03, and higher social adjustment as measured by the SACQ social 

adjustment scale, r(27) = -.44, p = .02, as compared to students with lower racial identity. 
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Table 5 

Pearson Bivariate Correlations between MIBI Racial Identity and SACQ Measures 

SACQ Measures MIBI Racial Identity 

SACQ Total Scale -.42* 

SACQ Academic Environment Scale -.37 

SACQ Social Adjustment Scale -.44* 

SACQ Personal and Emotional Adjustment Scale -.23 

SACQ Attachment Scale -.12 

Note: *p < .05 

 

Multiple Linear Regression: MIBI Racial Identity Predicting SACQ Total 

Adjustment and SACQ Social Adjustment5

 A multiple linear regression was conducted, with the MIBI racial identity scale 

being the predictor variable, gender and high school GPA being covariates, and the 

SACQ total scale being the criterion variable.  The overall model was not significant, 

F(3,13) = 2.57, p = .099.  Another multiple linear regression was conducted, with the 

MIBI racial identity scale being the predictor variables, gender and high school GPA 

being covariates, and the SACQ social adjustment scale being the criterion variable.  

After controlling for the two covariates, racial identity significantly predicted college 

social adjustment, F (3,13) = 3.78, p = .038, β = -.47, t(25) = -2.25, p = .04.  These results 

showed that students who had higher racial identity reported higher overall college 

adjustment and social adjustment as compared to students with low racial identity.   

 

                                                 
5 These results should be interpreted with extreme caution given the sample size. 
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Qualitative Results 

The social-psychological college experiences of the freshman students in this 

study emerged as challenges to the “African American cultural story” of struggle, lack, 

and victim of forces, and people around them.  The students seem to know the external 

pressures, and societal boundaries are there, but instead of viewing them as obstacles; 

they are used as springboards to their own personal achievement.  Thus, the emergent 

themes highlight this negotiation between the self-awareness of their own identity, and 

the coping mechanisms used to achieve individual goals in life, while achieving their own 

personal definitions of academic success on campus.  

Theme 1: Beating the Stereotypes vs Perception is Reality 

The first theme that emerged from the data set dealt with perception of “others” 

versus perceptions of self, and how mitigating of these concepts reinforce or detract from 

the students’ academic efforts, their identity, and their college acclimation.  Within this 

major theme are the subthemes of: perceptions from society,  and perceptions of those in 

the classroom and on campus.  The participants all perceived “others or they” as having 

an effect on their choices, actions, and academics.  The “others or they” are defined as 

being society in general, persons on campus-teachers, classmates, and administration; 

which all influence their internal dialogue, and in turn their decisions and behavior.   

Perceptions from society.  The first subtheme of perception from society is 

grounded in students’ the feeling that society is watching, pressuring, and judging what 

they are doing.  All the participants viewed this construct of society as a real influence on 

their lives, for example, Hollie expressed the need to be “better than what society 
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expected.”   When asked where the idea comes from, and who exactly gives her this idea; 

she sums up the feeling as: 

Hollie: I feel it like in – you know in the big broad spectrum of things as a 

society... It’s there (Hesitating, and impatiently to herself looking 

for the words to describe this phenomenon)  

Hollie, Kimmie and Dalinda all expressed this invisible “they” that I kept having to ask 

“who do you mean or who are you referring to.”  Similarly, the male students echoed this 

strong sentiment in their focus group interviews when talking about societal pressures 

and what they considered to be a general view of their reality: 

Chidi: Reality. 
 

Chima: Reality, it’s just what society (saying with emphasis) dictates and 
we have to follow it. 

 

The students’ reality is formed on the basis of what they think society wants them to do 

or not do.  Interestingly, the students in the group also make reference to fact that they are 

not the only students who feel this way.  

Chidi: I agree with them too but I guess society says that – like a lot of 

younger people our age don’t see math and science as cool 

subjects, because society says it’s not cool.  They would rather do 

something artsy, something different.  They don’t look at science 

and math as cool or fun subjects.   

Interviewer: Does it bother you that “society” says that?6

 
  

                                                 
6 Researcher is aware that this question can be considered leading the participant. 
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Chima: Yeah, you’re supposed to be the PE teacher or the history guy, 

you’re not supposed to be the biology teacher. 

Interviewer: All right, does it bother you? Will you change your major? [from 
Science] 

 
Chidi: Yeah it bothers me too… but I am trying to look out for my best 

interest.   

Throughout the interviews, and focus group interviews the participants had an 

underlying idea of what society expects from them on multiple points of reference.  They 

seemed to think that these externally imposed boundaries were invisible and strong, and 

yet able to be overcome.     

Perceptions on campus.  The second subtheme, perceptions on campus, centers 

on the feeling of how classmates and other students on campus perceive the participants 

academic prowess in the classroom.  All the participants believed their fellow classmates 

felt a shadow of doubt about their intelligence.  When asked if only people in class 

expressed doubts, all participants answered no, but a few of the participants explained the 

‘invisible’ campus mindset:  

Hollie: [Other students think]…they probably won’t graduate and being 

Black they won’t graduate. 

Interviewer: Who said that? 

Hollie: I’m just saying it seems like it’s probably said...Yeah, and I know 

there’s more than one person thinking that way, so just for them to 

be like  

Interviewer:    Who?  

Hollie:  Just people on campus. 
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From the first focus group, which included all the participants, the first mention of 

defining academic success included an “outsider” who wanted the students to fail.  This 

outsider could be a student, a teacher, or a collective group, for example from the 

conversation above, when Kimmie says “just people on campus.”  On the surface, the 

belief of being watched seemed to manifest as a negative pattern of inferiority on the 

participants part.  Kimmie, one of the higher achieving students in the focus group 

interviews tried to convey what she experienced sitting in class.   

Kimmie: I feel that people look at me – it's in the back of their mind …they 

think I’m not dumb but not as smart as them…like I'm going to 

need extra help. 

Interviewer: So this is a perception you feel on a regular basis?   

Kimmie: Not usually on a regular basis…But I do feel it's in the back of 

people's minds.   

One of the most poignant examples of students in class perceptions of came 

Hollie, the most optimistic and cheery member of the group.  She describes an incident in 

class that disturbed her, and made her question herself as well as her rosy outlook of 

other students: 

Hollie: In my biology class last semester, actually I didn’t know what to 

do, with this boy in class...because I was discussing my theory on 

chromosomes and I guess when I started articulating what all were 

said at the beginning of the lecture.  He was like – after the class he 

was like I really didn’t know Black people had that type of 

vocabulary or could talk it like that.  And I was like what do you 
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mean.  Like then my ghettoness came out because I – [clearly 

agitated and hurt, she paused to compose herself, I did not pursue 

further, because she were clearly upset] 

Interviewer: You felt?  

Hollie: I was offended.  I feel like he insulted my intelligence because he 

was like I didn’t know Black people could do that. 

Interviewer: How did you respond?  Did you try to, you know help him or try 

to..? 

Hollie: I was immediately offended, so I couldn’t like try to help him 

again to look, well look how long have we come because I was 

like, Dude, it’s 2012, do you not know?  Like, you know how far 

we have come? 

Any student could be crushed under the weight of such intimidation.  Her 

offended reaction was a shift for her back to her normal self and away from her student 

identity.  That is she believed that when interacting with students on campus she had a 

persona (student identity) that was more professional than the way she asks around 

friends.  When this student insulted her intelligence, her reaction was a type of coping 

mechanism. Each participant discussed multiple coping mechanisms, going home to see 

parents, calling their brothers and sisters and/or hanging out with friends as one way to 

handle the pressure of others people’s perceptions.  On closer examination, a strong 

feeling of capability underlies all the participants.  To cope with what they thought were 

ever-present in others mind, the freshman transformed intimidation into motivation to 

prove something to their classmates. 
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Chima: Sometimes I just prove them wrong.  Like if they think he’s not 

going to get this question right, I raise my hand and get the 

question right.  It changes their perspective on what they originally 

thought of me.  I look at it as a challenge and prove them wrong. 

Kenny: they might not think you’re as smart as them because of where you 

came from or something and then you answer the question right 

that they couldn’t get…then their thinking like oh okay, never 

mind. 

    The internal dialogue that plays inside the participants’ minds is one of 

enhanced self-concept and resilience.  As freshman they knew what were expected from 

them, though the voice was a powerful underlying force, it was not the most dominating 

voice.  Their own voices were prevailing. 

Interviewer: So you're sitting in class and you're thinking that? 

Kimmie: I have to do good because I have to show them. 

Connected to theme of perception and beliefs of others is the participants’ 

motivation for beating out the stereotypes imposed on African American people.  More 

than just a desire to overcome prevailing stereotypes, the participants used the 

generalizations about African Americans as an impetus to the way - they approach their 

studies.  Each student had this belief underlying their academic efforts, as well as clearly 

motivating their standards for living a good life.  After much examination of the students’ 

meaning, it becomes clear all of the participants felt this idea strongly from various 

outlets.   

Interviewer: So then what does getting an education mean to you? 
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Kimmie: It means I'm smart and I get that paper to go on my wall so I can 

look at it when I'm old and wrinkled.  It means that I got a good 

foundation for my future family.  It means I had a foundation to get 

a good job and have the money I need.  I won't be part of the 

statistic.  I want my – 

Interviewer: What statistic? 

Kimmie: That Black people are all going to be on welfare and getting help 

from the government.   

Interviewer: Who gave you the statistic?  Where did this statistic come from? 

Kimmie: From the government.   

Interviewer: It came from the government? 

Kimmie: It came from everybody. 
 

Interviewer: From who specifically?   
 

Kimmie: It's from society. 
 

Interviewer: Where do you get it from?   
 

Kimmie: Society, TV, social standards, stereotypes. 
 
Every time these “statistics” were announced by government, shoved in their faces by 

media coverage, and covertly further entrenched in the collective mind of the cultural 

story of African American people; the more the students pushed back with their hard 

work.  

 
Interviewer: What stereotypes do Black males face specifically? (When asked to 

clarify male roles) 
 

Chidi: That we’re not smart. 
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Chima: That we’re hoodlums. 
 

Kenny: Sagging…That we do drugs. 

Chima: We have three babies pregnant by different women, that we have 

food stamps, pay child support. 

Chidi: Typical stereotypes that Black men have always been accustomed 

to. 

Interviewer: How do you guys deal with it? 

Kenny: I just stop letting it bother me, they’ll see in the end when I make 

money with writing my video games. 

Chidi: I just ignore it…when it’s regarding how smart I am, I just prove it 

through my school work.  I don’t let a lot of the stereotypes bother 

me.  I still know it’s there; I just don’t pay attention to most of it. 

Similarly, the female focus group interviews had the same reactions.  One student, 

Dalinda, expressed her reaction.  Instead of letting the negative ideas hinder their 

advancement in college, all the participants were trying to use it as a motivation to propel 

them forward.  

Dalinda: Because I feel like African-Americans, we have it hard already and 

like even with stats[tistics] or whatever because I’m a number 

person, so it’s like African-American women they have kids, men 

in jail, all that stuff and I don’t want to be a part of that.  So I’m 

doing everything I can to go the opposite direction. 

Dalinda expresses the need to not go in the same direction as other African Americans 

portrayed in the statistics.  Her comment highlights how the students feel the need to do 
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better than those portrayed by media and the government.  Students in the study believed 

that classmates in class, students on campus, and the larger society held certain negative 

perceptions about their academic skills, however participants felt they could overcome 

those perceptions and succeed in school.  

Theme 2: School Choice as Life Choice 

The second theme that emerged from the data centered on the participants 

choosing Urban University as their institution to receive their education.  Surprisingly, all 

the participants stated that Urban University was their first choice, though some got 

accepted to other schools.  Three students only applied to other schools because their 

high school counselor or parents told them it were not prudent to only apply to one 

school.  For them, school choice represents their goals in life, and the acquirement of the 

resources needed to succeed academically.  Moreover, all the participants believed Urban 

University was the best choice to garner “success in life.”  Within this major theme are 

the subthemes of diversity, and the need to move away from past hindrances, and build a 

skill set, a network of people, a host of new experiences.  One student surmised:  

Kimmie: I feel like by going here and getting into my network with 

professors and stuff, it will help me when I am in the real world. 

..Yeah.  I thought it would be better for the future. 

Similarly, another freshman student in the group thought attending Urban University 

would help her with her career prospects.  Dalinda said “Yeah because my friend's older 

sister, she's a revenue analyst, and I knew that UU had a good hotel management program 

as well as the Bauer School is all prestige or whatever.   So I was like okay, and I feel 
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like I can do her job so.”  All the participants needed to go to a school that enhanced their 

job opportunities, but that was not the only motive: 

Kimmie: Well, I chose Urban University because of the diversity and 

because of the business school – and because of the location.  It 

was in one of the major port cities of the US, so it gave me more 

opportunities for internships and job opportunities. 

From the first focus group interviews to the last interview, each participant strongly 

believed that diversity is a key component to academic success on campus.  The 

subtheme of diversity, involved a campus climate and commitment to all races, and types 

of students.  

Hollie: I expected it to be a wide diversity of students from each corner of 

the earth so I could get new experiences.  

  Interviewer: Did [Urban University] live up to your expectations? 

Hollie: They kinda went above my expectations.  I came here to learn but I 

didn’t know I was going to pick up on so much stuff and then I 

also came to be diverse but I didn’t know it would be that diverse. 

Likewise, the twins, Chida and Chima wanted a “melting pot” and thought Urban 

University “really did good on that.”  The freshman transition is about meeting personal 

expectations and goals.  One of the personal goals of most of the students on the study 

consisted of moving past old hindrances and feelings to be open to receive new ones. 

Progressing from one point in life to the next involves a self-awareness of what is lacking 

in your life currently and actively seeking out what is missing:  
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Dalinda: You need to know how to network or whatever with others 

because it’s not like in the professional world it’s not only Black 

people.  And that’s like really my main reason for wanting to get to 

know other races. All my life all I’ve known is Black people, so I 

really don’t know how other people are or like only when my 

mother and them tell me or whatever, so it’s just nice to know for 

myself. 

With the self-awareness of what is needed comes a sense to become part of a collective; 

the need to feel part of a larger unit and not feel on the fringes or marginalized as a 

minority.  One student stated this way:  

Kimmie: I wanted everything.  I don't want to feel like a minority, but I don't 

want to feel like a majority.  I just want to be there with everybody.   

The twins had such a unifying experience, feeling part of something larger than 

themselves.  They discussed the freshman orientation, and how they knew their school 

choice was the right one for them:  

Chima:   When we're in the Cullen Performance Hall and we're all like the 

whole class of 2016 it seemed like was in the building together, we 

were saying whose house coog's house, it got me like energized 

and like or advance. 

Chidi:   There was like a big bonding.   

Chima:   It was like a uniting moment, that's, I've never got that feeling 

before so they really worked.  They impressed me a lot. 
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All the participants expressed a need to have diversity in the classroom, diversity on 

campus, and to feel part of the larger campus collective.  Additionally, all the freshmen 

participants felt that because of the predominately African American background, their 

future prospects would be better with a more realistic view of society, that is to say more 

racially diversified.  For them, society is not composed of one race; to have better 

opportunities in life, the participants felt they needed more exposure to other races. 

 Theme 3: Gender is Salient  

The third theme that emerged from the data set was gender differentiation in the 

freshman college experience.  Within this major theme are subthemes of gender roles 

affecting college experience, and gender socialization.  All participants viewed their 

college adjustment and academic choices in light of their gender roles that they subscribe 

to now and in the future.  When asked about gender differences they experienced in the 

classroom they stated: 

Kenny: Dudes I knew would not answer any questions because they didn’t 

want to seem like they was too into work and not into partying or 

something like that.  Females answered more questions.   

Chima: In my experience I think the girls are more focused than guys in 

college.  I think when girls get in class they are ready to learn and 

focus on the instructor, but I see guys just chilling and talking to 

their friends and they don’t really care what is going on in class. 

While the males in the group admitted to being less likely to answer questions in 

class if they were unsure of the answer, they did not verbally subscribe to feelings of 

being anti-academic.  All the males in the group felt that their studies came first. 
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However, when the females were asked about their experiences with males in classroom 

environment they admitted:  

Haley:            like I was sitting – when I went to class today – sitting in class 

with this boy today.  He knew the answer and I was like say it.  

And he was like “no, I don’t talk in class.”   

Haley:  I think it’s because they don’t want their male ego to be broken. 

Dalinda:  Yeah, see men, they’re egotistical. 

Haley:   Yeah.  They don’t like rejection. 

The male students need to not be seen as caring about their academics even though they 

admit themselves that they focus a lot of energy on their studies can be considered a 

different point of view from the females who view the males as “egotistical” and fearing 

rejection.  The males in the group felt that females just talk more in class, because they 

like to talk more. This difference in point of views highlights the way in which males and 

females interact oppositionally in the classroom.  Student perception of each other’s 

identity in the classroom can provide insight into the ways in which gender identity 

affects adjustment in the classroom. 

Man as the provider.  When asked what some prevalent pressures they faced in 

college were, the students’ answers were divided along gender lines and social 

expectations.  The male students believed a university education would provide for a 

future family.  Discussion in the male focus group interviews centered on the role of a 

“provider”: 

Chima: Pressure to succeed.  We’re supposed to be the leaders of our 

family, go to college, succeed, get a high paying job, start a family, 
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do all this and this is the first stepping stone.  There is a lot of 

pressure to get it right the first time. 

Chidi: I agree there is a lot of pressure to succeed.  Being a male… Once 

you succeed you are obligated to raise a family and provide for that 

family. 

Kenny: You have to be the one to go out and bring home the bacon, you 

have to be the provider, you have to be the hunter. 

The “pressures” felt by the males in the group are centered on the traditional role of 

providing for a family, and being a man.  They believed that their burden was heavier 

than a woman’s because as Chima stated in the male focus group interviews “a woman 

because she can always stay at home and raise children.”  

Dream House/Dream Life.  Conversely, the pressure for females in the groups 

were grounded in the idea that they could not depend on a man to take care of them, in 

addition to their role of having to be the primary caretaker of the family.  One student 

expressed the displeasure of depending on a guy, Dalinda said: “It’s like we’re supposed 

to have babies and all that, but in the same token I don’t want to live off of men and it’s 

just because I’m a female.”  The female students held dual notions of their future, with 

their choice of major in college determined by what type of career and family life that 

wanted after college, while accepting roles of motherhood.  This idea was clearly seen in 

their idea of having a “dream house and dream family”: 

Kimmie: Just trying to get through life as best we can – trying to have those 

doors open, opportunities, the American dream with a big house, a 

dog, and family.  Not a lot of drama and not a lot of stress – and 
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with a college degree, supposedly that's what you get.  You get the 

foundation to have that. 

Similarly, Hollie expressed “Yeah, the big house and the five cars.  I want to have a little 

dog.” Each component of their identity was just as important as the other.  They wanted it 

all: 

Interviewer: Because clearly there has to be – if you’re saying that you don’t 

subscribe to that – you don’t subscribe to the single motherhood.  

You’ve already said that you have this perfect little – 

Dalinda: Life…Yeah. 

Hollie:  – family or dream house. 

Hollie: How many cars do you have in your dream life? [Talking to   

Dalinda] 

Dalinda: Four. 

Hollie:  See, she got four cars in her dream life. 

Interviewer: Okay.  And your dream life also includes this career? 

Dalinda: Uh-huh. 

Interviewer: So you are gonna do, you know how did you describe it before 

[looking at my notes from another focus group] this “whole do it 

all” – try to do it all? 

Dalinda: Yeah.  Gonna try. 

Interviewer: And you’re okay with it? And be a little – and be submissive to 

your husband? [each student had described a time when they were 
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submissive to a guy/student on campus and had expressed being 

okay with being submissive to husband] 

Dalinda: Yeah…Yep.  I’m trying. 

Interviewer: All right.   

Dalinda: I’m gonna try…  [Hollie nods, and shaking her head in 

agreement] 

The two subthemes of being a provider and having a dream house highlight gender roles 

in life.  After observing this phenomenon in the first two mixed gender focus groups, I 

asked for further clarification on this idea in the focus groups where males and females 

were separated, and in the one on one interviews.  What came out of this examination 

was a closer look at gender roles being played out on campus, in and out of the 

classroom; the discussion of this subtheme in more detail follows. 

The women seem accepting and rejecting of messages of traditional female roles. 

From one perspective they wanted it all and subscribed to a strong dominant role in 

school, and life after school-- career, family, dream house- essentially a “good life.” 

From another perspective all three females held to a passive view, believing in being 

submissive to their husbands, and males on campus.  While ‘superwomen’ these days are 

celebrated in their ability to ‘do anything,’ as the slogan goes, they are still expected to 

adhere to traditional values of women’s roles, place and sphere in order to function in a 

patriarchal society: 

Dalinda: Women, we got to tend to kids, the house, go to work, go to 

school.  We have to do everything.  And I feel like our fight for 

equality really has enhanced our workload. 
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Hollie: They just feel that they bring home the bacon, we should cook it, 

we should clean it, we should just do everything – like, you know? 

Additionally, Dalinda, and Hollie both gave vivid examples of times when they 

were submissive to male students: doing their homework for them, giving them notes 

from class, and cooking and doing their laundry in the dorms: 

[After being asked for an example of times they felt they had to do it all]  

Hollie:  …on campus they do.  They [male students] ask us to do stuff-- 

Interviewer: This does happen? 

Dalinda: Yes.  The laundry room …wash where everybody does their 

clothes.  They [Male students] – they bring they – the men calling 

the women – they call us when they need their clothes washed.  

[Imitating a male student] And it’ll be “you have a little was?  You 

have a little cook tonight?” 

Interviewer: Okay.  So –??? [I was stunned, and had to compose myself] 

Hollie:  Yeah.  That’s their favorite line, you having a cook tonight? 

Dalinda: Right. 

Hollie:  And we didn’t even went so far as it was like well we’ll buy – 

Dalinda: No.  No.  

Hollie:  – if you all cook it. 

Dalinda: No.  We tell them if you all buy, we’ll cook it. 

Hollie:  Yeah . 

Interviewer: Okay.  So – 

Hollie:  Its just …what they do. 
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After describing instances in the dorms, the female participants described 

instances in class where they felt their gender played a crucial role of their campus life. 

The female students provided examples like this one, of times when they felt compelled 

to do help male students in the classroom.  

Interviewer:   What about this guy that sat next to you?  Why do you think he sat 

next to you? 

Dalinda: Because he wanted me to do all his work.  Probably so. 

Interviewer: Okay.  I didn’t bring that up.  I’m asking you. 

Dalinda: Yeah.  That’s why. 

Interviewer: And when –? 

Dalinda: And the problem was not that he couldn’t do it, it was that he was 

too lazy to do it. 

Hollie: And he found another avenue – well, oh, she can do it.  Why don’t 

I just ask her? 

Dalinda: He needed answers.  And I didn’t mind either. 

Interviewer: And you didn’t mind? 

Later in the discussion, the females begin to feel resentful and taken advantage after what 

seems like a personal revelation about the impact their gender role they are subscribing to 

has had on their college experience. 

Dalinda: Because if I’m not helping them, I could be doing my work that 

I’m putting to the side, mind you – that I just did last night.  

Because now I’m behind on studying because I did his paper, so I 
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will try not to fail academically.  But you know what?  I feel like 

it’s how – it does speak to how we were raised. 

What seemed to happen during the interview was a reflection or self-awareness that 

became evident during the focus group interviews process, but not before.  Each female 

felt a type of embarrassment or foolishness for not being cognizant of their actions in 

relation to their studies and belief equal work for men and women: 

 Dalinda: Yeah.  They have it easier because we help them. 

Interviewer: – is the same role in society and then the same role you’re 

telling me now, at school.  Even if it’s your boyfriend or 

not. 

 Dalinda: Yeah.  Yeah.   

 Interviewer: Okay. 

 Dalinda: Unfortunately that’s what we telling you. 

Hollie: Unfortunately.  Because I feel like –[looking for the word 

to describe how she felt] 

 Dalinda: I’m trying to defend us right now, but I can’t. 

 

Theme 4: Know Thyself, Freshman 

Self-Awareness.  The fourth theme to emerge from the data set centered on the 

freshmen students knowing themselves enough to become adjusted to the university.  The 

students mentioned that getting acclimated to the college climate can be crucial to not 

only academic performance, but also, to reaching personal goals that they set for 

themselves.  The twins, Chidi and Chima, exhibited this self-awareness of what they 
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needed to succeed when they realized they had to attend the same college and take some 

of the same classes to be successful in their first year: 

[They were discussing another set of twins in their family that decided to go to different 

colleges, and how both were miserable without the support of the other one and their 

grades suffered.] 

Chima:   That's kind of what made me think okay, we're not gonna separate 

because look what happens when you separate.  

Chidi:   We're thinking about it.  At the back of my mind, maybe we should 

like, if one of us gets into a college and the other one doesn't, 

maybe if that college was without, one person wants to go to but 

doesn't go – 

Chidi:   We were really trying to weigh the pros and cons like you know, if 

that person does get into that college, what about the other person? 

Chima:   But the aid would have to be stunning.  Everything would have to 

be great before we split because we never split. Yeah, but the thing 

is it also helps to have someone that you know is going through the 

same exact stuff. 

Interviewer:   So of course being a twin.  

Chima:   We were like oh my God, we're in college.  How am I gonna 

adjust?  It was kind of, I don't wanna say seamless but it weren't as 

bad as we thought. 
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Chidi:   Yeah because we were doing it with each other…We're still kind 

of like it was scary because it was our first time in college.  It was 

still kind of a little bit overwhelming.  

Though the twins had a very specific experience that seems to only apply to them 

and the nature of their being twins, other students in the group had similar transition 

experiences.  Kimmie said that “You have to find a balance – social and school balance,” 

when asked if she was done partying.  She felt that college freshman were supposed to 

party and make good grades.  Now she only parties on “Thursday, Friday, and Saturday.” 

 Dalinda, the math whiz, likes to experiment and have new experiences.  She knew 

that her best work is in subjects that challenge her, and of course her favorite was Math. 

When she described a moment of going against her natural instincts and taking a Geology 

class, her facial expressions show none of the signs of confidence that they did when 

discussing her two math courses: 

Dalinda: I’m also in conflict in geology because that’s the only class that I 

chose that was different from me, but I didn’t need to know it 

because it’s like it’s like an online course, so we’ve never seen a 

teacher, I’ve never seen this lady and I’m more of a personal 

person.  So that’s one problem, and then we only have four exams, 

and this is what I mean by the X, Y, Z.  You have to know this or 

you know and we only have four exams and I studied, studied, 

studied, but like I got a 70 on my first exam.  Even though I spent 

all this time studying, have all these beautiful notes that I’ve taught 
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myself about something I know nothing about feel like it’s more 

than a 70 to me, but because of the curriculum it’s a 70. 

  Though she defines academic success in terms of what she has learned more than 

grades, she goes on to describe all the ways she tried to improve her grade.  

Dalinda: Yes, I went to the geology learning center, and my phone don’t 

work down there, that’s why I like going there so it doesn’t ring.  

So I sit there with the book, and everybody I meet my first 

question is are you in geology.  Everybody I meet now – so it was 

like Hollie’s roommate.  Even Hollie asked people for me, are you 

in geology because I’ve got a friend because she knows I really 

need help in geology. 

As a proclaimed “self-learner,” taking an online class, in a subject that did not 

have as much mathematical foundations as subjects like physics or chemistry proved to 

be difficult for Dalinda.  Instead of dropping the course, she chose to modify her study 

strategies and even seek out tutoring help.  Like others in the group, Dalinda, modified 

her approach to her studies, her surroundings, and her schedule to academically succeed 

even in a class she was not strong or familiar with in the beginning of the semester. 

Similarly, all the participants expressed the need for self-awareness to make their college 

transition smoother and more fulfilling.  For example, all the students were involved in 

various extra-curricular activities and sports like football, softball, track, and volunteering 

in high school, however all students expressed concern that too much too soon in their 

freshman year would lead to academic failure hence they did not venture into these 

activities in their freshman year.  
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The Defining Moment.  Each freshman had a personal situation or moment that 

exemplified or defined their resolve to learn, and to be in college.  The results of the data 

indicated that having a personal epiphany or a moment of clarity becomes necessary 

component to adjusting to college.  From this moment students are able to make the 

necessary, mental, academic, and modifications needed to produce the desired effect, 

learning and/or better grades. One student describes her moment of clarity: 

Kimmie: I missed one assignment last semester.  And after that, I was like 

no.   

Interviewer: The light came on and that was it?  An ah-ha moment. 

Kimmie: Yes. 

Kimmie: You have to find a balance – social and school balance.   

Interviewer: Have you found that balance? 

Kimmie: Yes, I make sure my grades are done, my schoolwork is done.  I 

don't procrastinate.  Before I go out, I make sure that's done.  Or if 

I go out, then I'll be sure that – I put a deadline on everything and 

make sure it gets done by that time.   

Kimmie realized more about herself when she had to balance her personal life with her 

academic life.  Though she makes good grades, and would consider herself a high 

achiever, much like other students, finding her balance was not easy.  Even if students are 

successful academically, the first year of school can bring moments of acclimation. 

Likewise the twins shared their moment of epiphany not as a single instance, but as an 

idea what to do and what not to do: 

Chima:   The first semester, the course load like even...biology, bio labs. 
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Interviewer:   You loaded up on sciences? 

Chima:   Yeah, and took calculus and stuff like it was, and then the classes 

were much difficult, like much more difficult than high school, 

even AP. I thought I'd be comfortable.  It was difficult.  You have 

to give more time out of the day to really understand what you are 

reading. 

Chima:   Yeah.  It felt like I was taking 19 credits or something because the 

amount of time and the sleep was.  In high school, I slept as much 

as I wanted to.  I was trying to wake up to go to class but not in 

college, I was getting five or six, I'm a guy that like me, I need ten 

hours to function throughout the day and I was getting five or six 

and it was just terrible until I was thankfully the semester ended.  

Christmas break, came on, I took only 13 this semester because I'm 

not really for all that.   

Interviewer:   So you did learn a little bit of a lesson. 

Chima:   Yeah, time management was the thing that I learned in the first 

semester, how to use my time wisely.  I had to adapt to the people, 

I felt like it was the academics that I'd be able to adjust to because 

it was –it hit me hard.   

Interviewer:    And Chidi, what about you? 

Chidi:   What I learned in the first semester, I put in second semester and 

second semester I was able to transition.  It's not as hard, difficult. 
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Like many freshman on campus, Chidi and Chima had to learn to manage their time, and 

adapt to the academic setting.  With high school advisors, parents, and family members in 

college, both brothers believed they “knew everything” about school, however once on 

campus the twins were like other freshman students.  They brothers were overloaded with 

sciences and too many credits for the first year. Some student moment happens within the 

first few days or weeks of stepping on to campus.  Hollie’s moments of clarity were 

harder jolt that was emotionally and physically demanding: 

Hollie: The third day of school I called my mom crying.  I told her I was 

ready to come home and I wanted to pack up all my stuff and I 

asked her to come get me, and she told me that she didn’t send me 

here to do all that and I was going to stay here and I shouldn’t call 

her phone telling her how much I wanted to come home and she 

was really going off.  I was really crying and wondering why she 

was talking to me like this and why she wouldn’t get me.  So I had 

that day, but after that day I thought I was just going to have to get 

it together. 

Interviewer: What happened in those three days that made you think you 

couldn’t do it, that you had to go home? 

Hollie: The classes were so big and I was so lost on campus and my phone 

was broken and I was just – it was just too much for me… I 

thought college isn’t for everybody, I couldn’t do it, I called home, 

I’m ready to go home, I packed up all my stuff, and I was ready to 

go. At that point in time, I was like well, I’m gonna have to stay 
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here, I’m gonna have to put on my big girl panties, I’m gonna have 

to grow up.  This is not home.  I’m not being the baby anymore.  I 

have to survive for myself. 

Her resilience to her situation was not easy coming. She did not immediately pick herself 

up.  Hollie’s pain, feelings of isolation, and her what she called “total breakdown” is what 

freshman on many campuses feel when they are away from parental and peer support. 

After realizing that she was on her own physically and mentally, her epiphany led her to 

make tremendous adjustments mentally and academically that paid off in the second 

semester:  

Hollie: No, but it was second semester.  I saw what I had for my GPA and 

I saw that I could do it on my own. 

Interviewer: So, the grades came and you thought..? 

Hollie: Yeah, I got this.  I’m not on academic probation… I don’t have 

nothing bad happening– I’m good, I can do it. 

After much soul searching, Hollie was able to find her footing and get on track.  Dalinda 

believed she did not have her defining moment or her epiphany yet; however her words 

belay a feeling of confidence which only comes with self-awareness.  Believing she was 

not good at any other subject, but math she had a pivotal moment realizing she could 

push her own self-imposed boundaries: 

Dalinda: I know I’m still progressing, but I know I have it down when like 

when I’m good at something that – because I’m good at stuff that I 

like and when I’m good at something that I don’t necessarily don’t 

like –  
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Interviewer: Like geology. 

Dalinda:  – yeah, but this particular time it was my history exam.  Like I 

was so excited, I was jumping with joy because I think she was 

supposed to give it back to us on Wednesday, and I don’t have the 

paper, but I’m pretty sure I passed it so. 

Interviewer: So you just reached that level of? 

Dalinda: I know I can do it, it‘s just a matter of doing it. 

Any researcher interested in freshman acclimation, concerned parent, and 

university administrator would want to hear stories, like these to truly understand the 

plight of first year students.  The personal experiences of each student enhance the 

quantitative data on college adjustment.  While each students experience is defined by 

their own background, family, feelings, and individual social location; there is much to be 

gleaned from their narratives.  

Summary of Findings 

Voices of African American students in college echo their accepted role of 

challenger to the negative stereotypes, people, and perceptions around them on campus. 

The transition across the first year of school brings with it a plethora of mixed emotions 

and a sense of independence, exploration and achievement that is more visible in the first 

year of college than any other year.  College students’ identity evolves as they 

matriculate.  Gender identity and racial identity relate to academic adjustment in 

freshman students.  Additionally, oppressional societal stereotypes, coupled with the 

socialization of one’s race and gender all contribute to what happens to a student when 

they step on a college campus.  As if these dealing with these forces were not enough for 
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a first time student, interacting within the individual campus climate provides more 

points of contention for a freshman student.  Pressures from society, from persons on 

campus, students and home only strengthened students resolve to stay in school, and 

achieve academic success.  From the experiences of being in college for the first time, to 

acclimating to the classroom environment; to developmental identity changes that happen 

when a student is moving from adolescence into emerging adulthood; all these personal 

factors propel and hinder a student’s academic success.  
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Chapter V 

Discussion and Conclusions 

A myriad of social, cultural, and economic factors influence whether a first time 

student will complete their first year (Nicpon, Huser, Blanks, Sollenberger, Befort & 

Robinson, 2007).  From social isolation and family separation, to academic pressure 

coupled with other experiences, first year students are generally not set up to succeed 

(Nicpon et al., 2007, Raley, 2007).  In addition to this transitionary period in a student’s 

life, a student’s own identity, i.e. their gender, race, religion, familial background, and 

sexual orientation provide educational researchers numerous social constructs under 

which to examine college adjustment.  Out of these constructs, gender identity and racial 

identity are vital factors to consider when examining academic adjustment and college 

acclimation in the first year of college. 

This research aimed to examine the relationship between racial identity, gender 

identity, and academic adjustment in the freshman year of college.  Research on 

persistence has already shown that first year students have the hardest time making the 

transition from and persistence in secondary to postsecondary (Deberard, Spielmans, & 

Julka, 2004; Gardner & Jewler, 2005).  The current study extends this research agenda by 

centering its discussion in the context African American freshman students and how 

differences in gender socialization impact college success.  

Specifically, the study sought to address the question: What are the relative contributions 

of gender and race toward likelihood of academic adjustment of first-time-in-college 

(FTIC) African Americans?  
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 Theoretically, this study used a intersectionality approach with the belief that 

one’s identity not shapes and governs actions, but also that the multidimensionality of 

one’s identity cannot be studied in parts and must be observed together for a deeper 

understanding of human nature.  Additionally, this approach is grounded in critical 

theories and frameworks are defined by human justice themes that are concerned with 

empowering individuals to overcome oppressional boundaries, social institutions, and 

social boundaries (Creswell, 2007).  While the use of this interdisciplinary technique is 

substantial on its own, when used within the context of the freshman year an observation 

would not be complete without engaging the discussion within a college adjustment 

model. 

Empirically, the research sought to answer the primary research question through 

mixed methods of critical qualitative inquiry and statistical analysis at a predominately 

White, public, urban institution.  Statistical data were analyzed to represent demographic 

characteristics such as gender, high school gpa, and college adjustment.  Multiple linear 

regressions were used to examine the relationship between racial identity, gender 

identity, and academic adjustment.  Students’ education involves social interaction and 

one’s personal lived experience on and off campus, thus focus groups and one on one 

interviews were conducted to capture personal narratives.  

  Overall, the findings of this study confirmed that African American students at an 

urban university experience multiple points of challenge of perception based on their 

race, but more importantly their gender coupled with their race.  The within group 

differences of African American students academic adjustment were mitigated by their 

negotiated gender roles and perceived racial boundaries.  The dominant finding revealed 
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that participating African American students have a prevailing positive self-concept, and 

propensity to rewrite damaging stereotypes of gender and race into constructive forces to 

succeed in college.  

 The previous chapters outlined the problem, reviewed relevant literature, 

presented the methodology used, and the results.  This chapter explains the significant 

findings from the study.  Second, the chapter provides a discussion of the interaction of 

the findings in the context of intersectionality, gender socialization, identity development 

and college adjustment.  Third, an examination is given of the study’s contributions to 

higher education.  Finally, the chapter concludes with a review of the study’s limitations, 

implications for practice, and recommendations for future research.  

Perceived Boundaries and Benefits of Subscribing to Racial Identity 

Identity is a complex relationship of social practices.  This research began with 

aligning the conceptual and empirical interaction of gender and race using an 

intersectionality perspective and college adjustment model.  Using this framework, 

African American students’ gender identity and racial identity were found to be 

significantly associated with their academic adjustment.  The first major finding is related 

to students’ racial identity being affected by perceptions of society, people on campus, 

and perceptions of academic performance which in turn affects their academic 

adjustment, and college acclimation.  The more the students perceived someone 

“watching” them, the more this feeling was internalized into their sense of their own race 

and racial identity.   This finding is consistent with the research of Douglas (1998) and 

Nasim, Roberts, Hamell, and Young (2005) conclusions, students in the current study are 

consciousness of being an African American on campus, and constantly portray a certain 
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racial awareness in relation to the faculty, campus, and other students.  The incidents and 

feelings that the students described are more than ones they see in real life, but also what 

they see in their own minds every day.  

More important than how other people viewed them was how the students viewed 

themselves and their academic ability.  All the African American students in the study on 

average did well in school, which was reflected in their personal definitions of academic 

success and in their gpa.  The students’ internal dialogue of “I can do it” held was louder 

than outside voices telling them they would fail. Overall students’ self-esteem and 

confidence in their academic prowess was evident.   Similarly, Awad (2007) examined 

the influence of racial identity and other self-esteem variables’ ability to predict academic 

attainment. However, the findings of the current research do differ from Awad’s finding 

that racial identity did not predict either grades or test performance.  Awad defined 

academic outcomes by grade point average and found that academic self-concept 

significantly predicted students’ GPA but racial identity did not.  Awad suggested that 

studying racial identity with only survey instruments did not speak to the ways outside 

factors like racial environment and stereotypes have an effect on academics.  Similar to 

Awad’s study, the current research study used more than statistical evidence (focus group 

interviews and one on one interviews) from racial identity to determine that it does 

predict academic adjustment.  

Continuing the same theme of racial identity affects academic performance, all 

the students in the study accepted their own race and culture while attending a university 

with a diverse population.  What that means is each participant made the conscious 

commitment to diversity while still holding a positive view of their own.  This finding is 
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consistent with the research of Anglin and Wade’s (2007) finding that students who 

embraced a multicultural identity (e.g., accepting their own culture as well as others) 

adjusted better to college.  Anglin and Wade found that students with more of an Afro 

centric view had lower academic performance.   

The current research study showed not only were the freshman students making 

above average grades, but they also were able to overcome perceptions of others negative 

view of their own race as well as challenge the biases that they previously held of other 

races.  While the participants were proud of their heritage and background, they did not 

consider themselves afro-centric, which for them means excluding others.  They bonded 

to their own culture, but left room to adapt to the culture of the school, and those around 

them.  

What most racial identity research highlights is the normally negative view, of 

African American students’ intellectualism, academic ability, and personal goals 

portrayed by society.  Stereotypes provide an elitist, defeatist, and victim mentality to 

those who here it, share it, and are the subject of it. As defined in the previous literature 

review, stereotype threat is “self-defeating” and “self-threatening” (Steele, 2000).  Most 

of this portrayal is not based on facts, for example in the male and female focus group, 

the participants discussed the “fact” that there are more African American males in 

prison, than in college was discussed more than once in the focus groups interviews. 

According to a policy article published by the American Council on Education (ACE), 

this stereotype, has not been a “fact” since 2001, though it is doubtful that it ever was due 

to the way college enrollment was calculated at the time compared to now (ACE, 2012). 

Unfortunately, the male and female students in this study still quoted this as to why they 
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felt other students did not view them as smart—the stereotype is ingrained in everyone’s 

psyche.  This generalization has pigeonholed the thinking of many African American 

college students, their parents, school administrators, government, and persons in society. 

Chavous, Harris, Rivas, Helaire, and Green (2004) defined stereotype 

expectations as the biased situations, and perceptions that students encounter in the 

classroom.  The findings in their study mirrors this one’s current findingswhich indicated 

that students’ majors were related to stereotype expectations, as well as to their academic 

capability.  One major finding that the current study substantiated concerned gender, and 

institutional interactions in the relationships between stereotype expectations and 

academic outcomes; more specifically, students personal views about their major was 

based largely on their gender, what they felt was expected of them, and their previous 

academic accomplishments.  Indeed, all the students in the focus group interviews held 

notions of what “others” expected them to do in college and later in their careers. 

Furthermore, classroom interactions affect how students perceive themselves and 

their sense of belonging, on the campus, in the classroom, and also to a particular 

discipline.  Good, Dweck and Rattan (2008) emphasized the negative effects that 

attributing stereotypical traits to females in math classes, makes females feel more 

unattached to the mathematics academic community as a whole.  Earning lowers grades 

in class because of their lack of sense of belonging to the discipline can ultimately make 

students question their career choices.  The current study’s findings do not support this 

result; indeed the female participants in the group felt more challenged to “show” and 

“compete” with other classmates.  After Hollie’s incident with the Caucasian male 

student questioning her articulateness on genes and chromosomes in science, she was 



96 

 

stunned at first, but became committed to speaking up even more in class than ever 

before.  Bolstering her own racial identity was coping mechanism to overcome a hostile 

education environment (Neblet et. al (2008). 

Beating the Stereotypes.  Students in the study believed that classmates in class, 

students on campus, and the larger society held certain negative perceptions about their 

academic skills; however, each student, like Hollie, was able to rewrite the negative into 

a positive for their own self-efficacy, and to change the classroom negative climate.  This 

finding highlights the stereotypes, perceptions, and the adaptive strategy that students 

take in combating the negative view others on campus have of them.  

Steele’s (1995) stereotype threat holds significant implication for the findings of 

this study.  Throughout the focus groups and one on interviews students repeated 

stereotypes as a driving force of what they did not want to in their personal and academic 

life.  This finding is consistent with research on stereotype threat by Kray, Reb, Galinsky, 

& Thompson (2004) who noted that stereotypes can provide academic motivation, that is 

having a self-awareness about a stereotype can heighten motivation to perform better in 

school and increase academic performance. 

Though stereotype threat can be a real danger to academic adjustment of African 

American students, it can also be a propelling force to achievement.  Nussbaum and 

Steele (2007) found that African American students can disengage themselves from the 

negative view to keep their motivation on a task or goal.  Chidi believed: “I don’t let a lot 

of the stereotypes bother me.  I still know it’s there; I just don’t pay attention to most of 

it.”  The findings of the current study are consistent with this line of research as all the 

students in the group acknowledged stereotypes, and yet were able to use them and create 

http://www.reducingstereotypethreat.org/bibliography_kray_reb_galinsky_thompson.html�
http://www.reducingstereotypethreat.org/bibliography_kray_reb_galinsky_thompson.html�
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an adaptive response that reinforced their own positive self-concept.  The current study is 

also consistent with the findings of Swim, Hyers, Cohen, Fitzgerald, and Bylsma (2003) 

qualitative study and Sellers and Shelton (2003) findings that African American students 

must have adaptation and coping strategies to overcome negative views on campus. 

Whether hanging out with their friends, or going back home on occasion, all the students 

had ways of coping with the stress from negative perceptions on campus.  While the 

students held many of the same beliefs on racial identity, this study found several key 

differences in their experiences. 

Gendered Positions in Society and the Classroom 

From post-secondary to elementary, studying gender relations in education is just 

as important as studying the shaping of gender in education.  In western societies 

multiple complex institutions influence gender formation: the school, the family, the 

workplace, peers, and the mass media, these institutions simultaneously shape and are 

shaped by individual agency (Webb, 2001); therefore, the process is dynamic and ever 

changing.  Formal education is a major agent in teaching and reinforcing cultural norms 

for males and females (Finn et al. 1980).  The effects of this process of reinforcement and 

subtle coercion on students can last for a lifetime.  

Nuances of Female Identity. A common thread that runs in the many of 

conversations with the women of the data set is, although there are a magnitude of 

portrayals of the “strong independent women” in their lives, in television, and film, 

interestingly, these women do not directly say the word “feminism.”  However, the 

examples and scenes on campus they describe still reveal the influence of second wave 

feminism through the modern accessibility of roles available to women in so-called post-
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feminist culture.  Even in this modern time of thought on gender and femininity many of 

these images are in direct conflict with numerous feminist struggles of the twentieth 

century.   

One such struggle is that the females in the study felt they were taught different 

beliefs than men that make them more likely to succeed.  That is, because they are a 

“double minority” they felt socialized earlier on in life to work twice as hard as men.  

African American females were more motivated than their male counterparts.  The 

female participants believed they experienced different social struggles and social 

constraints than men.  But this was not always a negative, in fact for them it led to more 

positive feelings about themselves and a higher self-esteem because those around them 

felt they could do it all; in turn they felt empowered to do it all.  This finding is consistent 

with research by Granberg, Simons and Simons (2009) and Brown, Linver, and Evans 

(2010) on African American racial socialization of women.  

This feeling of empowerment is necessary in the face of such harsh 

marginalization as experienced by Hollie during her Science class.  The lack of 

confidence in and challenge to her academic and intellectual abilities that she experienced 

from an Anglo male student only heighten African American students’ ability to create 

their own space within a racially confining environment.  What “Black women encounter 

within academia may be isolating and soul-eroding, and damaging to one’s personal and 

professional morale, these processes of negativity can be subverted, so that they become 

sources of [their] own empowerment” (Jones, 2001, p.159).  Likewise, the current study’s 

findings resemble the results of Cokley (2001) study that investigated gender as a 

variable of interest in the study of psychosocial development of African American 
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students.  Cokley and Moore (2007) extended earlier research using the same scale as in 

the current study, and a mixed methods design to get at the nuances of academic 

achievement, race, and gender the themes.  Similar to Cokley and Moore’s findings, the 

current research adds further support that gender is a key influence of racial identity and 

academic persistence.  

Nuances of Male Identity.  African American males and academic persistence 

have been issues at Urban University.  Mirroring statistics nationally, African American 

male students at Urban University persist and graduate at a significantly lower rates than 

any other population of student on campus7

Much evidence points to the differences in African American male and female 

students’ achievement in college (ACE, 2011; Buchmann & DiPrete, 2006; Cokley & 

Moore, 2007).  Though African American males and females in the current study share 

common traits, the findings are consistent with other research that speaks to the 

differences among the students.  

.  However in glaring contrast to their male 

classmates, African American females at Urban University persist and graduate at 

significantly higher rates (Urban University Office of Institutional Research, 2003-2009). 

Even though retention of this population of students has remained a significant issue with 

the university, little campus-wide level research has been conducted on this matter.  

One of the differences in African American males and females is the use of “Cool 

Pose” and disidentification with education by young men in the classroom (Majors & 

Billson, 1992).  The females believed the males were more concerned with their ego than 

interacting in class. In the classroom the males were aloof, but outside the classroom all 

                                                 
7 In general, the college has graduation rate has been increasing, with the highest graduation ever at UU in 2009 at 
45.1% (this rate does not include transfer students). However, the rate of graduating minorities is decreasing.  
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the male participants studied hard which was reflected in their first semester fall gpa(all 

over 3.0 on a 4 point scale).  Though the males in this study did not feel or seem anti-

academic, they admitted that they knew some people in the dorm who were always 

pressuring them to go party instead of studying.  Kenny and Chima’s observation about 

other African American males not wanting to be viewed academic by others is consistent 

with Ogbu (1992) and Majors and Billson (1992) findings.  However, males in the 

current group were academically high achievers.  This finding is in opposition to the 

work of Ogbu (1992) and Majors and Billson (1992) that states there is an undercurrent 

view of anti-academics that is pervasive in the African American male community.  Their 

masculinity was constructed on doing well academically albeit privately, but not 

demonstrating this ability publicly.  

Additionally, the males felt pressure to provide and be economically successful; 

for them manhood was defined by their future prospects of providing for a family.  With 

this finding the theme centered on the freshmen students knowing themselves enough to 

become adjusted to the university.  The students mentioned that getting acclimated to the 

college climate can be crucial to not only academic performance, but also, to reaching 

personal goals later in life that they set for themselves. 

School Choice as Life Choice 

  Freshman students’ perception of their college choice plays a crucial part in their 

college adjustment.  There exists a reciprocal interplay between each college student and 

the institution, in which he/she enrolls, that is, students affect the college, and the college 

affects the student.  University policies, faculty, and student services staff all interact with 
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a college student.  Likewise, students’ level of satisfaction with this interaction and 

students’ expectations influences their college adjustment (Lewis & Middleton, 2003). 

All the participants believed Urban University was the best choice to garner 

success in life.  Reasons for this perception centered on attending a university with a 

diverse student body in which to intermingle with socially and learn from intellectually. 

Additionally, the participants perceived high levels of campus’ diversity and contact with 

many students would lend itself to a welcoming racial environment where students from 

all backgrounds are valued.  This finding is consistent with campus climate research that 

has shown that students’ perception of the university’s level of commitment to diversity 

impacts student perception of discrimination on campus (Hausmann, Schofield, & 

Woods, 2007; Hurtado, 2003).  That is, lower levels of institutional diversity commitment 

translate into higher levels of perceived campus discrimination by students (Hurtado, 

2003; Hausmann, Schofield, & Woods, 2007).  Furthermore, these lower levels 

contribute to lower levels of academic and social adjustment (Locks, Hurtado, Bowman 

& Oseguera, 2008; Sáenz, Marcoulides, Junn, & Young, 1999). 

The site for this study has been ranked as one at the top of the most diverse 

campuses list.  In addition, Urban University’s campus was recently ranked “Tier One” 

research campus.  This designation has been advertised extensively, by campus 

administrators, campus ambassadors, and other higher education organizations. All the 

students in the study were able to list “getting a good education” as their reason for 

choosing Urban University.  Diversity in the classroom, diversity on campus, and sense 

of belonging to the campus were common traits participants needed from Urban 

University.  Attending a racially diversified campus provided students with a more real 
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world experience namely for them, society is not composed of one race; to have better 

opportunities in life, the participants felt they needed more exposure to other races 

(Hatter & Ottens, 1998).  Student diversity, the need to have a host of new experiences, 

building a skill set, and a network of people was paramount to the participants in this 

study.  Research in this area has shown that institutional environment and the 

organizational culture mediate student academic and social experiences in college 

(Mendoza-Denton, Downey, Purdie, Davis, & Peitrzak, 2002). 

Transitioning to College  

African American students, similar to other freshman students, enroll in higher 

education with a goal to obtain a degree.  Research has demonstrated that transition to 

college and adapting early to the college environment is highly correlated to degree 

attainment (Cabrera et al, 1999; Krotseng, 1992).  This transition to college is a complex 

process that involves not only academic success, but psychological and other social 

development that bears consideration (Tinto, 1993).  Indeed, it is the multiplicity of 

identity development that is being an African American and male or female student and 

developing one’s identity in college that may be the distinguishing factor in experiences. 

The freshman experience is wrought with expectations.  The freshmen in this 

study were not accurate in predicting many facets of their freshman life: what activities 

they would do, who they would interact with, how the classroom experience would be. 

This finding is comparable to the research of Kuh, Gonyea, and Williams (2005), Kuh, 

(1999), and Braxton, Vesper, and Hossler (1995) that what freshman expected out of 

college and what they experienced was not congruent.  These findings are consistent with 

research that speaks to the idea that freshman identity involves self-awareness: “To give 
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voice to one’s identity is to lay claim to a stronger sense of self and in doing so to gain 

confidence to express ideas, engage in dialogue, and develop a capacity for self-

authorship” (Jehangir, 2008, p. 40).  

Limitations 

Though the study adds to the understanding of college adjustment in African 

American students, the inherent methodological nature of this study makes generalizing 

to a larger population small.  The qualitative inquiry methods that were used in the study 

to capture the lived experience and individual voices do not make any assumptions that 

there is a collective or comprehensive view.  However, one potential benefit of the 

homogeneity of the group will be that the sample may represent a conservative estimate 

of interaction of race and gender on adjustment and identity of freshman students.  The 

student points of views that are depicted provide a wealth of understanding of the 

freshman experience. 

African American students were the focus of this study.  Hence, the results and 

conclusions are not indicative of the entire student population.  Although, the research 

was limited in its sample population, the scope of the research is valuable to other 

populations on campus.  Race and gender identity are social constructs that function 

across campus and across backgrounds.  Research on other groups on campus would 

prove beneficial. 

Convenience sampling was used from one urban university and did not include 

students from other types of institutions.  The study was conducted at an urban university 

with a considerably diverse population (it ranks on the top campus diversity list).  Since 

campus climate is such a unique characteristic, the findings and results of the current 
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study may not replicate the same on other campuses.  As such, the conventions, actions, 

and understandings of the students may not translate to other types of institutions.  A 

theoretical limitation of this investigation is the focus on gender and race, with the 

knowledge that intersectionality approaches generally use race, gender, and class 

together.  Due to the small sampling size of statistical data means that extreme caution 

should be taken when evaluating the study’s regression findings.  The sampling was 

heavily female populated and efforts were taken to not let that bias the results.  

Additional limitations are connected to the specific researcher role and biases.  The 

researcher is an African American female who interviewed African American students 

within a predominantly Urban university.  Neither the researcher, nor the participants can 

deny the shared cultural history.  Participant’ may have given responses that were 

socially desirable, because of the identity, and social position of the researcher. 

Implications for Practice 

To University Administrators.  To combat minority student attrition, educators at 

colleges and universities need to design and implement effective retention programs and 

services to increase retention rates.  There are many models that have shown success 

(Landis, 2010).  Orientation programs have been shown to help students acclimate to 

college.  There are several solutions that university administrators and staff have used and 

are implementing to increase retention rates of first year students.  Some strategies that 

researchers have found to work for retaining first year students are enhancing student 

engagement, and peer support systems within the college community (Dennis et al., 

2005; McCarthy & Kuh, 2006; Tinto, 1993).  To increase student persistence, universities 

are using early outreach recruiting events, university sponsored study groups, freshman 
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clubs, and summer bridge programs (Kuh et al., 2006).  Many pre-college summer 

programs are successful systems being used by universities because they help students 

and their families learn ways to navigate the financial, social, and academic paths to 

complete a post secondary degree.   

Taylor and Miller (2002) and Sanders (2000) found that summer bridge programs 

are effective via cultural identity development and peer-support programs and have a 

positive impact on student persistence. Kezar (2000) asserted that:  

Summer bridge programs will continue to be important as higher education 

continues to expand, increasing access to more and different populations. 

Bridge programs are also gaining support internationally as other parts of the 

world expand their higher education systems.  Many countries are looking to 

the U.S. for models.  With the federal government making it a goal that all 

Americans have the opportunity to attend at least two years of college, 

institutions need to support and nurture these important programs. (Kezar, 

2000, para. 16)  

Summer bridge programs are an effective way to empower and socialize students to the 

university.  

According to Wallace et al. (2000), some students fail because of a lack of role 

models.  Therefore, consideration should be given for the recruitment and retention of 

minority faculty and administrators.  It is recommended that the administration recruit 

and retain minority faculty and administrators.  Make earnest and sincere efforts to recruit 

African American faculty and staff along with the implementation of social adjustment 
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programs initiated by the university that address the unique needs of African American 

students in predominantly White college settings. 

According to research by Gallien Jr. and Peterson (2005), African Americans rates of 

retention can be increased by enhancing: 

• Precollege programs that emphasize study skills 

• Resource acquisition  

• How to acquire financial aid working study jobs 

• Counseling services 

• Mentoring    

Support programs for students in higher education can assume various forms 

including the provision of academic skills development, tutorials in select subject areas, 

wellness and health counseling, financial education, career development, and social 

adjustment.  Nevertheless, the overall goal of these programs is to assist in the retention 

of students and to increase their potential for academic success and successful degree 

completion.  However, some scholars, Kuh et al. (2008 ) caution university 

administrators: 

… simply offering [engaging] programs and practices does not guarantee that they 

will have the intended effects on student success. Institutional programs and 

practices must be of high quality, customized to meet the needs of students they 

are intended to reach, and firmly rooted in a student success-oriented campus 

culture. (p. 25) 

What is needed are programs that seek to socialize students to the college culture 

and empower students personally, academically, and socially (Zhao & Kuh, 2004). 
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Referring back to methodology used in the current study, administrators should consider 

making policies that move beyond one point of axis approach and to move to one that is 

multi-faced.  

Intersectionality. Using the methodological framework of intersectionality and 

critical race theory (CRT) has helped the researcher uncover how students persist in the 

face of negative perceptions.  Education is steeped in many intersections of multiple 

dimensions of identity.  Narrative analysis coupled with students’ lived experiences has 

enhanced the role of racial identity in education (Delgado & Stefancic, 2001; Solórzano 

& Yosso, 2001).  Intersectionality was a useful theoretical framework for an examination 

of the current study of disparities in academic attainment between African American 

males and females, as well as providing the context for methodological use of 

intersectionality to study the differences within this racial group.  

Intersectionality as a research paradigm can generate problem-driven research: it 

takes a problem in the world, analyzes and moves beyond earlier approaches to 

studying the problem, and develops a more powerful model to test for its 

effectiveness in addressing the problem. (Hancock, 2007 p. 75) 

Using an intersectionality approach would help decision makers go deeper in examining 

the limits of policies that are to centered on “target populations who should theoretically 

benefit from either racially-targeted or gender-targeted public policy but in reality benefit 

from neither” (Hancock, 2007, p. 66). 

To University Faculty.  Chickering and Gamson (1987) study offered seven 

principles of good practice in undergraduate learning that institutional faculty should use 

to evaluate their own practices.  The seven principles are: 
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• Good practice encourages contact between students and faculty 

• Good practice develops reciprocity and cooperation among students 

• Good practice uses active learning techniques 

• Good practice gives prompt feedback 

• Good practice emphasizes time on task 

• Good practice communicated high expectations 

• Good practice respects diverse talents and ways of learning 

Using these seven principals shifts the emphasis away from a student-centered approach, 

and gives the institution staff and faculty a means of interaction with the student.  

These good practices are important when considered within the context of multiple 

identies of race and gender.  By recognizing multiple identities, educators and professors 

in the college classroom can enhance student development by creating more inclusive 

classroom learning environments.  Faculty comes to understand the different intellectual 

needs of students from all backgrounds through exploration of frameworks and theories 

that are more comprehensive in nature, like intersectionality.  Professors are then able to 

promote a more engaged classroom and better communication with students from 

underrepresented groups.  When educators explore social power structures associates 

with multiple identities, they are then able to respond in a more culturally responsive way 

to empower students. Student growth and learning can grow with more individual 

approach and interaction with student and professor.  All these positive faculty to student 

experiences contribute to students completing their first year of school and moving on 

towards graduation.  
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Recommendations for Future Research 

The struggle has not been easy because public education has reflected both the 

high ideals of equality and the limited vested interests that challenge those high 

ideals; this tension has been critically evident in the area of race [and gender].  

Nieto, 2005, p.17 

 Identity, retention, and college adjustment are ever changing complex 

mechanisms.  As such continued research becomes essential to student learning and 

student outcome.  First, research should consider the ways that racial identity and 

psychological adjustment affects students throughout their college career.   Second, 

research into the effectiveness of diversity of the student body and other racial minorities 

would inform debates on majority and racial socialization of other underrepresented 

groups.  Third, research into the specific classroom environment would greatly inform 

perception debates as to whether teaching strategies—old paradigm versus new student—

would mediate racial and gender perceptions in the higher education classroom. 

Conclusions 

 Across the globe, education and schooling are controversially complex concepts. 

From equity and access to social reproduction and cultural transmission; education is 

made up of issues that are socially, politically, economically, and psychologically 

intertwined.  Researchers across disciplines have been concerned with the notion of 

education for years.  From an anthropologist’s perspective, “education” means much 

more than schooling.  In its loosest sense, education means the entire learning experience 

of students, whether provided deliberately or more haphazardly within the culture (Mead, 

1928). In a narrower but still anthropological sense, education or “formal education” 
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means deliberate intervention meant to affect the learning experience of children or other 

novices through “formal, predictable, stereotypic learning experiences” (Cohen, 1971). 

 While observing the current higher education climate and today’s student, 

contemporary research centers on analyzing the various groups who teach culture and 

identity (e.g., family, school, religious communities) and how cultural knowledge is 

distributed differentially among learners—by age, gender, ethnicity, and socioeconomic 

status.  Also research has focused on the ways one’s identity permeates schooling—

formal and informal.  Other important topics include how social and structural forces 

such as geography, social class, and gender, shape cultural processes, as well as social 

opportunities and educational outcomes across a range of areas.  Education can be the 

“great equalizer”8

Access to higher education remains a crucial opportunity for improving ones’ life, 

for increasing economic stability in individuals and families, and for improving troubled 

economy nationally and locally.  Administrators in higher education must continue to 

fully explore the complex ways in which the African American students’ experiences, 

background, academics, and student engagement at the university and in the classroom 

shape both student learning and persistence.  Administrators must be equipped to face the 

challenges of minority student retention and be proactive in their approaches retain 

 if it is utilized in its fullest capacity to those that need it the most. Since 

the founding of public education; a college education has been the conventional route to 

economic self-sufficiency and social mobility in the United States. 

                                                 
8 The statement can be attributed to NEA President Dennis Van Roekel: “Education is the great equalizer opening doors 
of opportunity for all. As a nation, we must be committed to providing education equity and resources all students need 
to succeed” (National Education Association, 2010) 
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minority students.  Educational stability, student satisfaction, and student success are the 

building blocks of the retention process.
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Figure A1.  Astin’s Input-Environment-Outcome (I-E-O) Model 
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Figure A2.  Bean’s Model of College Student Retention 
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Table B1 

Erikson’s Identity Development Theory 

Psychosocial Crisis 
Stage 

Life Stage  Age range Stage Defined 

 1. Trust v Mistrust Infancy  0-1½ yrs, baby, 
birth to walking 

The infant will develop a healthy balance between trust and 
mistrust if fed and cared for and not over-indulged or over-
protected. Abuse or neglect or cruelty will destroy trust and foster 
mistrust. Mistrust increases a person's resistance to risk-exposure 
and exploration. 

 2. Autonomy v  
Shame and Doubt  

Early Childhood  1-3 yrs, toddler, 
toilet training 

Autonomy means self-reliance. This is independence of thought, 
and a basic confidence to think and act for oneself. Shame and 
Doubt inhibit self-expression and developing one's own ideas, 
opinions and sense of self. 

 3. Initiative v Guilt Play Age  3-6 yrs, pre-
school, nursery 

Initiative is the capability to devise actions or projects, and a 
confidence and belief that it is okay to do so, even with a risk of 
failure or making mistakes. Guilt means in this context is the 
feeling that it is wrong or inappropriate to instigate something of 
one's own design. 

 4. Industry v 
Inferiority 

School Age  5-12 yrs, early 
school  

Industry here refers to purposeful or meaningful activity. It's the 
development of competence and skills, and a confidence to use a 
'method', and is a crucial aspect of school years experience. 

 5. Identity v Role 
Confusion  

Adolescence  9-18 yrs, 
puberty, teens* 

Identity means essentially how a person sees themselves in 
relation to their world. It's a sense of self or individuality in the 
context of life and what lies ahead. Role Confusion is the 
negative perspective - an absence of identity - meaning that the 
person cannot see clearly or at all who they are and how they 
can relate positively with their environment. 

 6. Intimacy v 
Isolation 

Young Adult  18-40, courting, 
early 
parenthood 

Intimacy means the process of achieving relationships with 
family and marital or mating partner(s). Erikson explained this 
stage also in terms of sexual mutuality - the giving and receiving 
of physical and emotional connection, support, love, comfort, 
trust, and all the other elements that we would typically associate 
with healthy adult relationships conducive to mating and child-
rearing. There is a strong reciprocal feature in the intimacy 
experienced during this stage - giving and receiving - especially 
between sexual or marital partners.  
 
Isolation conversely means being and feeling excluded from the 
usual life experiences of dating and mating and mutually loving 
relationships. This logically is characterised by feelings of 
loneliness, alienation, social withdrawal or non-participation. 

 7. Generativity v 
Stagnation 

Adulthood  30-65, middle 

age, parenting 

Generativity derives from the word generation, as in parents and 
children, and specifically the unconditional giving that 
characterizes positive parental love and care for their offspring 

 8. Integrity v 
Despair 

Mature Age  50+, old age, 

grandparents 

Integrity means feeling at peace with oneself and the world. No 
regrets or recriminations. The linking between the stages is 
perhaps clearer here than anywhere: people are more likely to look 
back on their lives positively and happily if they have left the 
world a better place than they found it - in whatever way, to 
whatever extent. There lies integrity and acceptance. 

Note: Adapted from Student Development in College (Evans, Forney, Guido, Renn, and 
Patton, 2010) 
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 There will be no direct involvement from participants in the data collection 

therefore alleviating any possibility of harmful exposure or risk. The two primary threats 

to ethical principles involve access to information and protection of information. The 

Family Educational Rights and Privacy Act of 1974 (FERPA) is a federal law that 

protects the privacy of student education records. The law applies to all schools that 

receive funds under an applicable program of the U.S. Department of Education (United 

States Department of Education, 2008). This study will FERPA compliant in that all 

names and identifiers were removed during the data cleaning and data collection process. 

The principle of voluntary participation means study participants are not coerced in to 

participation in the research. All records that contained data pertaining to students used in 

this study will be kept confidential. Student names, social security numbers and student 

identification numbers will be deleted from student records and replaced with 

pseudonyms.
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 Instructions:

 

 Rate each item as it pertains to you personally. There are no right or 
wrong answers. Base your ratings on how you feel most of the time. Try to be as honest 
as you can. Beside each statement, circle the number that best describes how you feel. 
Use the scale below to respond to each statement. 

Strongly      Moderately     Disagree     Unsure    Agree      Moderately      Strongly 
Disagree       Disagree                                                                Agree            Agree 
 
   1                   2                      3                 4             5                6                       7 
 

1 2 3 4 5 6 7   1.  
Overall. being Black has very little to do with how I feel about 
myself  

1 2 3 4 5 6 7  2.  
In general, being Black is an important part of my self-image.  
 

1 2 3 4 5 6 7  3.  My destiny is tied to the destiny of other Black people. 

1 2 3 4 5 6 7  4.  
Being Black is unimportant to my sense of what kind of person I  
am.  

1 2 3 4 5 6 7  5.  
I have a strong sense of belonging to Black people ..  

1 2 3 4 5 6 7  6.  
I have a strong attachment to other Black people.  

1 2 3 4 5 6 7  7.  
Being Black is an important reflection of who I am.  

1 2 3 4 5 6 7  8.  
Being Black is not a major factor in my social relationships.  

1 2 3 4 5 6 7  9.  I feel good about Black people.  

1 2 3 4 5 6 7  10.  
I am happy that I am Black.  

1 2 3 4 5 6 7  11.  
I feel that Blacks have made major accomplishments and 
advancements.  

1 2 3 4 5 6 7  12.   I often regret that I am Black.  

1 2 3 4 5 6 7  13.  I am proud to be Black.  

1 2 3 4 5 6 7  14.  
I feel that the Black community has made valuable contributions  
to this society.  

1 2 3 4 5 6 7  15.   Overall, Blacks are considered good by others.  

1 2 3 4 5 6 7  16.  
In general, others respect Black people.  
 

1 2 3 4 5 6 7  17.  
 
Most people consider Blacks, on the average, to be more 
ineffective than other racial groups..  

1 2 3 4 5 6 7  18.  Blacks are not respected by the broader society. 

1 2 3 4 5 6 7  19.  
In general, other groups view Blacks in a positive manner.  
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1 2 3 4 5 6 7  20.  
Society views Black people as an asset. 

1 2 3 4 5 6 7  21.  
Blacks who espouse separatism are as racist as White people who 
also espouse separatism. 

1 2 3 4 5 6 7  22.  
A sign of progress is that Blacks are in the mainstream of America 
more than ever before. 

1 2 3 4 5 6 7  
23.  

Because America is predominantly white, it is important that 
Blacks go to White schools so that they can gain experience 
interacting with Whites. 

1 2 3 4 5 6 7  24.  
Blacks should strive to be full members of the American political  
system.  

1 2 3 4 5 6 7  25.  
Blacks should try to work within the system to achieve their 
political and economic goals.  

1 2 3 4 5 6 7  26.  
Blacks should strive to integrate all institutions which are 
segregated.  

1 2 3 4 5 6 7  27.  
Blacks should feel free to interact socially with White people.  

1 2 3 4 5 6 7  28.  
Blacks should view themselves as being Americans first and 
foremost.  

1 2 3 4 5 6 7  29.  
The plight of Blacks in America will improve only when Blacks 
are in important positions within the system.  

1 2 3 4 5 6 7  30.  Black values should not be inconsistent with human values.  

1 2 3 4 5 6 7  31.  Blacks should have the choice to marry interracially.  

1 2 3 4 5 6 7  32.  Blacks and Whites have more commonalities than differences.  

1 2 3 4 5 6 7  33.  
Black people should not consider race when buying art or 
selecting a book to read. 

1 2 3 4 5 6 7  34.  
Blacks would be better off if they were more concerned with the 
problems facing all people than just focusing on Black issues. 

1 2 3 4 5 6 7  35.  
Being an individual is more important than identifying oneself as 
Black. 

1 2 3 4 5 6 7  36.  
We are all children of a higher being, therefore, we should love 
people of all races. 

1 2 3 4 5 6 7  37.  
Blacks should judge Whites as individuals and not as members of 
the White race. 

1 2 3 4 5 6 7  38.  People regardless of their race have strengths and limitations. 

1 2 3 4 5 6 7  39.  
The same forces which have led to the oppression of Blacks have 
also led to the oppression of other groups. 

1 2 3 4 5 6 7  40.  
The struggle for Black liberation in America should be closely 
related to the struggle of other oppressed groups. 

1 2 3 4 5 6 7  41.  Blacks should learn about the oppression of other groups. 

1 2 3 4 5 6 7  42.  
Black people should treat other oppressed people as allies.  
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1 2 3 4 5 6 7  43.  
The racism Blacks have experienced is similar to that of other 
minority groups.  

1 2 3 4 5 6 7  44.  
There are other people who experience racial injustice and 
indignities similar to Black Americans. 

1 2 3 4 5 6 7  45.  
Blacks will be more successful in achieving their goals if they 
form coalitions with other oppressed groups. 

1 2 3 4 5 6 7  46.  
Black students should try to become friends with people from 
other oppressed groups. 

1 2 3 4 5 6 7  47.  
The dominant society devalues anything not White male oriented. 

1 2 3 4 5 6 7  48.  
It is important for Black people to surround their children with 
Black art, music, and literature. 

1 2 3 4 5 6 7  49.  
Black people should not marry interracially. 

1 2 3 4 5 6 7  
50.  

Blacks would be better off if they adopted Afrocentric values. 

1 2 3 4 5 6 7  51.  
Black students are better off going to schools that are controlled 
and organized by Blacks. 

1 2 3 4 5 6 7  52.  
Black people must organize themselves into a separate Black 
political force. 

1 2 3 4 5 6 7  53.  
Whenever possible, Blacks should buy from other Black 
businesses. 

1 2 3 4 5 6 7  54.  
A thorough knowledge of Black history is very important for 
Black today. 

1 2 3 4 5 6 7  55.  
Blacks and Whites can never live in true harmony because of 
racial differences. 

1 2 3 4 5 6 7  56.  
White people can never be trusted where Blacks are concerned. 
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Table E1 

MIBI Subscale and Item Analysis 
 

Subscale Number 
of Items Items 

Centrality 8 1,  6,  9,  13,  33,  48,  51 
 Private 6 4,  7,  8,  24,  54,  55 
Public 6 5,  15,  17,  52,  52,  56 
Assimilation 9 10,  18,  37,  39,  40,  41,  43,  44,  46 
Humanist 9 23,  26,  27,  28,  29,  30,  31,  32,  35 
Minority 9 20,  34,  36,  36,  42,  45,  47,  49,  50 
Nationalist 9 2,  3,  11,  12,  14,  16,  21,  22,  25 

 
Note: Modified from Multidimensional model of racial identity: A reconceptualization of 
African American racial identity -Sellers, Smith, Shelton, et al. (1998). 
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Personal Attributes Questionnaire (PAQ) 
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Instructions:

 

 The items below inquire about what kind of person you think you are.  
Each item consists of a PAIR of characteristics, with the letters A-E in between.  For 
example, 

Not at all artistic  A......B......C......D......E  Very artistic 
 
Each pair describes contradictory characteristics - that is, you cannot be both at the same 
time, such as very artistic and not at all artistic. 
 
The letters form a scale between the two extremes.  You are to chose a letter which 
describes where YOU fall on the scale.  For example, if you think that you have no 
artistic ability, you would choose A.  If you think that you are pretty good, you might 
choose D.  If you are only medium, you might choose C, and so forth. 
 
1. Not at all aggressive A.......B.......C.......D.......E Very aggressive 
2. Not at all independent A.......B.......C.......D.......E Very independent 
3. Not at all emotional A.......B.......C.......D.......E Very emotional 
4. Very submissive A.......B.......C.......D.......E Very dominant 
5. Not at all excitable in a major 

crisis 
A.......B.......C.......D.......E Very excitable in a major 

crisis 
6. Very passive A.......B.......C.......D.......E Very active 
7. Not at all able to devote self 

completely to others 
A.......B.......C.......D.......E Able to devote self 

completely to others 
8. Very rough A.......B.......C.......D.......E Very gentle 
9. Not at all helpful to others A.......B.......C.......D.......E Very helpful to others 
10. Not at all competitive A.......B.......C.......D.......E Very competitive 
11. Very home oriented A.......B.......C.......D.......E Very worldly 
12. Not at all kind A.......B.......C.......D.......E Very kind 
13. Indifferent to others= approval A.......B.......C.......D.......E Highly needful of others’ 

approval 
14. Feelings not easily hurt A.......B.......C.......D.......E Feelings easily hurt 
15. Not at all aware of feelings of 

others 
A.......B.......C.......D.......E Very aware of feelings of 

others 
16. Can make decisions easily A.......B.......C.......D.......E Has difficulty making 

decisions 
17. Gives up very easily A.......B.......C.......D.......E Never gives up easily 
18. Never cries A.......B.......C.......D.......E Cries very easily 
19. Not at all self-confident A.......B.......C.......D.......E Very self-confident 
20. Feels very inferior A.......B.......C.......D.......E Feels very superior 
21. Not at all understanding of 

others 
A.......B.......C.......D.......E Very understanding of 

others 
22. Very cold in relations with 

others 
A.......B.......C.......D.......E Very warm in relations 

with others 
23. Very little need for security A.......B.......C.......D.......E Very strong need for 

security 
24. Goes to pieces under pressure A.......B.......C.......D.......E Stands up well under 

pressure 
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Instructions: These items are statements that describe college experiences that may or 
may not apply to you. Read each statement carefully and decide how well it applies to 
you at the present time (within the past few days). Rate each statement according to the 
point on the continuum that best represents your judgment - from" Applies very 
closely to me" on the far left to "Doesn't apply to me at all" on the far right.  
   
Applies Very Closely to Me       Doesn't Apply to Me 
at All  
 
_______________________________________________________________________
1  2  3  4  5  6  7  8  9   
   
1.  I feel that I fit in well as part of the college environment.  
2. I have been feeling tense or nervous lately.  
3. I have been keeping up to date on my academic work.  
4. I am meeting as many people, and making as many friends as I would like at 
college.  
5. I know why I'm in college and what I want out of it.  
6. I am finding academic work at college difficult.  
7. Lately I have been feeling blue and moody a lot.  
8.  I am very involved with social activities in college.  
9.  I am adjusting well to college.  
10.  I have not been functioning well during examinations.  
11.  I have felt tired much of the time lately.  
12. Being on my own, taking responsibility for myself. has not been easy.  
13. I am satisfied with the level at which I am performing academically.  
14. I have had informal, personal contacts with college professors.  
15. I am pleased now about my decision to go to college.  
16. I am pleased now about my decision to attend this college in particular.  
17. I'm not working as hard as I should at my course work.  
18. I have several close social ties at college.  
19. My academic goals and purposes are well defined.  
20. I haven't been able to control my emotions very well lately.  
21. I'm not really smart enough for the academic work I am expected to be doing 
now.  
22. Lonesomeness for home is a source of difficulty for me now.  
23.  Getting a college degree is very important to me.  
24. My appetite has been good lately.  
25. I haven't been very efficient in the use of study time lately.  
26. I enjoy living in a college dormitory. (Please omit if you do not live in a 

dormitory; any university housing should be regarded as a dormitory.)  
27. I enjoy writing papers for courses.  
28. I have been having a lot of headaches lately.  
29. I really haven't had much motivation for studying lately.  
30. I am satisfied with the extracurricular activities available at college.  
31. I've given a lot of thought lately to whether I should ask for help from the  
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Psychological Counseling Services Center or from a psychotherapist outside of 
college.  
32. Lately I have been having doubts regarding the value of a college education.  
33. I am getting along very well with my roommate(s) at college.  
34. I wish I were at another college or university.  
35. I've put on (or lost) too much weight recently.  
 36. I am satisfied with the number and variety of courses available at college.  
37. I feel that I have enough social skills to get along well in the college setting.  
38. I have been getting angry too easily lately.  
39. Recently I have had trouble concentrating when I try to study.  
40. I haven't been sleeping very well.  
41. I'm not doing well enough academically for the amount of work I put in.  
42. I am having difficulty feeling at ease with other people at college.  
43. I am satisfied with the quality or the caliber of courses available at college.  
44. I am attending classes regularly.  
45. Sometimes my thinking gets muddled up too easily.  
46. I am satisfied with the extent to which I am participating in social activities at 
college.  
47. I expect to stay at college for a bachelor's degree.  
48. I haven't been mixing too well with the opposite sex lately.  
49. I worry a lot about my college expenses.  
50. I am enjoying my academic work at college.  
51. I have been feeling lonely a lot at college lately.  
52. I am having a lot of trouble getting started on homework assignments.  
53. I feel I have good control over my life situation at college.  
54. I am satisfied with my program of courses for this semester.  
55. I have been feeling in good health lately.  
56. I feel I am very different from other students at college in ways that I don't like.  
57.  On balance, I would rather be home than here.  
 58. Most of the things I am interested in are not related to any of my course work at 
college.  
59. Lately I have been giving a lot of thought to transferring to another college.  
60. Lately I have been giving a lot of thought to dropping out of college altogether 
and for good.  
61. I find myself giving considerable thought to taking time off from college and 
finishing later.  
62. I am very satisfied with the professors I have now in my courses.  
63. I have some good friends or acquaintances at college with whom I can talk about 

any problems I may have.  
64. I am experiencing a lot of difficulty coping with the stresses imposed upon me in 
college.  
65. I am quite satisfied with my social life at college.  
66. I'm quite satisfied with my academic situation at college.  
67. I feel confident that I will be able to deal in a satisfactory manner with future 

challenges here at college.
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Student Adaptation to College Questionnaire (SACQ) 
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Table H1 

SACQ Academic Adjustment Subscale and Item Analysis 

Subscale Number 
of Items Items 

Motivation 6 5, 19, 23, 32, 50, 58 
Application 4 3, 17, 29, 44 
Performance 9 6, 10, 13, 21, 25, 27, 39, 41, 52 
Academic Environment 5 36, 43, 54, 62, 66  

Note: Modified from The Student Adaptation to College Questionnaire (SACQ) by  
Baker & Siryk (1989) WPS TEST REPORT by Western Psychological Services  
Version: 3.0 
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Focus Group and Interview Protocols  
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Interview Protocol  
 
Topic Domain One: Meaning of College/Value of Education  
 
Covert Categories of Interest: college choice decision-making,value/worth of college 
education, sense of belongingness as perceived by the participant, friendship decisions, 
campus climate 
 
 

Lead-off (start-off) question: Tell me about your first semester. 

 

Possible follow-up questions 

1. What did you expect UH to be like? 

2. Did UH live up to your expectations? Why or why not? 

3. What other schools were you considering besides DU and why? 

4. Do you think that DU was a good fit for you? Why or Why not? 

5. Did you ever consider not going to college? What other life choices were you 

thinking? 

6. How did you choose your major. 

7. Did family influence your decision? 

8. How many and what other friends do you have with similar major as yours? 

9. How does having friends in the same major affect you? 

10. What type of support system have you formed since coming to school here. 

11. What did your friends and family back home say about your decision to come to 

DU? 

12. What does getting an education mean to you. 
 

13. Describe to me a typical class day at DU? 
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14. How big is the class? 

15. What do you feel when you are sitting in class? 

16. How do you think others students feel when they are sitting in the classroom? 

17. Do you join in the class discussion? Why or why not? 

18. How would you get more students to join in the classroom if you were the 

teacher? 

19. Is there a certain way to act here at DU on campus. What is it? 

20. Are there certain groups that stand out here on campus? Why?  

21. What happens if a person does not fit into a certain group? 

22. Do you fit into a certain group? Why or Why not? 

23. Describe to me your different types of friends you associate with. 

24. Do they all attend classes with you or are they more from extra activities? 

25. How do your friendships and classmates differ or the same to each other? 
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 Interview Protocol  

Topic Domain Two: Gender Identity 
 
Covert Categories of Interest: Role differences on and off campus, roles and identity, 
self conceptions, self discrepancy, identity salience, belonging on campus, institutional 
fit, campus climate, imposed roles/identity 
 
Lead-off (start-off) question: Describe the various roles that you play both academically 
and personally. 
 
 
Possible follow-up questions 

1. How do you manage your roles? 

2. How do your roles differ? At home, in the classroom, off campus?  

3. How are your roles similar? At home, in the classroom, off campus?  

4. How does being at DU hinder or help the roles that you embody on a regular 

basis? 

5. What other students do you think have the same roles as you?  

6. How do others students differ in their roles? From you? From each other? 

7. Describe a situation where you felt in conflict with others based on your 

role(s) and their role. 

8. Are there times when you would like to be like someone else on campus? 

9. How does it feel to not know exactly what to do in this situation? 

10. Describe a situation where you felt totally comfortable with everyone around 

you. 

11. Are there times when you feel more comfortable than others? 

12. How does it feel to know exactly what to do in this situation. 
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13. Talk about a time/situation when you adapted yourself to a particular situation 

or group of people.  

14. What role does gender play in your friendships? 
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Interview Protocol 

Topic Domain Three: Racial Identity 
 
Covert Categories of Interest: Role differences on and off campus, roles and identity, 
self conceptions, self discrepancy, identity salience, belonging on campus, institutional 
fit, campus climate, imposed roles/identity 
 
Lead-off (start-off) question: Tell me about being an African American student on 
campus. 
 
Possible follow-up questions 

 
1. In what ways has being African American affected your desire for higher 

education 
and your success as a college student? 
 

2. To what extent do you feel like you are part of the larger campus community? 
 

3. What extra-curricular activities, if any are you involved in? How has this 
involvement 
contributed to your academic achievement? 
 

4. In what ways, if at all, have you encountered any racial/racial discrimination at 
this 
university? 
 

5. What observations can you make about the level of unity within the African 
American 
undergraduate population? 
 

6. Are there differences in the academic success and attainment of males versus 
females. 

 

7. Do you feel that as a man/woman there are certain advantages you have 
experienced here on campus? 

 

8. Do you feel that as a man/woman there are certain disadvantages you have 
experienced here on campus? 
 

 
9. What role does race play in your friendships? 
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Focus Group Interview Protocol 

1. What motivated you to participate in this study today? 

2. Who influenced you most to go to college? Why do you think they support/not 

support you? 

3. What do you hope to do with your degree? How do you think it will change your 

life? 

4.  How will getting a degree in ________________ affect you family and or 

community? 

5. What preparation did you undertake to pursue your college degree? Was 

preparation easy or hard for you? Why? 

6. Tell me about fitting in at this school.  

7. Do you think men/women have an easier or harder time in college? 

8. What are some issues that you face as a female/male in college? 

9. Do you think that females/ males have a different college experience? How so? 

10. How does being a male/female affect your academic success? 
 

11. What type of support system have you formed since coming to school here? 
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1. Gender:  (Circle one)  Male   Female 

2. Age: ________________    Date of Birth: _______________________________ 

3. High School Attended (Name): ____________ 

 City, State of High School _____________ 

4. Public or Private (Circle one) 

5. Did you work during High School   (Circle one)   Yes     

 If yes, how many hours did you work a week? 

________Under 10hrs/wk           _________ 11-20 hrs/wk        ____________over 20 

hrs/wk       

6. What kind of grade point average did you keep in high school? 

 __ A average  __ B average  __ C average __ D average 

7. Size of High School 

a. l to 300 (students)                         b. 301-700                                    c. 701-

1000    

d. 1, 001- 1,500            e. 1,501 to 2,500             f. 2,501 to 3,500    

    g .over 3,500  

8. Racial Percentage of High School (i.e, percent Black) 

a.  0-10%   b. 11%-20%   c. 21% to 40%  d. 41% to 60%  e. 61% to 80%  f. 

81% to 100% 

 

9. College Major Department at Diverse University : ___________________  or      

General (Undecided) 

 
Thank you for your help. Your responses will be of tremendous value as we work 
towards, understanding how retention is affected by educational, and personal 
development of students. [If you have any questions about this research please call Raven 
Jones at (713) 734-7294. You can also e-mail me at jonessierra@hotmail.com. You may 
also, if you wish, contact my faculty advisor ~ Dr. C. Horn by email: at clhorn2@uh.edu. 
 

mailto:jonessierra@hotmail.com.�
mailto:clhorn2@uh.edu�
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Dear Student, 

You are asked to participate in a research project conducted by Raven Jones from the 

Educational Leadership - Higher Education and Cultural Studies Program at the 

University of Houston. This work is part of a dissertation under the supervision of Dr. 

Catherine Horn, Associate Professor at the Educational Psychology Department, College 

of Education. 

 
You identified yourself as a possible participant in this study because you meet the 
definition of a student who has enrolled in 12 hours here at the Diverse University . Your 
participation in this research study is voluntary. This study will contribute to research 
about characteristics that contribute to African-American matriculation, retention, and 
enrollment in higher education, a literature that is invaluable when shaping educational 
policy that can influence this vulnerable group. More specifically, research to explore 
graduation rates of African American students at Diverse University  is needed to identify 
successful retention strategies for this population of college students. If you volunteer to 
participate in this phase of the study, the researcher will ask you to do the following: 
 
• Participate in one 60-90 minute semi-structured interview. The interview questions 

will focus on your participation as it relates to your freshman experience here at 
Diverse University . 

• Allow me to record your interview responses. 
• Review interview transcripts and check for accuracy and make any necessary changes 

if need be. 
• The risks or discomforts associated with this study would come from having your 

interview recorded for the purpose of research. There is no payment for your 
participation in this study. Any information that is obtained in connection with this 
study and that can identify you will remain confidential. It will be disclosed only with 
your permission or as required by law. 
Confidentiality will be maintained by means of using pseudonyms for all participants, 
participants' college, and any college personnel mentioned in meetings or in 
interviews. 

 
You may withdraw your consent at any time and discontinue participation without 
penalty or loss of benefits to which you were otherwise entitled.  
 
You can choose whether or not you want to be in this study. If you volunteer to be in this 

study, you may leave the study at any time without consequences of any kind. You are 

not waiving any of your legal rights if you choose to be in this research study. You may 

refuse to answer any questions that you do not want to answer and still remain in the 

study. In the event of a research related injury, please immediately contact one of the 
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researchers listed below. If you have any questions, you may contact Raven Jones at 

rljones3@ uh.edu or at 713-734-7294. You may also contact Dr. Catherine Horn, faculty 

sponsor, at clhorn2@uh.edu or 713-743-5032. 

 

ANY QUESTIONS REGARDING YOUR RIGHTS AS A RESEARCH SUBJECT 

MAY BE ADDRESSED TO THE DIVERSE UNIVERSITY  COMMITTEE FOR 

THE PROTECTION OF HUMAN SUBJECTS (713-743-9204). 

 
I look forward to your response and if you would like to proceed with participation in this 

study please email me directly and I will set-up a time to meet that is convenient with 

your schedule. 

 

 
Thank you, 
Raven Jones 
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RESEARCH STUDY 

 

Attention: Diverse University  Undergraduate 
students ages 18-21 

(taking a full class load of 12 hours). 
 

 
Purpose: The purpose of the study is to explore the college experiences of freshman 
students at the Diverse University . The goal is to improve services and experiences for 
students.  
 
Compensation: Eligible students will be entered into a drawing to receive a $50 
giftcard. 

 
 

****Participation is confidential**** 
 

If interested in participating, please contact Raven Jones at 713-734-7294 or email 

jonessierra@hotmail.com 
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