
Fernández, and Girard, chapter 8, this volume). Second, marginalized
experience influences the development of a critical worldview to chal-
lenge stigmatizing essentialist representations. Third, marginalized ex-
perience also fosters a critical understanding of social context as a mul-
tilayered complex system. Thus, social marginality profoundly
influences our emerging folk sociology, our naïve theories of social
groups (Hirschfeld 1996; Mahalingam 2003)

The strategic deployment of essentialism—when to resist essentialist
notions of identity and when to mobilize an essentialist but positive
sense of identity—is largely shaped by the complex interaction between
marginalized experience and identity development. The quantitative de-
velopmental research on children’s understanding of caste, particularly
Dalit children’s notions of caste, shows these strategic shifts in endorsing
essentialist notions of caste. Marginalized experience also results in the
marginalized person’s gaining a deeper sense of the interactive influence
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Figure 2.1 A Life-Span Developmental Perspective of Social Marginality

Source: Author’s compilation.
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Figure 3.1 The Processes Involved in the Formation of Social Stereotypes and Prejudice as Described by Developmental 
Intergroup Theory

Source: Bigler and Liben (2006). Reproduced with permission from Elsevier.
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In 1995, Bigler conducted an experimental test of Bem’s theory. In
that study, elementary-school-age children attending a summer school
program were assigned to classrooms in which teachers either re-
frained from using gender labels, or made extensive use of gender to la-
bel students and organize classrooms. After six weeks, children’s gen-
der attitudes were assessed. Results indicated that, for children with
less-advanced classification skills (but not their more-advanced peers),
personal endorsement of gender stereotypes was higher when teachers
labeled and used gender groups than when teachers did not label gen-
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Table 3.1 School Factors Affecting Children’s Social-Group Identities and
Intergroup Attitudes

Element of 
Developmental Classroom Recommendations
Intergroup Theory Manifestation Mechanism for Remediation

Explicit labeling Teacher labeling Marks social Avoid unnecessary
and use and use of groups groups as im- labeling of social 

portant; leads groups.
to essentialist 
thinking.

Implicit use Segregation Marks social Avoid unnecessary
groups as im- segregation of 
portant; leads to social groups. 
assumption that Explain reasons for 
groups show in- existing segregation.
tergroup biases.

Proportional group Minority status Increases the Minimize numerical 
size salience of social- imbalances when 

group identity; possible. 
leads to stronger Be aware of greater 
in-group prefer- salience of group 
ences and biases. for minorities.

Explicit attributions Explicit curricular Creates stereo- Avoid and counter 
messages about type content. explicit stereotyped 
group attributes messages.

Group-attribute Implicit curricular Creates stereo- Link roles and traits 
covariation or im- messages about type content. to diverse groups. 
plicit attributions group attributes Explain reasons for 

existing associa-
tions.

Source: Authors’ compilation.



isons, but did not allow for simultaneous comparison of all subgroups.
Consequently each comparison is presented as a separate analysis. 

Specifically, we performed a three-factor CFA of our twelve-item
Racial-Ethnic Identity scale with maximum likelihood estimation using
the Amos 4.0 statistical package. Our goal was to determine whether
the three-factor structure of Racial-Ethnic Identity (Connectedness,

Racial-Ethnic Identity 109

Table 4A.1 Three-Factor Racial-Ethnic Identity Confirmatory Factor Analysis:
Items, Unstandardized and Standardized Coefficients

Unstandarized Standardized 
Coefficienta Coefficienta

Connectedness It is important to think of 
myself as ——. 1b 0.61

I feel a part of the —— 
community. 1.13 0.76

I have a lot of pride in what 
—— have done and achieved. 0.97 0.70

I feel close to ——. 1.12 0.71

Embedded
achievement If I am successful it will help 

other ——. 1b 0.71
It is important for my family 
and the —— community that 
I succeed in school. 0.78 0.65

It helps me when other —— 
do well. 0.96 0.70

If I work hard and get good 
grades, other —— will 
respect me. 0.74 0.49

Awareness of 
racism Some people will treat me 

differently because I am ——. 1b 0.71
The way I look and speak 
influences what others expect 
of me. 0.64 0.52

Things in the —— community 
are not as good as they could 
be because of lack of opportunity. 0.56 0.47

People might have negative 
ideas about my abilities because 
I am a(n) ——. 1.14 0.85

Source: Oyserman, Harrison, and Bybee (2001) for racial-ethic identity scales. Original analysis for
CFA.
aAll coefficients are significantly different from zero.
bCoefficients constrained to 1.
p < .001.



ment was important. In contrast to the hypothesis, not only did the eth-
nic groups not differ in these ratings but all reported that they thought
their in-group peers strongly believed school achievement was impor-
tant (see table 6.1). 

Another way to test whether black and Latino children’s in-group
peers devalue school achievement is to examine whether in-group
peers dislike and sanction high achievers. In contrast to the hypothesis,
the different ethnic groups believed equally that in-group peers liked
high-achieving group members (see table 6.1). In terms of active sanc-
tioning of high achieving peers, at first glance the teasing results seem
to support Ogbu’s hypothesis (see table 6.2): compared to the other eth-
nic groups, a higher percentage of black children reported that their
schoolmates tease other children for good school performances. How-
ever, it is very important to note that a higher percentage of black chil-
dren than of the other ethnic groups also reported that their school-
mates tease other children for poor school performances. These results
are important for two reasons. First, they highlight how the specific
questions that researchers do and do not ask greatly impact outcomes
as to whether hypotheses are supported or rejected. Second, these find-
ings suggest that black children may simply tease each other more for
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Table 6.1 Group Differences in School-Related Attitudes and Beliefs, and
Discrimination Messages

Black Dominican Chinese Russian White

School importance 4.77 (.41) 4.8 (.35) 4.69 (.48) 4.7 (.48) 4.78 (.40)

Extrinsic motivation 3.99a (1.2) 3.87ab (1.2) 3.63ab (1.1) 3.49bc (1.3) 3.25c (1.3)

Intrinsic motivation 4.5a (.74) 4.6a (.8) 4.05b (.94) 4.11b (.89) 3.9b (1.04)

School anxiety 3.56a (.98) 3.85a (.84) 3.69a (.88) 3.61a (.93) 2.99b (.92)

In-group school 
values 4.45 (.71) 4.5 (.75) 4.28 (.67) 4.48 (.65) 4.38 (.66)

Peer liking for 
achievers 3.64 (1.3) 4.1 (1.03) 3.81 (.94) 3.86 (1.02) 3.9 (.90)

Discrimination
messages 1.77ab (.56) 1.8a (.51) 1.65bc (.51) 1.56c (.43) 1.21d (.32)

Source: Authors’ compilation.
Note: Mean scores with different superscripts are significantly different from each other at a
probability level of p < .05. The Dominican children were marginally higher in school anxiety
ratings than Russian and black children (p < .10).



any behavior that makes an individual stand out than do children from
other ethnic groups. 

Ethnic Identity and School Attitudes and Beliefs

Thus far the results do not strongly support the notion that black and
Latino children’s culture prevents school valuing. Another way to test
this idea is to examine the degree to which the children’s ethnic identity
relates to school valuing. According to the oppositional-culture theory,
black and Dominican children’s ethnic identity should be negatively re-
lated to school valuing and other school-related beliefs and attitudes.
We examined this relationship, for each ethnic group, with two differ-
ent ethnic-identity dimensions, centrality and regard, and school-re-
lated attitudes and beliefs such as the amount of importance placed on
school achievement, beliefs about getting a job with a poor education,
extrinsic motivation, intrinsic motivation, and school anxiety. These re-
lationships are presented in tables 6.3 and 6.4. 
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Table 6.2 Group Differences in Number of Reports of Performance-
Related Teasing (Percentage of Students Within Groups
Reporting Teasing)

No Teasing For Teasing For Teasing 
Teasing Doing Well Doing Poorly For Other

Black 13 (29.5) 11 (25) 17 (38.6) 3 (6.8)

Dominican 40 (42.6) 11 (10.6) 31 (25.7) 22 (21.2)

White 44 (50) 12 (13.6) 19 (21.6) 13 (14.8) 

Chinese 43 (42.6) 12 (11.9) 26 (25.7) 20 (19.8)

Russian 38 (49.4) 12 (15.6) 20 (26) 7 (9.1)

Source: Authors’ compilation.

Table 6.3 Pearson Correlations Between Centrality and the School-
Valuing Measures, by Ethnicity

Black Chinese Dominican Russian White

School importance .42* .14 .22* .29* −.08
Extrinsic motivation .08 .05 −.18 −.04 −.22*
Intrinsic motivation .29† .23* .07 −.01 .02
School anxiety −.04 .21* −.20* −.03 −.12

Source: Authors’ compilation.
*p < .05; †p < .10
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Generally, these relationships are the reverse of what oppositional-
culture theory predicts. For both black and Dominican children, the
more central their ethnic identity is, the higher they rated school im-
portance. Similarly, the more positively the black children regarded
their ethnicity, the higher they rated school importance. The Dominican
children showed a similar pattern, although this relationship was mar-
ginally significant statistically. Moreover, both black and Dominican
children showed that the more positively they regarded their ethnicity,
the higher their intrinsic motivation. 

Interestingly, the Chinese children’s ethnic identity (both centrality
and regard) was positively related to school anxiety. This result fits
with the notion that Asian culture pressures children to achieve aca-
demically (see Mordkowitz and Ginsburg 1987). More specifically, the
more Chinese children identify with their ethnicity, the more suscepti-
ble they may be to cultural pressures to achieve. 

Discrimination: Messages and Experiences

Although there was little support for the notion that black and Domini-
can children’s ethnic identity prevented school valuing, perhaps black
and Dominican children who are aware of discrimination against their
group are more likely to devalue school (Fordham and Ogbu 1986).
First we examined whether black and Dominican children were more
likely to report that their parents talk about discrimination against their
group. As can be seen in table 6.1, the Dominican children reported
more discrimination messages than any other group except for the
black children; the black children reported more discrimination mes-
sages than the Russian and the white children; the Chinese and the Rus-
sian children did not differ from each other, and both reported more
discrimination messages than did the white children.

But do discrimination messages influence children’s school valuing
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Table 6.4 Pearson Correlations Between Regard and the School-Valuing
Measures, by Ethnicity

Black Chinese Dominican Russian White

School importance .45* .09 .18† .13 .00

Extrinsic motivation .07 −.11 −.11 .06 −.06

Intrinsic motivation .36* .10 .25* −.03 .04

School anxiety −.10 .23* −.06 −.15 −.02

Source: Authors’ compilation.
*p < .05; †p < .10



and other school-related beliefs and attitudes? The results suggest that
discrimination messages do not decrease students’ school valuing and
motivation (see table 6.5). For all ethnic groups, discrimination mes-
sages were unrelated to importance of school achievement. The only
significant relationships to emerge were positive: the more their par-
ents discussed discrimination, the higher was Chinese children’s ex-
trinsic and intrinsic motivation and Russian children’s extrinsic moti-
vation and school anxiety. 

Perhaps black and Dominican children’s perceived discrimination
experiences will predict their school valuing and other school-related
beliefs and attitudes. Before we test this hypothesis it is important to
note that the data do not show that black and Dominican children are
more likely than the other children to report experiences of ethnic dis-
crimination. Russian children reported the most experiences with dis-
crimination (20 percent), followed by black and Chinese children (13
percent each), and Dominican and white children reported the least (5
percent and 3 percent, respectively). Although we did not initially ex-
pect the Russian children to report discrimination, it is possible that
they experienced discrimination as immigrants and because of their re-
ligion, given many were Jewish. Moreover, the Russian children had
more opportunity to experience discrimination because they attended
more diverse schools than the black, Dominican, and Chinese children. 

We then examined whether the children’s discrimination experi-
ences related to their school valuing for the different ethnicities. Among
all the ethnic groups, there was no relationship between discrimination
experiences and school valuing, intrinsic motivation, and school anxi-
ety. The only significant relationship to emerge was that the black chil-
dren’s reports of discrimination were linked with lowered extrinsic mo-
tivation. However, this result does not mean that they did not value
school achievement but only that they were less likely to want to
achieve because they believed that is what their parents and teachers
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Table 6.5 Pearson Correlations Between Discrimination Messages and the
School-Valuing Measures, by Ethnicity

Black Chinese Dominican Russian White

School importance .19 −.02 −.03 −.16 −.01

Extrinsic motivation .27† .24* .01 .34* .04

Intrinsic motivation .25 .27* .09 −.03 −.01

School anxiety .18 −.09 −.001 .34 −.14

Source: Authors’ compilation.
*p < .05; †p < .10
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Figure 7.1 Predicted Values for Ethnic Identity as a Moderator of the Effect
of Context on State Academic Contingency at One Standard 
Deviation Above and Below the Mean of Ethnic Identification

Source: Garcia and Crocker (2006).
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Figure 7.2 Predicted Values for Gender Identity as a Moderator of the Ef-
fect of Context on State Academic Contingency at One Standard
Deviation Above and Below the Mean of Gender Identification

Source: Garcia and Crocker (2006).
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