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The primary purpose of this study was to identify the relationship between level of voice 

and self-construal among African-American adolescents.  Level of voice is a person’s ability to 

express his or her true opinions to significant people in his or her life (Harter, 1996).  Self-

construal is a perception that a person has about how separate or connected he or she is with 

others (Markus & Kitayama, 1991).  These two constructs were examined with regards to 

participant’s relationships with their parents, teachers, male classmates, and female classmates.  

The secondary purpose of this study was to identify whether self-construal was a predictor of 

level of voice.   Level of voice was measured using the Teenage Voice Survey (Harter, 1996).  

This survey measured student’s perceptions of their level of voice, their reasons for not 

expressing their true voice, and the support for their voice that they may receive from others.  

Self-construal was measured using the Self-Construal Survey (Singelis, 1994).  

Analysis indicated that there were no significant interactions for gender, grade level, 

independent self-construal, and interdependent self-construal for each of the relational contexts. 

Within the female relational context, students who perceived themselves as being high in 

independence and high in interdependence, as well as students who perceived themselves as 

being high in independence but low in interdependence had the highest level of voice with their 
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female classmates.  For the parent and female classmates relational context, mean scores on level 

of voice were significantly higher for high independent students than for low independent 

students, which indicate that these students were more likely to perceive themselves as having a 

high level of voice with their parents and female classmates if they identified as highly 

independent in their relationships in general.  Level of voice was not significantly correlated with 

either independent self-construal or interdependent self-construal for the parent, teacher, and 

male classmates relational contexts.  Level of voice was significantly correlated with Support for 

Voice within the parent and teacher relational contexts, but not for the male classmates and 

female classmates relational contexts. A multiple regression analysis was used to assess whether 

Reasons (as a whole), Support for Voice, and self-construal were adequate predictors of level of 

voice with this population.  The results indicated that although the model was significant across 

relational contexts, the variable that contributed the most to the predictability of level of voice 

differed.  For the parent relational context, independent self-construal and Support for Voice 

made the most significant contribution in predicting level of voice.  For the teachers relational 

context, Support for Voice made the most significant contribution.  For the male classmates 

relational context, Reasons made the most significant contribution.  Lastly, for the female 

relational context, independent self-construal made the most significant contribution.  
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CHAPTER 1 
INTRODUCTION 

Statement of the Problem 

Level of voice is a person’s ability to express his or her true opinions to significant people 

in his or her life (Harter, 1996).  Level of voice has also been described as showing the true self 

or saying what is really on a person’s mind (Harter, 1996).  Carol Gilligan is credited with 

beginning the dialogue on this topic.  Based on the results of her qualitative studies, Gilligan 

(1982) concluded that girls lose their voices as they develop and learn the differences between 

how men and women are treated in society.  In a later study of ethnically diverse teenagers, 

Taylor, Gilligan, and Sullivan (1995) found that when the teenagers had a supportive and caring 

relationship with another woman, this served as protection against loss of voice.   

Susan Harter continued this line of research, beginning in the mid 1990’s.  Although 

Harter (1996) agreed with Gilligan (1982) that loss of voice was detrimental to a person’s self-

worth, she questioned whether this was exclusively a female issue.  Harter included both males 

and females in her studies and reached conclusions using the Teenage Voice Survey that she and 

her colleagues developed.  Using the survey, Harter concluded that a) the level of voice that 

people perceive they have depends on a specific relational context; b) there does not seem to be a 

developmental trend for loss of voice and; c) gender orientation was a better predictor of loss of 

voice than sex.  Those that have a feminine orientation, whether male or female, experienced a 

loss of voice more often than androgynous or masculine orientations.  It was also determined that 

support for voice, especially from parents, was a predictor of level of voice.   

The influence of culture in how a person interprets and interacts in the world cannot be 

understated.  If the self is a social product that is influenced by social interactions, then 

membership in a racial group would bring a variety of perceptual and cognitive processes that 
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would influence an individual’s view of self.  Previous research on level of voice has not 

included a significant number of African-American participants.  I addressed this omission with 

my master’s thesis research, which examined level of voice among African-American middle 

school students.  Previous research from Harter indicated that support for voice, particularly 

from parents, was a predictor of perceived level of voice for adolescents.  However, my results 

indicated that although Support for Voice from male classmates was an adequate predictor of 

perceived level of voice, support for voice from parents, teachers, and female classmates were 

not adequate predictors of level of voice.   

In the present study, I hope to further explore the influence of culture on adolescents’ level 

of voice with significant others in their lives, by including an examination of self-construal.  

Self-construal is a perception that a person has about how separate or connected he or she is with 

others (Markus & Kitayama, 1991).  The independent self-construal, which is found primarily 

among people in North America and Europe, views the self as separate from others and does not 

allow undue influence by others.  The interdependent self-construal, which is found primarily 

among people in Asia, Africa, and South America, views the self as a part of various 

interpersonal relationships, and fitting in with others is thus central to an individual’s experience 

(Markus & Kitayama, 1994).  A study from Gaines (1997) compared cultural orientations across 

the major minority groups in the United States found that Americans of ethnic groups scored 

higher on collectivism than did their European American counterparts.  There were no 

differences between European Americans and minority groups on independence. 

Being a minority person in the United States places one in the position of not only having 

an interdependent self-construal as a member of the minority group, but also an independent self-

construal, which is represented by the culture of the United States.  According to Singelis (1994), 
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all people, no matter where they live geographically, have both independent and interdependent 

self-construal, although one self-construal may be developed more than the other, depending on 

a person’s cultural context. These two perceptions of self may exist among African-Americans in 

the United States, and may play a role in how African-Americans perceive their relationships, 

and specifically, their voice, with others in their lives.  

Purpose of this Study 

The purpose of this study is to examine level of voice and self-construal among African-

American middle and high school students. My previous research on level of voice only included 

African-American middle school students.  By including a broader age range, I hope to 

understand further if any developmental trends exist with level of voice.  If a developmental 

trend in perceived level of voice is observed, this may indicate that African-American students’ 

sense of self with significant people in their lives changes as they grow older.  Because African-

American males are also bombarded with disparaging images in the greater society that may 

inhibit their true voices, I have included both male and female adolescents in my examination. 

An additional purpose of this study is to include an examination of self-construal to 

determine if there is a relationship between a well-developed independent and/or interdependent 

self-construal and the ability to express true opinions to others.  Additionally, I hope to find 

whether self-construal is an adequate predictor of level of voice.  To date, there have not been 

any published studies examining the similarities between these two constructs.  However, since 

both have the potential to influence people’s self-perceptions (Harter, Waters, & Whitesell, 

1997; Boekaerts, 1998), the gap in the literature needs to be addressed.  Thus, the present study 

was undertaken. 
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Theoretical and Practical Significance 

Carol Gilligan and Susan Harter have written at length about the cultural influences on 

level of voice, based on sex and gender orientation.  My research adds to this discussion by 

examining the influence of culture based on race.  Although there is a plethora of cross-cultural 

research on self-construal, many studies involved participants from outside of both the United 

States and mainstream educational research (i.e. Markus & Kitayama, 1991; Triandis, 2001; 

Youn, 2002).  Researchers committed to school reform have not given due consideration to 

culturally bound values, attitudes, and beliefs and how these may affect learning, motivation, and 

self-regulation (Boekaerts, 1998).  The inclusion of a discussion of self-construal among 

minorities in the United States begins a cross-cultural dialogue about the complexities of staying 

connected to one’s ethnic culture while also staying connected to being an American.  With the 

inclusion of self-construal, I hope to increase the literature on self-construal and African-

Americans, especially young African-Americans.  This will allow for exploration of the ways in 

which culture may influence perceptions of self while those perceptions are in the process of 

development. 

In terms of practical significance, it is important to understand how the lives of young 

people are impacted by their relationships with others.  Parents, teachers and peers have the 

ability to create positive relationships that help young people define their true selves.  It is also 

important to further investigate how self-construal and level of voice can influence person’s 

sense of self.  Within a given classroom, the influence of the cultural self in how teacher 

practices are interpreted is a key component in how a student learns material and interacts with 

others.  The classroom environment has the power of being a welcoming place where students 

are able to express their true opinions without fear of inhibiting their voices due to feelings of 

embarrassment, threat, or stereotypes.  If African-American students are bicultural, educators can 



 

14 

use this to create learning scenarios where both independent and interdependent self-construal’s 

can be given the opportunities for expression.  The home setting serves as an opportunity for 

students to engage their parents in discussions relating to topics that the students care most about.  

However, despite even the best intentions of parents to be supportive of their child’s voice, 

students may prefer and feel more open to express their true opinions regarding certain topics 

with their peers rather than with their teachers and parents.   
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CHAPTER 2 
REVIEW OF THE LITERATURE 

Definition of Level of Voice 

The school setting represents a place where students spend a considerable amount of time 

developing relationships with others, learning about various subjects, and cultivating a sense of 

purpose and well-being.  The school setting represents not only an educational arena but a 

powerful social context where the psychological adjustment of children and adolescents can be 

affected.  The relationships that are formed in this setting may be lasting ones, and may affect the 

way that people express themselves with others.  Level of voice can be described as people’s 

ability to express their opinions, and say their true thoughts and feelings to other persons in their 

lives.  In the classroom setting, students express their opinions to classmates and teachers.  In 

their home life, true opinions may be expressed to parents, siblings, or other significant people in 

their lives.   

When people have an inability to express their true opinions to significant others in their 

lives, these persons can be said to have a lack of voice, and lack of voice has been linked in the 

literature to depressed affect, lower self-esteem, and a depressed global self-worth (Harter, 

Waters, & Whitesell, 1997).  Given these outcomes, level of voice is an important concept to 

understand within adolescents’ personal and social lives.  Although level of voice is an important 

topic for discussion, the literature on the subject is not plentiful.  Two researchers remain at the 

forefront of understanding this area of research: Carol Gilligan, who has been a trailblazer in the 

research on female and male dynamics, and Susan Harter, who has successfully quantified 

Gilligan’s description of level of voice into a measurable survey. 

Carol Gilligan 

Carol Gilligan is credited with being the first to describe what has been called “loss of 

voice.”  In her 1982 book, A Different Voice, Carol Gilligan described loss of voice as a person’s 
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inability to express his or her true opinions.  Gilligan (1982) sought to examine the different 

voices of women. The central assumption of her research was that there was significance in the 

way people talk about their lives, and the language they use to describe their lives forms a 

window into the world that they see and act in.  Gilligan (1982) described three qualitative 

studies she had conducted, with interview questions based on the participants’ conceptions of 

self and morality, and their experiences with conflict and choice.  

The first study was the College Study, where she interviewed 25 sophomore students on 

issues of identity and moral development and how these related to their view of self.  The second 

study was the Abortion Decision Study, where she interviewed 29 teenagers and women between 

the ages of 15 and 33.  These women were interviewed during the first trimester of their 

pregnancy, when they considered whether or not to have an abortion.  The participants were 

interviewed to examine the relationship between experience and thought and the role of conflict 

in development.  The third study was the Rights and Responsibilities Study, where male and 

female college students were interviewed on their conceptions of self and morality. 

After completing these studies, Gilligan concluded that adolescence was the time that girls 

were more prone to loss of voice than their male counterparts.  At this stage of development, 

girls internalize societal messages about what qualities a women in society should have, and girls 

begin to acquire the identity of a woman in our society.  Girls also internalize the idea that 

women’s opinions in society are not valued or supported.  The societal message is that of the 

good woman stereotype, which posits that a woman who is respected in society is one who is 

kind, not opinionated, and most importantly, quiet.  The good woman stereotype, coupled with 

feminine values of staying connected and preserving relationships, leads women to suppress and 

eventually lose their voices. This also explains why females are more prone to loss of voice than 

males. 
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Taylor, Gilligan, and Sullivan (1995) examined the influence of culture on loss of voice by 

including an ethnically diverse group of participants.  The authors interviewed 26 girls total who 

were considered at risk for early pregnancy and dropping out of high school annually over a 3-

year period. During their interviews, the participants answered questions about their feelings 

toward school, their relationships, their future outlook, and themselves.  The participants 

consisted of students whom the researchers considered ethnic minorities.  These included 

African-American, Caribbean, Latina, Portuguese, Irish, and Italian Americans.  The authors 

determined that one protective factor for the participants’ psychological health and development 

was a meaningful relationship with other women.  This relationship meant that girls were free to 

speak openly about their feelings, and know that their words were being received by another 

person who was listening and taking their opinions and concerns seriously.  The participants who 

experienced these relationships were the ones who graduated from high school, and in some 

cases, continued on to college.   

Taylor et al. (1995) stated that, in adolescence, girls were most at risk of losing touch with 

what they had learned through experience.  This may be due to the onset of puberty, feelings that 

their childhood experiences were not important, or beliefs that the experiences of girls and 

women were devalued or not represented within patriarchal societies and culture.  Most notably, 

in this period of adolescence, girls begin to understand the paradox between their relational 

strengths and resilience and the formulation of relationships.  When girls’ experiences come in 

conflict with relationships, or when girls’ sense of themselves comes into conflict with the good 

woman stereotype, “then women’s voices can be psychologically life-saving in providing an 

internalized counter to what otherwise becomes an almost necessary process of dissociation that 

drains girls’ vitality and energy” (p. 5).  The inclusion of these women in the lives of adolescent 

girls’ allows a place where girls can sort out and think through their responses to complicated 
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and confusing realities.  Those women who are particularly effective are those who share the 

same background as the girls to whom they are providing support.  Given the myriad of cultural 

factors that were influenced by issues of race, class, sexual orientation, and gender, it is no 

wonder that the girls in this study were most responsive to women who shared similar attributes 

with them.  

An important message that I learned from the work of Gilligan and her colleagues was that 

with adolescent girls and women, fostering and maintaining relationships was an important 

factor in sustaining a level of voice, and promoting healthy psychological development.  

Although women may know that maintaining relationships is important in order not to 

experience a loss of voice, this may come at a price.  Brown and Gilligan (1992) concluded that 

when it comes to fostering these relationships with various others, adolescents and women will 

either silence themselves or be silenced in the relationships to decrease the presence of conflict 

that may result in the dissolution of the relationship or in violence.  This finding is discouraging, 

since it suggests that females are willing to hold onto relationships at the risk of losing their 

voices and undeniably their senses of self.  Within the school setting, it can be inferred that 

adolescent girls will risk losing their voices to maintain relationships with teachers and 

classmates.   This inference is supported by the fact that girls receive significantly less attention 

from classroom teachers than do boys (AAUW, 1992).   

However, it is equally important to state that there is evidence suggesting that girls receive 

more positive interactions and more rewards from their teachers than boys, while boys receive 

more attention in the form of reprimands (Dobbs, Arnold, and Doctoroff, 2004).  It is due to such 

inconsistencies in the literature that Susan Harter and colleagues (1997) cautioned that, since 

there had been no studies that have included males, it is erroneous to conclude that loss of voice 

is predominately a female phenomenon. 
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Susan Harter 

Susan Harter continued the line of research on level of voice by examining its components 

further.  According to Harter, Waters, and Whitesell (1997), a lack of voice is attributed to 

adolescents exhibiting false self-behavior.  During adolescence, youths are confronted with the 

challenge of developing a coherent sense of self, while at the same time exhibiting different 

“selves” to different persons in their lives.  Given this, adolescents are often concerned with 

which self represents “the real me,” especially when the different roles exhibited are 

contradictory.  False-self behaviors are behaviors that are lacking in authenticity.  To examine 

this phenomenon, Harter et al. (1997) asked boys and girls ages 12-18 to describe what is meant 

by the terms true- and false-self behavior.  Based on the responses, they concluded that true-self 

behavior includes saying what you think and expressing your true opinions, whereas false-self 

behavior includes not saying what you think and inhibiting your responses.  The authors 

concluded that adolescents and adults who did not receive validation for their true-self behaviors 

would be more prone to low self-esteem, hopelessness, depressed affect, and the belief that no 

one knows their true selves. 

Harter (1999) stated that in childhood, differences in socialization experiences are related 

to true-self and false-self behavior.  True self is manifested when a child is loved by a caregiver 

for who he or she is.  A false self is manifested when a child is given approval only when living 

up to a particular standard (contingent self-esteem).  Also detrimental is when a child is abused, 

and “enforced compliance (of hiding the self) all cause the true self to go underground” (p. 233).  

Adolescents are confronted with the task of creating multiple selves for the different social roles 

or contexts that they are in.  A youth may have one self in front of parents, teachers, and other 

adults, and a different self for peers and classmates.  Given this, it is evident that they may 

struggle with which self is the “real me.”   
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Harter and colleagues (1997) discussed Gilligan’s previous studies, where she concluded 

that from a developmental perspective, females have a loss of voice, which inhibits them from 

expressing their true opinions around others.  Females learn early on that to submit to a good 

woman stereotype, girls should not be opinionated, should remain quiet, and should be polite.  

Within a school setting, this can be detrimental to the well-being of a girl, as research indicates 

that boys receive more attention in a classroom (AAUW, 1992).  Unbeknownst to themselves, 

many teachers are perpetuating these stereotypes in their classrooms.  Similar to Gilligan’s 

(1982) conclusions, however, was Harter’s assertion that level of voice changed depending upon 

whom a person is speaking to. 

Although the merits of qualitative methods of collecting data are undeniable, they do not 

include the ability to obtain a large mass of data on a population in a reasonable amount of time.  

Harter accomplished the task of changing a concept discussed in qualitative data into a 

quantifiable measure with the construction of the Teenage Voice Survey (Harter, Waters, and 

Gonzales, 1994).  The survey examined students’ level of voice, the reasons that they may 

experience a loss of voice, and the persons in their lives who support their voice.  In the study, 

the authors used male and female students in the 6th, 7th, and 8th grades, and assessed their level 

of voice with their teachers, close friends, and peers.  Similar to the conclusions reached by 

Gilligan (1982), Harter and colleagues found that students were most outspoken with their close 

friends, followed by peers, and then teachers.  Results also confirmed what the literature had 

already shown to be problematic: female students showed significantly less voice than males in 

the classroom.  However, the results indicated that males and females had identical levels of 

voice in their relationships with close friends and peers.   

Since males and females showed identical levels of voice in their relationships with close 

friends and peers, the authors suggested that differences in level of voice may not be based on a 
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person’s biological sex, but rather on his or her gender role orientation.  Harter and colleagues 

(1994) developed a measure of gender orientation using a combination of items taken from 

several instruments in the literature, including an instrument that measured personality attributes 

as well as an instrument that measured sex roles.  Results indicated that regardless of the sex of a 

person, those who exhibited a feminine orientation were more likely to have a lower level of 

voice.  Female students who were high in femininity and low in masculinity reported 

significantly lower levels of voice than those who were androgynous.  The males who endorsed a 

feminine orientation reported lower levels of voice than those endorsing either an androgynous 

or a masculine orientation.   

Harter et al. (1994) also examined the reasons why middle school students may exhibit a 

low level of voice.  Based on the criteria proposed by Gilligan (1982), four factors were used to 

account for low level of voice: lack of validation of self (others won’t listen to me, won’t take me 

seriously), threats to the relationship (will cause conflict, will lead to tension in the relationship), 

affective reactions (I’d feel embarrassed, others would make fun of me) and lack of opinion (I 

don’t have an opinion, I’m not sure what to think).  The results indicated that the primary motive 

for students’ feelings of loss of voice with teachers was lack of validation.  In relation to 

classmates, the students’ reported reasons for lack of voice included lack of validation as well as 

negative affective reaction. 

Similar results were found in a subsequent study by Harter and colleagues (1997) that 

examined whether there was decline in level of voice with females and whether there were 

gender differences with respect to level of voice.  This time, the authors used male and female 

students between the ages of 12 and 18 to obtain a better indication of whether either gender 

experiences a loss of voice developmentally.  Participants completed the Teenage Voice Survey, 

which included questions about their level of voice and how it changed based on the relational 
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context (with parents, teachers, classmates, and close friends).  The results indicated that, for 

both genders, voice was highest with close friends, followed by classmates of the same gender.  

Voice was lowest with classmates of the opposite gender, as well as with teachers and parents.  

There was also no support for gender differences favoring the level of voice of boys.  The results 

also confirmed the findings regarding gender orientation from the previous study (Harter et. al, 

1994), indicating that gender orientation is a better predictor of level of voice than gender.  A 

feminine orientation seems be a detriment to girls in the classroom setting, and to boys in a social 

setting.  The results also indicated that lack of support, initially from parents, is a major factor 

leading adolescents to suppress their voices.   

Harter, Waters, Whitesell, and Kastelic (1998) examined high school students’ level of 

voice, and the impact of relational context, support, and gender orientation on voice.  This 

research duplicated earlier studies (Harter et al,, 1997), with the exception that the subjects were 

now high school students.  The authors wanted to determine whether level of voice varied across 

relational contexts for this age group.  They also wanted to determine if girls with a feminine 

orientation were more vulnerable to low levels of voice, and whether level of voice within a 

given relationship was associated with low self-worth in that particular context.  A total of 307 

high school students, mostly Caucasian, in grades 9 to 11 participated in the study.  The Level of 

Voice Survey examined the participant’s relationships with parents, teachers, male classmates, 

female classmates, and close friends. 

The results indicated that level of voice with both female classmates and close friends was 

significantly higher for female participants.  For males, level of voice with close friends was 

significantly higher than in any other relationship. There was no significant main effect for 

grade, nor was there a grade by gender interaction.  There were moderately significant 

correlations with level of voice and Support for Voice for parents, teachers, male classmates, 
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female classmates, and close friends.  Additionally, feminine-oriented female participants 

reported significantly lower levels of voice in the public or social context, compared to 

androgynous females.  Feminine-oriented female participants also reported lower levels of 

support for voice in the public arena.  

In summary, Harter and colleagues (1994, 1997, 1998) concluded that there was no 

evidence to support the assertion that level of voice declines among female adolescents as they 

mature.  Although the researchers noted that age was not a factor, they did conclude that the 

gender orientation of an adolescent was a good predictor of level of voice.  Adolescents, whether 

male or female, who had a feminine orientation were more likely to have a lower perceived level 

of voice.  It is interesting to note that although Harter and her colleagues included both middle 

and high school students in their research, they did not observe many differences in level of 

voice between the two populations.  In their reported results, there were more similarities 

between the two populations than differences.  Both populations express their true opinions most 

often to close friends, followed by their peers.  One difference in perceived level of voice 

between the two populations involved the gender of the close friends and peers.  While Harter 

and colleagues (1994) reported that middle school students perceived their level of voice to be 

highest with close friends and peers generally, the results from the high school data (1997) 

indicated that perceived level of voice for these students was highest with close friends and peers 

of the same gender.  

My Contribution to Understanding Level of Voice 

The work of Gilligan and Harter has been influential in helping the research community 

understand what level of voice is, how losing one’s voice can be detrimental to the self, and who 

is in danger of experiencing a loss of voice.  As I began my work on level of voice, I concluded 

that minorities were noticeably left out of Gilligan and Harter’s dialogue.  With the exception of 
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Taylor et al. (1995), all of the conclusions related to level of voice had been made using 

primarily Caucasian populations.  Although it is important to explore gender differences in 

perceived level of voice, it is equally important to examine the influence of race.  The social 

location of class, gender, and race for minority students creates for them a position in society that 

does not provide them a public context for voicing their experiences (Taylor et al., 1995). 

At the onset of my preliminary research on level of voice, there had not been any published 

studies examining African-American students and level of voice using Harter’s Teenage Voice 

Survey.  In my examination of level of voice (Crawford, 2005), I assessed perceived level of 

voice with 77 urban middle school students and 35 rural middle school students.  All of the 

students were African-American and attended schools that consisted primarily of low to medium 

income students.  I examined the level of voice that the students reported with parents, teachers, 

male classmates, and female classmates.  I also examined their reasons for not expressing their 

voices, as well as the support for voice that they may have received from those aforementioned 

relationships. 

In determining the students’ perceived level of voice with their parents, my analysis 

indicated that there were significant differences in voice, depending on the students’ grade and 

the type of school that they attended.  Perceived level of voice appeared to increase gradually 

with age for both males and females, and rural students perceived their level of voice to be 

higher than that of urban students.  Although Gilligan (1982) asserted that there is a decrease in 

level of voice as a female matures, my study found no such decrease and no significant 

differences based on the sex of the student.  Furthermore, the finding that perceived level of 

voice increased as grade level increased should receive more attention.  In addressing the reasons 

why students would not express their voices with their parents, students were most likely to 

report a fear of feeling embarrassed/stupid or the lack of an opinion.  An interesting finding that 
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came from the examination of voice with parents is that for this population of students, level of 

voice was not correlated with Support for Voice.  This was contrary to Harter’s (1996, 1998) 

claim that perceived Support for Voice, particularly from parents, was a major influence on level 

of voice. 

In the examination of level of voice with teachers, my analysis determined that male 

students perceived themselves as having a higher level of voice with teachers than did female 

students.  This conclusion was consistent with research that suggested that within the classroom 

setting, boys receive more attention from teachers than do girls (AAUW, 1992).  Additionally, 

there was no significant correlation between level of voice and Support for Voice.  In 

determining their reasons for not expressing their voice with teachers, students were more likely 

to cite their lack of an opinion or (if female) the good woman stereotype.  I thought this was an 

interesting finding, since it suggests that teachers may be unknowingly perpetuating for their 

students these stereotypes about what a “good woman” is.  A closer examination of the good 

woman stereotype and African-American girls is also warranted, since African-American girls 

are often described as being socialized less stereotypically than their Caucasian counterparts 

(Taylor et al., 1995).  With the good woman stereotype, girls are taught the traditional female 

roles in society.  Although African-American girls are taught this traditional view, they are also 

encouraged to be strong, self-sufficient, and to fight back (verbally and physically) when they 

believe that there has been an injustice against them (Taylor et al., 1995).  This view is 

contradictory to the traditional view, so it is unclear how this population of students defined the 

good woman stereotype. 

In my examination of voice with males, students in the rural schools reported a higher 

perceived level of voice than urban students.  Given the previous research by Harter (1996), I 

expected that male participants would have a higher level of voice with their male classmates 
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than did their female counterparts, but this was not the case. Males and females did not differ 

significantly in their perceived level of voice with male classmates. In their reasons for not 

expressing their voices with male classmates, the participants were more likely to cite lack of 

validation and fear of feeling stupid as reasons for suppressing their voices and not expressing 

their true opinions. 

   In the examination of level of voice with female classmates, there were no significant 

differences in level of voice based on sex, grade, or type of school.  Similar to level of voice with 

parents and teachers, there was no significant correlation between level of voice and Support for 

Voice.  Regarding the reasons why they would suppress their voice with their female classmates, 

the students were more likely to cite lack of validation and fear of feeling stupid, which were the 

same reasons given for suppressing one’s voice with male classmates. 

Definition of Self-Construal 

Self-construal can be defined as a person’s perception of independence and 

interdependence, and the overall view of the self and its role in society.  Specifically, self-

construal is defined as “a constellation of thoughts, feelings, and actions concerning one’s 

relationship to others, and the self as distinct from others” (Singelis, 1991, p. 581).  Self-

construal is an important part of a person’s self-concept; they represent a structure of beliefs that 

may impact achievement, health, and well-being (Boekaerts, 1998).  Although the processes 

associated with each are different, the term “independent self-construal” is synonymous with 

other labels used within the literature, including individualist, autonomous, and egocentric.  

Similarly, “interdependent self-construal” is synonymous with various labels used in the 

literature, such as collective, relational, and allocentric (Markus & Kitayama, 1991).  

Markus and Kitayama (1994) have been influential in the study of the role culture plays in 

an individual’s construction of self, and have based their research on identifying cultural 
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differences between individualistic cultures, which are prevalent in Europe and North America, 

and collectivist cultures, which are prevalent in Asia, Africa, and South America (Markus and 

Kitayama, 1991; Coon and Kemmelmeier, 2001).  Within independent cultures, these authors 

argue, the self is an independent, self-contained entity.  This is different from interdependent 

cultures, which do not view the self as separate from others and the surrounding context.  Within 

independent cultures, there is a belief that the self has internal attributes and that it behaves as a 

consequence of these attributes.  This is different from interdependent cultures, which view the 

self in relation to others, and this is a central component in individual experiences.  Within 

independent cultures, people separate themselves from others and do not allow undue influence 

by others.  With interdependent cultures, it is important to fit in with others and to foster 

interpersonal relationships.  With independent cultures, emotions are private and internal, but 

with interdependent cultures, emotions are relational and social (Markus and Kitayama, 1991; 

Coon and Kemmelmeier, 2001). 

Singelis (1994) created a measure for independent and interdependent self-construal.  He 

proposed that within any particular culture, these two perceptions of the self can co-exist within 

an individual and can be measured.  Which self is exposed at a particular time is dependent upon 

the situation.  For example, if a situation occurs within a collectivist culture, involving a person 

who has a well-defined interdependent self-construal, this person will follow the advice from 

close others despite the fact that this may run in opposition to the independent self.  This dual 

self may create a conflict among the two selves, as each may deal with personal conflict.  

However, the coexistence of two well-developed self-construal may be beneficial, particularly to 

a person who wishes to move seamlessly between cultures. 
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Self-Construal and African-Americans 

There is a lack of research regarding self-construal among African-Americans, since the 

majority of cross-cultural research in this area involves comparison of Asian cultures and 

Western cultures (Constantine, Gainor, Ahluwalia, & Berkel, 2003).  Additionally, much of the 

research on the self has been guided by the ideal of the independent self-construal (Cross and 

Madson, 1997). Assumptions are often made with relation to African, Asian, and Latino minority 

groups that they are higher in collectivism and lower in independence when compared to 

European Americans.  This assumption may be due in part to many researchers continuing to 

view individualism and collectivism as polar opposites, but increased levels of collectivism are 

not necessarily associated with decreased levels of individualism (Coon and Kemmelmeier, 

2001).  Secondly, the cultural traditions of a given minority group may be seen as commensurate 

with their country of origin and (due to the socialization process) reflecting these traditions 

(Coon and Kemmelmeier, 2001).   

In what he referred to as a dynamic process, Franklin (1999) stated that identity is 

represented in acquiring gender roles and racial and ethnic identity.  How we feel about 

ourselves and the role we assume from one social and relational context to the next depends on 

the consistency and continuity of the feedback, verifying and validating who we think and feel 

we are.  The concept of dual self may be a key concept that is applicable to minorities who reside 

in the United States, specifically African-Americans.  A minority person who is born and raised 

in the United States may not only identify with the independent culture of being an American 

citizen, but also identify with being a representative of an ethnic culture.  This “bi-cultural” 

perspective puts minorities in the United States in the precarious position of possibly being 

identified as either individualistic (thus submitting to the Eurocentric perception of the self), or 

interdependent (thus submitting to a view of the self that is not the dominant theme).   
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Despite the lack of African-Americans in his original study, Singelis (1994) speculated that 

African-Americans may score high on both dimensions of the self-construal scale, due to the 

interdependent orientation of their culture, which runs parallel to the individualism that is 

dominant in the United States.  One of the most comprehensive studies comparing cultural 

orientations across the major minority groups in the United States came from Gaines et al. 

(1997), who through his work on assessing individualism and collectivism found that Americans 

of ethnic minority groups scored higher on collectivism than did their European American 

counterparts.  There were no differences between European Americans and minority groups on 

independence. 

In his famous work The Souls of Black Folk (1903), WEB DuBois stated that African-

Americans have a double consciousness, which he described as a feeling of twoness, one being 

American and the other being Negro.  This double consciousness, he argued, enables African-

Americans to negotiate between these two selves.  While one is judged against those in the 

African-American culture, the other is judged based on American (white) culture.  DuBois 

argued that African-Americans need to have a keen understanding of both the African-American 

culture as well as the American culture.   

In a study that examined African-Americans and self-construal, Constantine et al. (2003) 

investigated the relationship between self-construal and dimensions of individualism and 

collectivism as they relate to harmony control, or the ability of a person to relate personal control 

to spiritual forces.  The authors used the Self-Construal Scale as one of their measures, on a 

sample of 240 African-American community college students, and found that 1) there were no 

sex differences in self-construal and 2) average scores for the interdependent and independent 

self-construal subscales were 4.61 and 4.72, respectively, indicating that African-American 

participants, as a whole, were virtually equal in each.  The authors observed that participants 
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with greater interdependent self-construal scores were more likely to be involved with other 

activities.  Participants with greater independent self-construal scores were less likely to be 

closely associated with others.    

A study by Zaff and associates (2002) examined African-Americans and self-construal, 

focusing on middle school students.  The authors explored the role of ethnic identity and self-

construal in coping strategies among 112 African-American and Caucasian 7th grade students.  

Using the Self-Construal Scale, along with a measure of ethnic identity and a measure of coping 

strategy use, the authors concluded that there were no significant differences between ethnic 

groups on the Self-Construal Scale.  There were also no significant gender differences for self-

construal.  For both ethnicities, there was a significant positive relationship between scores on 

the interdependent and independent scales, which indicates that overall, students were high in 

both.  The authors concluded that this may be due to acculturation, or the similarities between the 

two cultures due to consistent contact with each other. 

Franklin (1999) described how racial incidents mandate a self that is both independent and 

interdependent.  Culturally ingrained reminders of racism undermine and shape African-

American selves.  Thus, African-American selves adjust accordingly, and in response to 

racialized interactions.  Given this, selves that emerge are situational, influenced by competing 

social roles, expectations and stereotypes across relational, occupational, cultural, and familial 

settings.  Yeh (1999) described a key difference in the description of self-construal among Asian 

and African-American views of the interdependent self.  Whereas Asian-based views of 

interdependence emphasize adapting the self to a series of role expectations to maintain 

collective harmony, African-American selves shift and change not only to fulfill various role 

expectations but also to avoid them. 
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It is important to note that studies involving comparisons between ethnic groups are in 

danger of overgeneralization because these comparisons tend to reflect variations between 

cultures and not within cultures.  To assume that all Latino American, Asian American, African-

American, and European American persons share the same histories and experiences is 

presumptuous.  However this method is superior to continuing to hold the assumptions that all 

minority groups are similar to each other with respect to self-construal (Coon and Kemmelmeier, 

2001).   

Self-Construal in the Classroom 

Within a given classroom, the influence of the cultural self in how teacher practices are 

interpreted is a key component in how a student learns material and interacts with others.  It is 

important to note that in the United States, the cultural self that dominates society is the 

independent self.  Given the fact that the classroom is a reflection of the greater society, it can be 

suggested that the independent self is the cultural view most supported in the classroom.  This 

conclusion would vary depending upon the cultural context the teacher supports, as well as the 

cultural context of a majority of the students.  It is unclear whether a student who has an 

interdependent self-construal would thrive in a classroom that focuses on the independent self.   

In their research on activity theory in the classroom, Tharpe and colleagues (2000) 

identified the classroom dynamics within a given activity in the classroom.  First, individualist or 

collectivist patterns of activities vary across cultures and communities and affect the ways that 

projects are made, owned, and valued.  According to Markus and Kitayama (1994), 

individualistic cultures emphasize the personal interests and goals of the individual, whereas 

collectivist cultures suppress individual needs for the good of the group.  Second, individualist 

and collectivist patterns of activity impact the roles that different members enact within the 

activity.  Third, based on these differences, there are power relationships among members of the 
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activity setting.  Level of voice is important in this area, because the student who is the most 

vocal will eventually silence the responses of other group members.  And fourth, based on these 

cultural differences, there are differences in the language codes and genres used during the 

activities.  The authors proposed that through these activity settings in the classroom, students 

will adopt some roles and not others.   

In the classroom setting, African-American students have different experiences from their 

Caucasian counterparts.  African-American students are more likely to be instructed by less 

qualified teachers who lack certification in specific areas, such as math (Barton, 2003). African-

American students, particularly males, are disproportionately represented in special education 

categories, school suspensions, and the juvenile justice system (Leone, Christle, Nelson, Skiba, 

Frey, & Jolivette, 2003).  Despite evidence that African-American girls attempt to initiate 

interactions more frequently, they have fewer interactions with teachers than do Caucasian girls 

(AAUW, 1992).  Additionally, when Caucasian and African-American girls do as well as 

Caucasian boys in school, teachers often attribute their success to hard work while assuming that 

the Caucasian boys are not working up to their potential (AAUW, 1992).  Given these 

discouraging findings, African-American students may experience social contexts that do not 

afford the construction of plausible futures in which school success leads to occupational success 

in adulthood.  This means that ownership in this ideal entails maintaining a vision of what is 

possible for them in light of perceived barriers and challenges (Oyserman, Gant and Ager, 1995). 

Self-Construal and Gender  

It is important to include a discussion of how gender differences may influence whether 

people are independent or interdependent.  A study by Cross and Madson (1997) provided a 

description of the role of the self in behavior and various self-construal’s.  It summarized the 

literature on gender differences and how various models can help explain these differences.  The 
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authors modeled their research on that of Markus and Kitayama (1994) and suggested that many 

of the differences between the sexes were due to the fact that each sex represents a different self-

construal, and this is socially set at a very young age.  By the age of 3, children play in gender-

segregated groups, household tasks are different, there are gendered social roles (such as 

occupational choices) and the childrearing responsibilities are given more to women than men. 

Cross and Madson (1997) contend that independent self-construal is typical of men, while 

the interdependent self-construal is most often seen in women.  This dichotomy may be 

manifested by some marked differences in behavior.  For example, women in the United States 

are more likely to define the self in terms of relatedness to others, whereas men define the self as 

independent.   Also, men may exaggerate their abilities and strengths in order to appear superior 

to others, whereas women may present their accomplishments modestly when there is a 

possibility of hurting another’s feelings.  For men, performing better than others produces a 

positive affect.  However for women, it is a double-edged sword; they will minimize their 

accomplishments if they would cause hurt in another. 

Although societal influences may have created a self-construal for each sex, it is important 

to note that there is variation within and between sexes, and it is erroneous to assume that sex 

destines one for a particular self-construal.  Cross and Madson (1997) made the point that many 

of the differences may lie in our own interpretation of our self-construal.  These differences are 

mediated based on our membership in a given ethnicity, sex, socioeconomic status, education or 

any other socially-constructed domain.  Just as Harter and colleagues (1997, 1998) saw variation 

in level of voice based on gender orientation, self-construal may be affected by any other socially 

constructed domain.     
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Self-Construal and Level of Voice 

Although there are currently no published studies that examine the relationship between 

level of voice and self-construal, based on what is known about both concepts, certain 

connections can reasonably be posited.  In her seminal text regarding race, Tatum (1997) 

described how African-American students begin to learn how to silence their voices.  It begins 

during the preschool years when issues regarding race are silenced.  This is the time when a 

preschooler usually asks a question regarding race at an inopportune time, like in a crowded 

grocery store.  Instead of receiving an intelligent answer, the child is “hushed.”  Children, as they 

mature, learn that dialogue about race is a very taboo subject.   

Tatum (1997) also stated that black youths, in their search for self, tend to think of 

themselves in terms of race because that is how the rest of the world sees them.  She described 

the “birthday party effect,” which happens in many racially mixed communities, where young 

children’s birthday parties are a reflection of the community’s diversity.  Whereas parties for 

elementary school level children may be segregated by gender and not race, by the onset of 

puberty, these parties become less racially diverse.  Black girls are more prone to notice this 

change, as the onset of puberty brings about attractions to the opposite sex.  They start to 

internalize societal views about who is sexually desirable, and start to devalue themselves.  Black 

boys are bombarded with media images of black males being arrested for violent crimes.  Images 

of positive, successful black adults as role models are often replaced by those of athletes and 

music artists, who may also be connected to criminal activities. 

Tatum (1997) believes that these adolescents often do not find voice in expressing their 

experiences with other students who are not in their racial group or who represent mainstream 

culture, but they do find solace with persons not only of their same age, but also their same race.  

While both Gilligan (1982) and Harter et. al (1997) have acknowledged that students express 
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their voice most with close friends and peers their own age, Taylor adds that for black students 

who are receiving devaluing messages regarding their race, those close friends and peers with 

whom they share their voice will also share their race. 

In their research, Gilligan (1982) and Harter et. al (1997) have acknowledged that the 

influence of society, media, and popular culture plays a major role in not only shaping identity, 

but in teaching particular gender roles.  If an African-American girl is not only being bombarded 

with subversive messages about being a female, but also is experiencing damaging images about 

African-American females, this can be detrimental to her sense of self, and the expression of 

who she really is.  Groves (1996) described this experience of African-American girls 

confronting the devaluing images of African-American women as “coming-of-rage.”  Similarly, 

if an African-American male is exposed to positive messages about being male, but at the same 

time is being bombarded with images of black males not benefiting from these positive images, 

this can also be detrimental to his sense of self, and the expression of who he really is. 

Based on the descriptions of level of voice and self-construal that were given, it may be 

intuitive to conclude that, due to the need for interpersonal experiences and relationships, those 

who perceive themselves as interdependent would have a higher perceived level of voice with 

significant others than those perceiving themselves as independent.  However, this perceived 

level of voice among interdependents may be low if it means protecting relationships and 

avoiding conflict.  Similarly, due to the independents perceiving themselves as separate from 

others, they may be predicted to have a lower level of voice with significant others; however this 

may not be the case.  For example, Markus and Kitayama (1991) stated that those who manifest 

independent self-construal express themselves, are direct, and say what is on their minds.  This is 

primarily the definition for level of voice, and based on this description, those with well-defined 
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independent self-construal’s may be more likely to have a higher level of voice with significant 

others.   

Aside from using various ages in participant pools, research has yet to examine whether or 

not self-construal changes or shifts as an adolescent matures.  It is possible that a developmental 

trend exists with self-construal, just as it exists with other self-perception concepts.  For 

example, self-efficacy, or the belief that people have in their capability of achieving goals, is 

developed from infancy through adolescence based on learning and modeling through 

observation, as well as learning through the consequences of actions (Thomas, 2000).  In her text 

describing the developmental attributes of the construction of self, Harter (1999) described how 

others’ opinions about us impact the formation of our views of ourselves.  For example, since 

primary language is scaffolded by parents, they choose what aspects of the child’s experience are 

important to codify into the child’s autobiographical memory, possibly leading to a 

misrepresentation of the child’s actual experience. This may contribute to the child having a false 

sense of self. 

The link between self-construal and level of voice may also exist when examining their 

relationship to another concept, self-esteem.  Although there are theoretical arguments that have 

been made to conclude that self-esteem is related to the culturally appropriate conception of the 

self, few studies have examined the link between self-construal and self-esteem (Singelis et al., 

1999).  For example, Markus and Kitayama (1991) proposed that for the independent self-

construal, the sources of self-esteem are based on their preferred characteristics, such as 

expressing the self, being assertive, and being unique.  For the interdependent self-construal, the 

sources of self-esteem are based on their preferred characteristics, such as the need to belong, 

keeping harmony, and maintaining relationships.  However, it is important to note that these 
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descriptions are based on the notion that an individual’s self-construal is either independent or 

interdependent (Singelis et al., 1999). 

The study of level of voice and self-construal helps to further the discussion of how both 

societal influences and significant relationships play a role in the forming of a person’s true self.  

Exploring independent and interdependent self-construal in the context of relationships with 

parents, teachers, and classmates may give further insight into the benefits and challenges of 

providing a supportive environment for African-American students to thrive in.  Since the 

construction of the self is a gradual process, observing changes in level of voice and self-

construal over time may contribute to our understanding of how this construction takes place. I 

chose to include 7th, 9th, and 11th grade students as participants to allow for a better look at 

developmental trends, given the age span of approximately 12 to 17 years of age. This age range 

includes students’ transition from middle school to high school, and mirrors the age ranges used 

in Harter’s (1996, 1997, 1998) previous studies.  



 

38 

CHAPTER 3 
METHODOLOGY 

The primary purpose of this study is to identify the relationship between level of voice and 

self-construal in African-American adolescents.  To date, there have been no studies that have 

identified whether there is a relationship between these two constructs.  However, based on the 

relatedness of these two concepts, there may be a significant relationship, and that relationship 

may vary based on age and/or gender.  The secondary purpose of this study is to identify whether 

self-construal is a better predictor of level of voice than Reasons and Support for Voice.  

Previous research from Harter indicated that it is the support of voice, primarily from parents, 

that is a predictor of level of voice.  However, given the results of my thesis research which 

found no significant relationship between level of voice and Support for Voice within the parent, 

teacher, and female classmates relational contexts for my population of students, further 

exploration of predictors of perceived level of voice for African-American students is warranted. 

Research Questions 

Based on the purposes of my study, I propose the following research questions and 

hypotheses: 

Research Question I 

With regard to parents, teachers, male classmates, and female classmates, what is the 

perceived level of voice among the students based on grade level, sex of student, and self-

construal?  Based on the review of the literature and results of my previous research, it is 

hypothesized that there will be a significant difference in level of voice based on grade level, sex, 

and self-construal.  Specifically, since I am including a broader age range than I included in my 

master’s thesis, I predict that there will be a developmental trend toward greater perceived level 

of voice.  Although I did not find a difference in level of voice based on sex in my previous 
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study, it would be of interest to see if this variable interacts with level of voice, self-construal, or 

both in this older population of students.  

Research Question II 

What are the relationships among level of voice, self-construal, Reasons, and Support for 

Voice?  Given the results of my previous research which found that there was no significant 

relationship between Support for Voice and level of voice in the relational contexts of parents, 

teachers, and female classmates, and that there was a significant relationship between Support 

for Voice and level of voice for male classmates, it is hypothesized that the relationship between 

Support for Voice and level of voice may vary in strength based on the different relational 

contexts of parents, teachers, male classmates, and female classmates.  It is also hypothesized 

that there will be a significant relationship between self-construal and level of voice.   

Research Question III 

 After controlling for sex and grade, are self-construal, Reasons, and Support for Voice 

adequate predictors of level of voice with African-American adolescents?  My previous study 

indicated that Reasons and Support for Voice were adequate predictors of level of voice for 

parents, teachers, and male classmates but not for female classmates.  Since the sample in this 

study includes high school students, who may have different kinds of relationships with their 

male and female classmates, it is hypothesized that Reasons and Support for Voice will continue 

to be adequate predictors of level of voice for parents, teachers, and male classmates, as well as 

for female classmates, and that self-construal also will be an adequate predictor of level of voice.  

Participants 

A total of 98 African-American middle and high school students enrolled in San Francisco 

Unified School District (SFUSD) and Oakland Unified School District (OUSD) were asked to 

participate in the study.  In San Francisco Unified School District, students from 3 middle 
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schools and 1 high school participated in this study.  In Oakland Unified School District, 

students from 5 high schools participated. Of these 98 students, 43 students were 7th graders (19 

males and 24 females), 27 students were 9th graders (9 males and 18 females), and 28 students 

were 11th graders (7 males and 21 females).  Since the focus of this study was on the self-

construal and perceived level of voice of African-American students, all responses from students 

who did not identify themselves as African-American were discarded from all analyses. 

Snapshot of San Francisco Unified and Oakland Unified School Districts  

At the time that data collection was completed, school districts across the state of 

California were dealing with budget cuts that had the potential of significantly affecting the 

public school system.  In January, 2008, the Governor of California issued a proposed revision in 

the budget to reduce monies that fund educational programs throughout the State by $4.8 billion 

dollars.  This translated to about $40 million budget cut for SFUSD and $28 million budget cut 

for OUSD.  As a result, all school districts in California generally, and San Francisco and 

Oakland public school districts specifically, had to prepare their faculty and staff for layoffs, and 

the possibility of increased classroom sizes. 

In SFUSD and OUSD, all students had shown improvements in their scores for the 

Standardardized Testing and Reporting (STAR) program.  However, both school districts were 

(and are currently) Program Improvement (PI) status.  According to the California Department of 

Education (2009), a school and/or school district is identified for PI status if it fails to make 

Adequate Yearly Progress (AYP) for 2 consecutive years in the same content area, school-wide, 

or for any numerically significant subgroup or on the same indicator (Academic Performance 

Index or high school graduation rates) school-wide.  According to each school district’s and 

individual school’s School Accountability Report Cards for the 2006-07 academic year, OUSD 

was in its 3rd year of Program Improvement (PI) status, with 44.2% of its schools having this 
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status.   SFUSD was in its 2nd year of PI, with 25% of its schools having this status.  All schools 

in this study were in PI status, ranging from Year 1 to Year 5.  Additionally, academic results 

continue to show wide disparities in achievement between ethnic groups.  In SFUSD, only 

31.8% of African-American students who entered the ninth grade in 2003 in a San Francisco 

high school received a high school diploma in 2007.  The overall district performance for this 

indicator for all students was 62.8%.  Black and Latino students in SFUSD represent 75% of the 

students suspended, 80% of students in the juvenile justice system, 54% of students in special 

education, 68% of truant students, and 75% of students enrolled in the lowest performing 

elementary schools.  In contrast, Blacks and Latinos represent 8% of the students enrolled in the 

highest performing elementary schools, 9% of students taking Advanced Placement 

examinations, and 13% of students in the gifted program (SFUSD, 2008). 

In OUSD, 71% of students who were suspended were Black and Latino (OUSD District 

Scorecard, 2008).  In a survey of OUSD students, more than one third of middle school and high 

school students surveyed in 2007 said they do not feel safe at school.  In addition, large groups of 

parents agree that their children report safety concerns at school.  Less than half of middle school 

and high school students agree that the buildings and grounds at their schools are clean, at 43% 

and 44% respectively (OUSD Annual Report, 2007).  Table 3-1 provides a snapshot of SFUSD 

and OUSD Academic Performance Index (API), which measures the academic performance and  

Table 3-1. Academic Performance Index (2008) by Subgroup 
 Overall 

Average 
African-

American 
Asian Latino Caucasian Special 

Education 
SFUSD 772 591 851 653 857 562 
OUSD 676 610 801 643 889 475 
California 741 659 864 683 814 552 
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growth of schools on a variety of academic measures, such as the STAR and the California High 

School Exit Examination (CAHSEE).  API scores range from 200 to 1,000, with a statewide 

target of 741.  

Materials 

The Teenage Voice survey (Harter et. al, 1994, as cited by Harter, 1996) was used to 

evaluate level of voice.  Harter, Waters, and Whitesell (1997) reported internal consistency 

reliabilities from three studies, ranging from .82 to .91.  The Teenage Voice Survey is comprised 

of 3 sections.  The first section assesses the dependent variable, level of voice.  The questions of 

the survey were designed to measure the extent that teenagers have the ability to express their 

opinions to four different groups of people: parents, teachers, male classmates, and female 

classmates.  Participants answered five questions for each group of people.  After reading two 

contrasting statements, students were asked to choose which statement they were most like, and 

then chose how true that statement was for them.  An example of two statements from the parent 

section is “some teenagers share what they are really thinking with their parents BUT other 

teenagers find it hard to share what they are thinking with their parents.”  If the former statement 

was chosen, a score of 4 was given if the student chose “very true for me” and a score of 3 was 

given if the student chose “sort of true for me.”  If the latter statement was chosen, a score of 1 

was given if the student chose “very true for me” indicating the lowest level of voice for that 

question and a score of 2 was given for “sort of true for me”.  Cronbach’s alpha was .79 in the 

parental context, .69 in the teacher context, .72 in the male classmate’s context, and .77 in the 

female classmate’s context (Harter et. al, 1994, as cited by Harter, 1996).  

The next two sections of the survey served as independent variables to predict level of 

voice.  Section two of the survey is entitled “Reasons for not saying what one thinks” 

(hereinafter referred to as “Reasons”).  The questions for this portion of the survey were used to 
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address the specific reasons for students not to say what they think.  For each statement, students 

chose how true the statement was for them for each group of people: parents, teachers, male 

classmates, and female classmates.  The students were given the option of choosing very true 

(score of 4), sort of true (score of 3), not very true (score of 2), or not at all true (score of 1).  At 

least four statements were used in order to evaluate categories used to assess specific reasons.  

These categories were lack of validation, threat to the relationship, don’t have an opinion, would 

feel embarrassed/ stupid, and good woman stereotype (for female respondents only).  

Preliminary analysis for my study indicated that these items were highly correlated with each 

other within each relational context; therefore, Cronbach’s alpha was computed for the items 

taken together.  For the reasons that students cited as why they inhibited their level of voice, 

Cronbach’s alpha was .92 in the parental context, .91 in the teacher context, .90 in the male 

classmate’s context, and .92 for the female classmate’s context.  Because alpha exceeded .50 in 

all contexts, items were averaged into a Reasons scale for each relational context in my study. 

This allowed me to use Reasons as a whole in the multiple regression analysis for Research 

Question III. 

Section three of the survey is entitled “People in my life” (hereinafter referred to as 

“Support for Voice”).  The questions for this portion of the survey were used to address the level 

of support that students receive for voicing their opinion to their parents, teachers, male 

classmates, and female classmates.  Five items for each of the four types of people were used to 

assess support of voice.  For each item, students chose how true the statement was for them.  

Section three mirrored section one in terms of the way the questions were asked and scored.  An 

example of two statements from the parent section is “my parents do not listen to my opinions 

and take them seriously OR my parents do listen to my opinions and take them seriously.”  

Cronbach’s alpha was computed for each relational context for this study.  Alpha was .81 for the 
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parental context, .75 for the teacher context, .66 for the male classmates context, and .58 for 

female classmates context. 

The Self-Construal Scale (Singelis, 1994) is a 24-item, 7-point Likert scale (1 = strongly 

disagree, 7 = strongly agree) that was used to measure the two dimensions of self-image, 

independent self-construal and interdependent self-construal.  An example of a question that 

measured independent self-construal is, “I am comfortable with being singled out for praise or 

rewards.”  An example of a question that measured interdependent self-construal is, “My 

happiness depends on the happiness of those around me.”  Each question was randomly ordered 

on the scale.  Using a diverse sample of 364 college students, exploratory factor analysis by 

Singelis (1994) indicated support for the independent and interdependent subscales with 

Cronbach’s alphas of .69 and .73, respectively.  Confirmatory factor analysis indicated further 

support for the independent and interdependent subscales with Cronbach’s alphas of .70 and .74, 

respectively. Zaff and associates (2002) used the Self-Construal Scale with 67 African-American 

7th graders with a mean age of 12.55 and 45 Caucasian 7th graders with a mean age of 12.39.  

Some of the questions on the survey were reworded to reflect 7th grade experiences (e.g., I would 

offer my seat in a bus to a professor” was changed to read “I would offer my seat in a bus to a 

teacher).  Reliability analysis indicated alphas of .69 and .81 for the independent and 

interdependent subscales, respectively (Zaff et al., 2002).  For my study, Cronbachs alpha was 

.79 for the independent self-construal scale and .80 for the interdependent self-construal scale.  

Additionally, for my study each scale was divided at the median for low and high scores, and a 

variable was constructed that divided the students into four groups: low independent/low 

interdependent; low independent/high interdependent; high independent/low interdependent; and 

high independent/high interdependent. Given the age of my participants, I used the reworded 

version of the self-construal scale from the Zaff et al. (2002) study. 
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A supplementary form was also included to obtain demographic information.  Students 

were asked to identify their age, sex, and grade level.  

Procedures 

An application to perform research in schools was submitted for each school district.  Once 

the application was approved by each school district, I was able to contact school principals to 

ask their permission for students to participate in my study.  With the permission of each 

principal of participating schools, I addressed 7th, 9th, and 11th grade students in their English 

classes regarding the nature and importance of the study.  All students received informed consent 

forms, which were signed by a parent or guardian and returned to their respective English 

teachers in order to participate in the study.  I received support with administering the surveys 

from four undergraduate students from a local university (referred to as research assistants).  

Students were administered the surveys in a group setting. A research assistant with the project 

read students a child assent script, which informed students of their rights as participants.  A 

research assistant gave students an example of a question from each section of the surveys to 

ensure that students understood how numbers on Likert scales correspond to their perceptions. 

Students were told to finish the surveys at their own pace, with a researcher being available to 

answer any questions that students had about the completion of the survey.  After completion of 

the survey, students were thanked by a researcher for participating in the study.   

Data Analysis 

Frequencies were calculated to obtain means and standard deviations for level of voice, 

Reasons, and Support for Voice in each relational context (parents, teachers, male classmates and 

female classmates) and for the sample as a whole.  Means and standard deviations were also 

obtained for independent and interdependent self-construal.  
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Research question I:  A three-way Analysis of Variance (ANOVA) was used to 

determine whether mean scores for level of voice differed on the basis of sex, grade, and self-

construal. Specifically, a 2(sex of student) by 3(grade of student: 7th, 9th, and 11th) by 4(high 

independent/high interdependent, low independent/low interdependent, high independent/low 

interdependent, low independent/high interdependent) ANOVA was calculated for each 

relational context.  

Research question II:  A Pearson correlation coefficient (r) was used to determine if any 

significant relationships existed between scores on measures of level of voice, Support for Voice, 

self-construal, and the specific items on the Reasons scale. The Pearson correlation coefficient 

was used to determine the strength and direction of those relationships.  Guidelines suggested by 

Cohen (1988) were used for interpreting the strength of relationships of the correlations.  A two-

tailed test of the correlations was used, with significance levels assessed at .05. 

Research question III:  In order to assess whether Reasons, Support for Voice, or self-

construal were adequate predictors of level of voice with this population of students, multiple 

regression analysis (R2) was used.  A multiple regression analysis was performed for each 

relationship (parents, teachers, male classmates, female classmates).  Also reported are the 

unstandardized regression coefficients (B), the standardized regression coefficients (β), the 

observed t-values (t), the significance level (p) and the squared semi-partial correlations (r2) for 

each relationship.  The relationship between the Reasons, Support for Voice, self-construal and 

the dependent variable (level of voice) were investigated utilizing the following model:   

Y’ = A + B1X1 + B2X2 + B3X3 + B4X4 +E.    

Y’ = Level of Voice 

A = Y-intercept 

Bi = Regression coefficient 
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X1 = Reasons 

X2 = Support for voice 

X3 = Independent Self-Construal 

X4 = Interdependent Self-Construal  
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CHAPTER 4 
RESULTS 

Preliminary Analyses 

Table 4-1 includes the mean scores and standard deviations for level of voice, Reasons, 

and Support for Voice for each relational context, and for independent and interdependent self-

construal.  Analysis of Variance (ANOVA) was used to explore differences in mean scores 

among these variables.  

Table 4-1. Means and Standard Deviations for Level of Voice, Reasons, Support for Voice and 
Self-Construal 

    M(SD) 
 

7th grade 9th grade 11th grade Males Females 

Level of Voice*   
   Parents   2.51(.74)   2.51(.69)   2.53(.94)    2.63(.75)   2.51(.70)    2.57(.82) 
   Teachers   2.68(.94)   2.71(.62)   2.75(.69)    2.57(.73)   2.57(.53)    2.74(.73)   
   Male Classmates  2.65(.93)   2.51(.57)   2.88(.75)    2.65(.75)   2.63(.49)    2.66(.78) 
   Female Classmates  2.87(.99)   2.82(.77)   3.10(.61)    2.71(.80)   2.66(.68)    2.99(.76)      
 
Reasons*    
   Parents   1.89(.68)   2.27(.74)   2.00(.44)   1.61 (.49)   2.05(.77)    1.81(.62) 
   Teachers   1.89(.68)   2.25(.78)   1.67(.45)   1.57 (.40)   2.09(.79)    1.78(.59)     
   Male Classmates  2.02(.72)   2.22(.73)   1.78(.49)   1.85 (.55)   1.98(.66)    2.00(.65)       
   Female Classmates  1.99(.65)   2.33(.82)   1.77(.54)   1.78 (.51)   2.26(.80)    1.88(.65) 
 
Support for Voice*  
   Parents   3.03(.98)   3.06(.73)   3.04(.72)   2.99(.75)    3.23(.61)    2.92(.77)       
   Teachers    2.93(.87)   2.84(.71)   3.01(.52)   2.97(.63)    2.87(.65)    2.96(.63)       
   Male Classmates  2.57(.89)   2.52(.57)   2.44(.57)   2.76(.61)    2.56(.48)    2.57(.65) 
   Female Classmates  2.75(.85)   2.80(.62)   2.72(.43)   2.71(.52)    2.67(.62)    2.80(.50)       
      

Self-Construal** 
   Independent   5.08(.89)   5.04(1.09)  5.18(.84)  5.07(.55)    5.22(.78)    5.01(.94)         
   Interdependent          4.62(.93)   4.65(1.04)  4.56(.95)  4.63(.73)    4.76(.88)    4.54(.95) 
_______________________________________________________________________  
*Variables coded from 1 (not true at all) to 4 (very true) for Teenage Voice Scale 
**Variables coded from 1 (strongly disagree) to 7 (strongly agree) for Self-Construal Scale 
 
 

A median split of scores was used to determine which responses would be deemed high 

verses low on the self-construal scale. Low independent scores had a mean of 4.42 (SD = .72) 
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and high independent scores had a mean of 5.75 (SD = .42).  Low interdependent scores had a 

mean of 4.20 (SD = .91) and high interdependent scores had a mean of 5.04 (SD = .74).  In all, 

34 participants were classified as low-independent/low interdependent, 33 participants were 

classified as high-independent/high interdependent, 15 participants were classified as low-

independent/high interdependent, and 16 participants were classified as high-independent/low 

interdependent. 

Research Question I 

  Do the mean scores of African-American adolescents on the perceived level of voice 

scale in four relational contexts differ based on their gender, grade, or type of self-construal?  

Based on the median splits for independence and interdependence, individual participants were 

described in four combinations of the two constructs: 1) high-independent/high interdependent 

(HH); 2) low-independent/low-interdependent (LL); 3) high-independent/low interdependent 

(HL); and 4) low-independent/high interdependent (LH).  For the first analysis, self-construal 

was treated as a categorical variable, using the four combinations of self-construal. 

First Analysis 

A 2 (sex: M, F) x 3 (grade: 7, 9, 11) x 4 (HH, LL, HL, LH) ANOVA was used, with 

perceived level of voice scores as the dependent variable. Table 4-2 includes only the significant 

main effects; there were no interactions among any of the independent variables. 

Findings for the parent relational context:  Within the parent relational context, there 

were no significant main effects for sex [F (1, 75) = .16, p = .68], grade [F (2, 75) = 1.16; p = 

.32], or type of self-construal [F (3, 75) = 2.2; p = .09].  Also, there were no significant 

interactions among any of these variables.  

Findings for the teacher relational context:  Within the teacher relational context, there 

were no significant main effects for sex [F (1, 75) = .34; p = .56], grade [F (2, 75) = .06; p = .94], 
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or type of self-construal [F (3, 75) = 1.67, p = .18).  Also, there were no significant interactions 

among any of these variables. 

Findings for the male classmates relational context:  There was a significant main 

effect for grade [F (2, 75) = 3.29, p <.04] (see Table 4-2).  Mean scores for level of voice with 

male classmates were highest for 9th graders (M = 2.88), next highest for 11th graders (M = 

2.65) and lowest for 7th graders (M = 2.51).  However, follow-up comparisons using Tukey 

HSD indicated that none of the means were significantly different from each other.  The 

difference between 7th and 9th graders’ mean scores had a significance level of .073, so this may 

account for the main effect but it is not a notable difference.  There were no other significant 

main effects or interactions for the male classmates relational context.  

Findings for the female classmates relational context:  There was a significant main 

effect for self-construal type [F (3, 75) = 4.05, p <.01] (see Table 4-2).  Follow-up comparisons 

using Tukey HSD indicated that mean scores for HH students (M = 3.04) and HL students (M = 

3.30) were significantly higher than mean scores for LL students (p<.003 for LL vs. HL and 

p<.018 for LL vs. HH). Students who see themselves as high in independence but low in 

interdependence perceived themselves to have the highest level of voice with their female 

classmates; significantly higher than students who see themselves as low in both independence 

and interdependence.  Students who see themselves as high in both independence and 

interdependence also perceived themselves to have a higher level of voice with their female 

classmates than people who see themselves as low in both independence and interdependence.  

The strength of this relationship, as assessed by Eta squared, was .14, indicating that self-

construal type accounted for about 14% of the variance in level of voice with female classmates. 

There were no other significant main effects or interactions for the female classmates relational 

context.   
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Table 4-2. Significant Main Effects for Grade and Level of Voice with Male Classmates and 
Significant Main Effects for Self-Construal Type and Level of Voice with Female 
Classmates 

Level of Voice    SS  MS DF  F p  η2 
Male Classmates 
Model   11.43   .52 22 1.14 .33 .25 
Grade     3.01   1.50   2 3.29 .04* .08   
 
Female Classmates 
Model   23.59 1.07 22 2.64 .00* .44 
Self-Construal    4.94 1.65   3 4.05 .01* .14 
*p < .05 
 
Second Analysis 

As noted earlier, a median split was used to identify scores as high and low in the 

constructs (independence and interdependence) on the self-construal scale.  Identifying 

individual participants as HH, LL, HL, and LH is one way of looking at self-construal.  Another 

was is to compare the scores of students on either side of the median split for each construct, that 

is, to compare the scores of students who are high in independence with the scores of students 

who are low in independence, and the scores of students who are high in interdependence with 

the scores of students who are low in interdependence. This was done via a series of one-way 

ANOVAs with level of voice as the dependent variable and independence (high vs. low) and 

interdependence (high vs. low) as independent variables.  In all cases, N = 49 since the groups 

were formed via median split.  Comparisons were again done for each relational context. 

Findings for independence in the parent relational context:  Mean scores on level of voice 

with parents were significantly higher [F (1, 96) = 5.37; p < .023] for high independent students 

(M = 3.37) than for low-independent students (M = 2.37). These students were more likely to 

perceive themselves as having a high level of voice with their parents if they identified as highly 

independent in their relationships in general.  The strength of the relationship, as assessed by Eta 
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squared, was .053, indicating that level of independent self-construal (high vs. low) accounts for 

about 5% of the variance in level of voice scores with parents. 

Findings for independence in the teacher relational context:  No significant effect for 

independent self-construal was observed on level of voice scores with teachers.  

Findings for independence in the male classmates relational context:  No significant 

effect for independent self-construal was observed on level of voice scores with male classmates. 

Findings for independence in the female classmates relational context:  Mean scores 

on level of voice with female classmates were significantly higher [F (1, 96) = 13.07, p < .001] 

for high-independent students (M = 3.13) than for low-independent students (M = 2.61).  These 

students were more likely to perceive themselves as having a high level of voice with their 

female classmates if they identified as highly independent in their relationships in general.  The 

strength of the relationship, as assessed by Eta squared, was .12, indicating that level of 

independent self-construal (high vs. low) accounts for about 12% of the variance in level of 

voice scores with female classmates. 

Table 4-3. Significant Effects of High Independence vs. Low Independence and High 
Interdependence vs. Low Interdependence on Level of Voice with Parents and 
Female Classmates 

Level of Voice    SS  MS DF  F p  η2 
Parents 
Independence    3.09 3.09   1 5.38 .02* .05 
Interdependence     .29     .29   1   .47 .49 .00   
 
Female Classmates 
Independence    6.48 6.48   1       13.07 .00* .12 
Interdependence    .89   .89   1  1.61 .21 .02 
______________________________________________________________________________ 
*p < .05 
 

Findings for interdependence:  In all four relational contexts, no significant effect for 

interdependent self-construal was observed on level of voice scores.  Students’ perceptions of 
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themselves as high or low in interdependence were unrelated to their perceived level of voice 

with parents, teachers, male classmates, and female classmates.  

Research Question II 

Pearson correlation coefficients were used in order to determine whether there were linear 

relationships between level of voice and the predictor variables. Cohen’s (1988) suggested 

guidelines were used in determining the strength of the relationships. Data were collapsed over 

age and gender because there were no effects for these variables on Level of Voice scores. 

Parents 

Table 4-8 includes the correlations between level of voice with parents and the predictor 

variables.  Based on the correlation matrix, there was a strong correlation between Independent 

self-construal and interdependent self-construal.  This means that students who perceived 

themselves as being highly independent in their self-construal were also likely to perceive 

themselves as highly interdependent in their self-construal.   For the parent relational context, 

there was a small negative relationship between independent self-construal and lack of validation 

from parents and good woman stereotype.  This means that students who perceived that they had 

a low independent self-construal were more likely to cite lack of validation and the good woman 

stereotype as reasons for not expressing their true opinions to their parents.  Level of voice was 

also negatively correlated the most, although moderately, with don’t have an opinion, and would 

feel stupid within the Reasons scale. This means that students who perceived themselves as 

having a low level of voice with their parents were more likely to cite don’t have an opinion and 

would feel stupid as reasons for not expressing their true opinions to their parents.  Level of voice 

had a moderate positive relationship with Support for Voice, which means that students who 

perceived themselves as having a high level of voice with their parents also perceived that they 

had support from their parents for expressing their true opinions.  
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Support for Voice was significantly negatively correlated with all of the categories within 

the Reasons subscale, which indicates that students perceived all of the categories as valid 

reasons for not expressing their true opinions with their parents.  Support for Voice was 

significantly negatively correlated with lack of validation, which means that students who 

perceived that they had low support for their voices from their parents were more likely to cite 

lack of validation as their reason for not expressing their true opinions.  Within the Reasons 

subscale, there were several significant intercorrelations.  Would feel stupid and good woman 

stereotype were most strongly correlated.  Students who perceived themselves as inhibiting their 

voices because they would feel embarrassed or stupid were also likely to cite the good woman 

stereotype as a reason for inhibiting their voices with their parents.   

Teachers 

Table 4-9 includes Pearson correlations for Level of voice and the predictor variables.  

Independent self-construal was significantly negatively correlated with don’t have an opinion, 

would feel stupid, and good woman stereotype within the Reasons subscale.  This indicates that 

students who perceive themselves as having a low independent self-construal were likely to cite 

the aforementioned categories as reasons for not expressing their true voices to teachers.  

Interdependent self-construal was correlated with Support for Voice, indicating that students who 

perceived themselves as having a high interdependent self-construal were also likely to perceive 

themselves as having support for their voices from their teachers. 

Level of voice with teachers was significantly negatively correlated with lack of validation 

and don’t have an opinion within the Reasons scale.  This means that students who perceived 

themselves as having a low level of voice with their teachers were also likely to cite lack of 

validation and don’t have an opinion as reasons for not expressing their true opinions with their 

teachers.  Level of voice was also significantly correlated with Support for Voice.  This indicates 
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that students who perceived themselves as having a high level of voice with their teachers were 

also likely to perceive themselves as having support for their voices from their teachers.  There 

were several significant intercorrelations within the Reasons subscale.  The strongest correlation 

was between threat to the relationship and good woman stereotype.  This indicates that students 

who cited threat to the relationship as a reason for not expressing their true voices with their 

teachers were also likely to cite the good woman stereotype as a reason for not expressing their 

true voice with their teachers. 

Male Classmates 

Table 4-10 includes Pearson correlations between level of voice with male classmates and 

the predictor variables.  Independent self-construal was significantly negatively correlated with 

would feel stupid within the Reasons subscale.  This indicates that students who perceived 

themselves as having a low independent self-construal were more likely to cite would feel stupid 

as a reason for not expressing their true opinions to their male classmates.  Level of voice was 

not significantly correlated with the predictor variable Support for Voice with male classmates.  

However, level of voice was significantly correlated with all of the categories within the Reasons 

subscale.  The strongest (negative) correlation was between level of voice and would feel stupid, 

indicating that students who perceived themselves as having a low level of voice with their male 

classmates were also likely to cite would feel stupid as a reason for not expressing their true 

voices to their male classmates.   

There were significant negative correlations between Support for Voice and both lack of 

validation and would feel stupid.  This indicates that students who perceived themselves as 

lacking in support for their voices from their male classmates were more likely to cite lack of 

validation and would feel stupid as reasons for not expressing their true opinions.  There were 

several intercorrelations within the Reasons subscale that were significant.  The strongest 
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intercorrelation was between lack of validation and would feel stupid.  This indicates that 

students who cited lack of validation as a reason for not expressing their true opinions with their 

male classmates were also likely to cite would feel stupid as a reason for inhibiting their voices 

with their male classmates.   

Female Classmates 

Table 4-11 includes the correlation coefficients of students’ perceptions of their level of 

voice with their female classmates and the predictor variables.  There is a significant positive 

relationship between independent self-construal and level of voice with female classmates.  This 

indicates that students who perceived themselves as having a high independent self-construal 

also perceived themselves as having a higher level of voice with their female classmates.  

Independent self-construal was also positively correlated with Support for Voice, meaning that 

students who perceived themselves as having a high independent self-construal also perceived 

themselves as having strong support for their voices from their female classmates.  Independent 

self-construal had a significant negative relationship with threat to the relationship, don’t have 

an opinion, and the good woman stereotype within the Reasons subscale.  This indicates that 

students who perceived themselves as having a low independent self-construal were more likely 

to cite the aforementioned reasons for not expressing their true opinions to their female 

classmates.  Interdependent self-construal was not significantly correlated with any of the 

predictor variables. 

Level of voice had a significant negative relationship with don’t have an opinion and the 

good woman stereotype.  This indicates that students who perceived themselves as having a low 

level of voice with their female classmates were more likely to cite don’t have an opinion and 

the good woman stereotype as reasons for not expressing their true opinions.  Level of voice was 

not significantly correlated with Support for Voice with female classmates.  There were several 



 

57 

significant intercorrelations within the Reasons subscale.  The strongest intercorrelation was 

between don’t have an opinion and would feel stupid.  This indicates that students who cited 

don’t have an opinion as a reason for inhibiting their voices with their female classmates were 

also likely to cite would feel stupid as a reason for inhibiting their voices with their female 

classmates. 

Research Question III 

A multiple regression analysis was used to examine the degree of association between 

level of voice and the explanatory variables: self-construal, Reasons (taken as a whole, because 

scores on Reasons items were highly correlated with each other in each relational context), and 

Support for Voice, for students’ relationships with their parents, teachers, male classmates, and 

female classmates.  The purpose of this analysis was to assess whether Reasons (as a whole), 

Support for Voice, and self-construal were adequate predictors of Level of voice with this 

population.  Tables 4-4, 4-5, 4-6 and 4-7 report the unstandardized regression coefficients (B), 

the standardized regression coefficients (β), the observed t-values (t), the significance level (p), 

and the squared semi-partial correlations (r2) for each relational context.  

Parents 

Table 4-4 reports the results of the analysis within the parent relational context.  The 

analysis indicated that the model represented by self-construal, Reasons, and Support for Voice 

was significant [R2=.22 , adjusted R2 =.19, F(4, 93) = 6.60, p = .00]. However, based on the t-

statistic, independent self-construal [t(97) = 2.04, p = .05] and Support for Voice [t(97) = 3.48,   

p = .00] from parents made a significant contribution to the predictive measures.  

Teachers 

Table 4-5 reports the results of the analysis within the teacher relational context.  The 

analysis indicated that the model represented by self-construal, Reasons and Support for Voice 
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was significant [R2 = .15, adjusted R2 = .11, F(4, 93) = 3.97, p = .01].  However, based on the t-

statistic, Support for Voice from teachers made a significant contribution to the predictive 

measures [t(97) = 2.79, p = .01]. 

Male Classmates 

Table 4-6 reports the results of the analysis within the male classmate’s relational context.  

The analysis indicated that the model represented by self-construal, Reasons, and Support for 

Voice was significant [R2 = .15, adjusted R2 = .11, F(4, 93) = 3.96, p = .01].  However, based on 

the t-statistic, Reasons made a significant contribution to the predictive measures [t(97) = -3.27, 

p = .00]. 

Female Classmates 

Table 4-7 reports the results of the analysis within the female classmate’s relational 

context.  The analysis indicated that the model represented by self-construal, Reasons and 

Support for Voice was significant [R2 = .16, adjusted R2 = .12, F(4, 93) = 4.29, p = .00].  

However, based on the t-statistic, independent self-construal made a significant contribution to 

the predictive measures [t(97) = 2.99, p = .00]. 
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 Table 4-4.  Multiple Regression Estimates for Predictors of Level of Voice with Parents 
Predictors           B          β          t         p      semi-partial 
Independent Self-Construal          .31        .20      2.04     .05*      .21 
Interdependent Self-Construal     -.06      -.42       -.42     .68       -.04 
Reasons                                        -.16      -.14     -1.41     .16       -.14 
Support for Voice                         .36        .34      3.48     .00*       .34 
*p < .05 
Model: R = .47, R2 = .22, adjusted R2 = .19 , F = 6.60, df = 4, p = .00* 
 

 

Table 4-5. Multiple Regression Estimates for Predictors of Level of Voice with Teachers 
Predictors           B            β t           p    semi-partial 
Independent Self-Construal          .26          .19       1.85      .07        .19 
Interdependent Self-Construal     -.15         .11      -1.05      .30        .11 
Reasons                                        -.15        -.15      -1.56      .12      -.16 
Support for Voice                         .30          .28       2.79      .01*      .28 
*p < .05 
Model: R = .38, R2 = .15, adjusted R2 = .11 , F = 3.97, df = 4, p = .01* 

 

Table 4-6. Multiple Regression Estimates for Predictors of Level of Voice with Male 
Predictors           B            β          t         p     semi-partial 
Independent Self-Construal           .08        .06       .58     .56         .06 
Interdependent Self-Construal     -.16       -.12    -1.12     .26       -.12 
Reasons                                        -.35       -.33    -3.27     .00*     -.32 
Support for Voice                          .07        .06       .64     .52         .07 
*p < .05 
Model: R = .38, R2 = .15, adjusted R2 = .11 , F = 3.96, df = 4, p = .01* 

 

Table 4-7. Multiple Regression Estimates for Predictors of Level of Voice with Female 
Classmates 

Predictors           B          β          t         p       semi-partial 
Independent Self-Construal           .47       .31       2.99     .00*       .30 
Interdependent Self-Construal       .07       .01         .05     .96         .01 
Reasons                                        -.19      -.17      -1.92     .06      - .20 
Support for Voice                          .04       .03         .32     .75         .03 
______________________________________________________________________________ 
*p < .05 
Model: R = .40, R2 = .16, adjusted R2 = .12 , F = 4.29, df = 4, p = .00* 
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Table 4-8.  Pearson Correlations between Level of Voice with Parents and Predictor Variables 
Subscale 1 2 3     4 5 6    7 8 9 

1. Independent SC -- .66** .16  -.25*  -.19 -.20 -0.18   -.26** .15 

2. Interdependent SC  -- .10  -.11   .04  .08 0.04 .05 .20 

3. Level of Voice   --  -.38** -.27** -.22* -0.24*    -.10 .40** 

4. Lack of Validation      -- .76** .54** 0.70** .60** -.47** 

5. Threat to Relationship      -- .66** 0.74** .71** -.28** 

6. Don’t Have Opinion           -- 0.72**     .76** -.22** 

7. Would Feel Stupid             --     .79** -.29** 

8. Good Woman           -- -.22* 

9. Support for Voice         -- 

**p = .01, *p = .05 
 
Table 4-9.  Pearson Correlations between Level of Voice with Teachers and Predictor Variables 

Subscale 1 2 3 4      5        6      7      8        9 

1. Independent SC -- .66** .08 -.19   -.16 -.30**   -.22*   -.27**     .09 

2. Interdependent SC  -- .04 -.07 .07 .02 -.02 .03 .27** 

3. Level of Voice   -- -.30**   -.15 -.23* -.18 -.05 .29** 

4. Lack of Validation     -- .68** .65** .59** .66** -.18 

5.  Threat to Relationship      -- .73** .68** .75** -.08 

6. Don’t Have Opinion         -- .71** .72** -.09 

7. Would Feel Stupid        -- .64** -.15 

8. Good Woman           -- -.11 

9. Support for Voice          -- 

**p=.01, *p = .05   
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Table 4-10.  Pearson Correlations between Level of Voice with Male Classmates and Predictor Variables 
Subscale 1 2 3 4 5 6 7     8     9 

1. Independent SC -- .66**    .02 -.15 -.09    -.15    -.20*  -.17 .16 

2. Interdependent SC   --  -.19 .05 .09 .11     .06   .12 .13 

3. Level of Voice      -- -.31** -.31** -.29** -.35**  -.26* .11 

4. Lack of Validation        -- .69** .52**     .77** .58** -.36 

5. Threat            -- .56**     .65** .62** -.18 

6. Opinion             -- .65** .75** .03 

7. Would Feel Stupid            --   .65**   -.22* 

8. Good Woman             -- -.04 

9. Support for Voice             -- 

*p = .05, **p=.01 
 
Table 4-11.  Pearson Correlations between Level of Voice with Female Classmates and Predictor Variables 

Subscale 1   2      3     4       5      6      7      8     9 
1. Independent SC -- .66** .26** -.15 -.26*     -.25*   -.17    -.23*   .31** 

2. Interdependent SC   -- .16 .05 -.04      .03 .07 -.01 .14 

3. Level of Voice         -- -.19 -.18     -.24* .17    -.22* .13 

4. Lack of Validation        -- .73** .61**  .73** .67*  -.18 

5.  Threat           -- .64**    .64** .76**  -.13 

6. Opinion             -- .77** .74**  -.03 

7. Would Feel Stupid            --   .67**  -.09 

8. Good Woman               --  -.13 

9. Support for Voice             -- 

**p=.01, *p = .05 
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CHAPTER 5 
DISCUSSION 

This study sought to further understand the complexities of investigating self-construal and 

level of voice among African-American middle and high school students.  The results offer some 

confirmation, but also some contrasts, with previous research, and point to a number of areas 

where further research is needed.  

Research Question I 

The first analysis of this research question examined perceived level of voice among 

African-American students in the San Francisco Bay Area, and explored possible relationships 

among level of voice, gender, grade level, and the predictor variables (self-construal, Support for 

Voice and Reasons).  The analysis indicated that there were no significant interactions among 

gender, grade level, independent self-construal, and interdependent self-construal in any of the 

relational contexts.  The absence of significant interactions for gender and grade level is similar 

to what Harter et al. (1998) found in their examination of high school students.  In that study, 

there were no significant main effects for grade, nor was there a grade by gender interaction.  In 

my examination of parent and teacher relational contexts, there were no significant main effects 

for sex, grade, or type of self-construal.  There was a significant difference in mean scores for 

level of voice with male classmates based on grades.  Seventh grade students had the lowest 

level of voice with their male classmates and 9th grade students had the highest.  Although 

follow-up comparisons indicated that the mean scores for the three grades were not significantly 

different from each other, this finding is worth noting, because in my previous study with all 

middle school students, there was a main effect for grade in level of voice mean scores, but only 

for the parent relational context.  For the most part, level of voice does not seem to change much 
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during adolescence, but future research should explore the possibility that increases in level of 

voice may take place early in adolescence but level off by the high school years. 

Within the female relational context, students who perceived themselves as being high in 

independence and high in interdependence, as well as students who perceived themselves as 

being high in independence but low in interdependence had the highest level of voice with their 

female classmates.  Many explanations are possible for the observation that students have 

varying levels of voice based on self-construal type with their female classmates.  Highly 

independent students having a higher level of voice is consistent with Markus and Kitayama’s 

(1991) observation that those who manifest an independent self-construal express themselves, 

are direct, and say what is on their minds.  This is similar to the definition used to describe level 

of voice.  In this particular example, those participants with a well-defined independent self-

construal may be more likely to have a higher level of voice with significant others, specifically 

female classmates.  Why might high-independent students have a higher level of voice with their 

female classmates? One possibility is that female students silence themselves to protect their 

relationships (Brown & Gilligan, 1992).  Dialogue then becomes one-sided, giving high-

independent students more opportunities to say what is on their minds.  Another possibility is 

that when high-independent students speak, it is the female classmates who are likely to be 

listening, due to females’ socialization to be good listeners.  Since teens often have things to say 

that they do not want to share with parents or teachers, they may trust their well-socialized 

female classmates with the information. Finally, it is possible that independence in general 

increases across the teen years, and being able to share opinions with friends may contribute to 

the development of an independent self-construal. 
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Approximately 33% of the participants perceived themselves as being high in 

independence and high in interdependence.  Although this percentage does not reflect a majority 

of the participant’s perceptions, this finding still lends support to Singelis’ (1994) assertion that 

African-Americans may score high on both dimensions of the self-construal scale due to the need 

for functioning in both individualistic and collectivist cultures.  An interesting possibility for 

future research would be to see if the percentage of African-Americans who see themselves as 

high in both independence and interdependence increases as students get older and have more 

experiences and opportunities to “move seamlessly between cultures” (Singelis, 1994). 

In the study’s second analysis, self-construal scores were compared on either side of the 

median split for each construct and its relationship with level of voice for each relational context.  

Specifically, I compared the scores of students who were high in independence with the scores of 

students who were low in independence, and the scores of students who were high in 

interdependence with the scores of students who were low in interdependence. For the parent and 

female classmates relational contexts, mean scores on level of voice were significantly higher for 

high-independent students than for low-independent students, which indicates that students in 

this sample were more likely to perceive themselves as having a high level of voice with their 

parents and female classmates if they identified as highly independent in their relationships in 

general.  Although high-independent people perceive themselves as separate from others, in my 

sample this did not result in a lower perceived level of voice within the parent and female 

classmates’ relational contexts.  Instead, it appears that in two of the four relational contexts, 

having a well-defined independent self-construal was consistent with being able to express one’s 

true opinions.  Why might this be the case for parents as well as female classmates?  One 
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possibility is that parents who foster the developing independence of their adolescent children do 

so by listening to their opinions. 

In all four relational contexts, no significant effect for interdependent self-construal was 

observed for level of voice scores.  Students’ perceptions of themselves as high or low in 

interdependence were unrelated to their perceived level of voice with parents, teachers, male 

classmates, and female classmates. Although this study did not use responses from other ethnic 

groups for comparative purposes, this is still an interesting finding, given the assumption that 

African-Americans are higher in collectivism and lower in independence (Coon and 

Kemmelmeier, 2001; Singelis, 1994).  Yeh (1999) determined that African-American views on 

the interdependent self shift and change not only to fulfill various role expectations but also to 

avoid them.  For this population of students, this may indicate that interdependence apparently 

has no relationship to being able to speak one’s mind with significant others. But being high in 

interdependence does not prevent students from being able to express their voices if they are also 

high in independence. Three of the relational contexts explored in this study take place to a large 

extent in school (teachers, male and female classmates), and all the students in this study were 

attending schools districts that are in Program Improvement status, show wide disparities in 

achievement between ethnic groups, and experience safety concerns. Interdependence may not 

be a vehicle for true self-expression in this kind of environment, though it may be in other 

contexts not surveyed here, such as with close friends. 

Research Question II 

For this question, Pearson correlation coefficients were used to determine whether there 

were linear relationships between level of voice and the predictor variables.  Overall, there was a 

strong correlation between independent self-construal and interdependent self-construal.  This 

means that students who perceived themselves as highly independent in their self-construal were 
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also more likely to perceive themselves as being highly interdependent in their self-construal. 

This finding is similar to that of Zaff et al. (2002) who found that there was a significant positive 

relationship between scores on the interdependent and independent scales, and Singelis (1994) 

who stated that independent and interdependent selves may coexist within an individual. 

Level of Voice and Self-Construal  

Level of voice was not significantly correlated with either independent self-construal or 

interdependent self-construal for the parent, teacher, and male classmates relational contexts.  

Consistent with earlier analyses, and probably for the same reasons, there was a significant 

correlation between level of voice and independent self-construal in the female classmates 

relational context; level of voice was not significantly correlated with interdependent self-

construal in the female relational context. 

Level of Voice and Reasons 

The reasons in the Reasons scale are primarily negative; they reveal possible explanations 

for not expressing one’s true opinion. With the exception of don’t have an opinion, they are 

based on a sensed lack of support or safety in a relationship.  In addressing the reasons why they 

would not express their voices to their parents, students were most likely to cite lack of 

validation and threat to the relationship.  This is an interesting finding given that high-

interdependent people, as well as females, are prone to silencing their voices to protect 

relationships (Brown and Gilligan, 1992).  In this sample, however, the only significant 

correlation between self-construal and one of the reasons is between low-independence and lack 

of validation. For the teacher relational context, students cited lack of validation and don’t have 

an opinion as reasons why they would not express themselves to their teachers.  This finding is 

similar to my thesis results, which indicated that students would not express their voices to their 

teachers because they did not have an opinion. This finding is also similar to that of Harter et al. 
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(1994) who found that for the teacher relational context, students were most likely to cite lack of 

validation as the reason for inhibiting their voices. 

For the male classmates relational context, level of voice was significantly correlated with 

all of the categories within Reasons, with would feel stupid being the most frequently cited 

reason for inhibiting voice.  In this study, no data were collected regarding other characteristics 

of male students in the schools.  It is unclear whether male classmates’ perceived inability to 

honor their classmates’ voices is due to developmental factors, or cultural and contextual ones.  

It is clear that African-American students, particularly males, are disproportionately represented 

in school suspensions, and the juvenile justice system (Leone et al. 2003).  What is unclear is if 

the participants in my study are interacting with African-American male students who fit these 

characteristics.  However, based on the API scores for African-American students in both 

districts in comparison with other groups, it may be that for these African-American males, being 

unsuccessful in the classroom also means being unsuccessful in having healthy relationships with 

others.  Further research should explore students’ relationships with their male classmates and 

the complexity that is associated with it.  In contrast, when addressing the reasons why they 

would not express their voices with their female classmates, students cited don’t have an opinion 

and for female participants, good woman stereotype.  It would be interesting to investigate 

whether African-American female students and other ethnicities are interpreting what the good 

woman stereotype is in the same way.  African-American females are receiving subversive 

messages about being female and African-American (Taylor et al., 1995) and this can be 

detrimental to their sense of self, and their expression of who they really are. 

Level of Voice and Support for Voice 

Level of voice was significantly correlated with Support for Voice within the parent and 

teacher relational contexts, but not for the male classmates and female classmates relational 
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contexts.  This is an interesting contrast with my previous thesis research, where I found that 

level of voice was not significantly correlated with Support for Voice for parent, teacher, and 

female classmates relational contexts (though the variables were correlated with male 

classmates). Only middle school students participated in that study, so it is possible that older 

adolescents experience their ability to express their opinions differently with parents and teachers 

than younger adolescents do—in this case, in a positive way. Parents and teachers who support 

adolescents’ self-expression may create a climate where students feel their voices are heard.  

Within the home setting, students may feel that they can say what is really on their minds to their 

parents without fear of retribution.  Within the classroom setting, students may not feel 

comfortable expressing their true opinions, especially if they are counter to the opinions of the 

class as a whole.  Lack of support for one’s voice is a major factor leading adolescents to 

suppress their voices (Harter et al., 1997). 

The relationship between self-construal and Support for Voice was interesting in two ways.  

First, independent self-construal and Support for Voice were significantly correlated within the 

teachers and female classmates relational contexts.  Second, interdependent self-construal was 

significantly correlated with Support for Voice within the teacher relational context. In all of the 

analyses completed, this was the only significant result for the interdependence construct.  It is 

important to note that both independence and interdependence are associated with Support for 

Voice with teachers. This may indicate that the teachers use practices that foster both 

independence and collectivism in their classrooms, so that students who have high independent 

and/or high interdependent self-construal feel supported. 

Good Woman Stereotype 

Also worth noting is the relationship between the good woman stereotype and the predictor 

variables.  Gilligan (1982) described the good woman stereotype to mean that a woman who is 
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respected in society is one who is kind, not opinionated, and most importantly, quiet.  As 

previously mentioned, there was a significant negative relationship between level of voice and 

good woman stereotype within the male classmates and female classmates relational contexts.  

Female participants who perceived themselves as having a low level of voice with their male and 

female classmates were more likely to cite the good woman stereotype as the reason for not 

expressing their true opinions.  An important protective factor for level of voice for females is a 

meaningful relationship with other females (Taylor et al., 1995).  However, these results are 

more consistent with Brown and Gilligan (1992), who stated that females silence themselves or 

are silenced to decrease the presence of conflict that may result in the dissolution of the 

relationship. 

Another interesting finding was that the good woman stereotype was negatively correlated 

with independent self-construal for the parents, teachers and female classmates relational 

contexts.  Female participants who perceived themselves as having a low independent self-

construal were more likely to cite the good woman stereotype as a reason for not expressing their 

true opinion.  While interdependent self-construal is most often seen in females (Cross & 

Madson, 1997), what I observed instead was not an effect for interdependence, but an effect for a 

low level of independence.  With the good woman stereotype, girls are taught the traditional 

female roles in society.  Although African-American girls are taught this traditional view, they 

are also encouraged to be strong, self-sufficient, and to fight when they believe that there has 

been an injustice against them (Taylor et al., 1995).  An interesting question for future research 

would be to explore how attributes of self-construal serve as a protective factor against the good 

woman stereotype.  
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Research Question III 

A multiple regression analysis was used to assess whether Reasons (as a whole), Support 

for Voice, and self-construal were adequate predictors of level of voice with this population.  

The inclusion of self-construal helps us to understand the cultural factors that play a role in 

student’s relationships with others.  The results indicated that although the model was significant 

across relational contexts, the variable(s) that contributed the most to the predictability of level 

of voice differed among these contexts.  For the parent relational context, independent self-

construal and Support for Voice made the most significant contributions in predicting level of 

voice.  For the teachers relational context, Support for Voice made the most significant 

contribution in predicting level of voice.  For the male classmates relational context, Reasons for 

not expressing true feelings made the most significant contribution.  Lastly, for the female 

relational context, independent self-construal made the most significant contribution. This is 

consistent with the work of Harter (1996, 1997, 1998) and Singelis (1994), both of whom have 

concluded that level of voice and self-construal are relational and change depending upon the 

situation and/or who is being addressed. Additionally, given the fact that Harter used 

predominately Caucasian participants for her studies, it can be concluded that the context-

specificity of level of voice does not differ for Caucasian and African-American students.  This 

lends credibility to Harter’s (1999) statement that differences in socialization experiences 

manifest themselves in behavior, and adolescents create multiple selves for the different social 

roles or contexts that they are in.  As adolescents mature, they continually evaluate which self is 

most representative of them, and this is a part of the developmental process of identity formation. 

It is important to note that for this population, the male classmates relational context is the 

only one where a negative relationship (Reasons), as opposed to a positive one, predicts (lower) 

level of voice.  These differences in the socialization experiences that participants have with their 
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male classmates may create a struggle for participants in determining which self is the “real me.”  

With male classmates, participants may be given approval only when living up to a particular 

standard, which elicits false self-behavior from the participants (Harter, 1999).  Additionally, for 

these students to feel that they can truly say what is on their minds, they particularly value 

support for their voices from their parents and teachers.  Lastly, participants may appreciate the 

ability to express their independent self-construal with their female classmates, where they are 

able to express their personal interests and goals that are unrelated to others. 

Consistent with Harter (1997), there were no significant main effects for grade, and not 

enough evidence in this study to support a finding of differences in level of voice based on age.  

In all of Harter’s studies using the Teenage Voice Survey, as well as my studies, the measure 

was used among middle and high school students.  Given the fact that there does not seem to be a 

developmental trend for level of voice beyond early middle school (as observed in my thesis 

study), this may indicate that level of voice develops earlier in adolescence rather than later.  

Also, the lack of observed gender differences for level of voice with this population may mean 

that both males and females are having experiences that are more similar than different in their 

relationships with their parents, teachers, and classmates. 

Limitations 

Because all of the participants were African-American, it was not possible to make 

comparisons regarding any of the variables in this study based on ethnicity. Therefore, it is 

unknown how the findings reported here might differ from scores on the same measure with 

students from other ethnic groups. However, it is a fallacy to assume that simply because all of 

the participants were African-American that there is group homogeneity (Coon & Kemmelmeier, 

2001).  This may have the unintentional consequence of creating an overgeneralization regarding 

a group of people, which diminishes the vast within-group differences that this group may have.  
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Another limitation is that students were asked to report on their perceived level of voice with 

male and female classmates, but not close friends. Especially given the challenging school 

environment these students face, close friends rather than classmates might have provided a 

clearer sense of their level of voice with significant others. Finally, middle and high school 

students typically have as many as six different teachers, and they may experience varying levels 

of voice with each one.  The instrument used does not allow for students to differentiate among 

their teachers, which may have reduced their ability to describe their perceptions of these 

relationships accurately. 

Future Directions 

The exploration of level of voice among African-American students should continue to 

be an important topic of discussion given its implications for how students choose to express 

themselves in various forums.  The Civil Rights Movement was undoubtedly influenced by 

persons who felt the need to express themselves and say what was really on their minds with 

regard to equal rights for all Americans. This same sense of political empowerment was 

witnessed during the election of President Barack Obama, when young people voiced their 

dismay over the previous administration while also voicing their support of a newer face on the 

political scene.  When young people grow up feeling that they can express their true opinions, 

they are more likely to become actively involved in the political process and other important 

community events where the expression of their voices has an impact on their lived environment. 

It is important to note that being silent is not always unhealthy and does not automatically 

indicate that people are unable to express their voices. Silence allows people to organize their 

thoughts and enables them to fully listen to another person’s point of view.  However, being 

silent by choice and being silenced by people and societal rules are polar opposites.  Harter’s 

level of voice instrument was designed to explore when students perceive themselves as being 
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silenced by others.  Future research should continue to explore the various reasons why young 

people remain silent, as well as how they may use silence as a benefit to maintaining healthy 

relationships with others. 

Another interesting direction that the exploration of level of voice and self-construal can 

assume is in the exploration of cyberspace.  Since Gilligan’s (1982) seminal research study, the 

life experiences of young people growing up in the new millennium is different, given the advent 

of the internet.  This technology has offered new opportunities for young people to express 

themselves and has helped to foster their sense of connectedness to others, extending outside of 

their communities.  However, it is important to note that expressing oneself online is different 

than speaking in person, and it is still necessary for teens’ healthy development for them to learn 

how to be comfortable speaking their true opinions at home and at school.  In many instances, a 

computer can act as a mask, and can also foster false self-behavior.   

The influence of the cultural self in how teacher practices are interpreted is a key 

component in how a student learns material and interacts with others.  The results from this study 

indicated that both independent and interdependent self-construal was positively correlated with 

support for voice from teachers. This may indicate that students are interpreting their classroom 

as a welcoming place where they are able to express their true opinions without fear of inhibiting 

their voices.  This may also indicate that teachers are emphasizing both individual and group 

goals, and that the most vocal students are not the only ones given the opportunity to express 

themselves. However, given the fact that middle and high school students do not receive much 

one-on-one time with their teachers, the expression of voice at these levels may have more to do 

with classmates than with the teacher.  Although a teacher may have the best intentions of 

creating a supportive and inviting environment, its advantages may be lost if a teacher is 
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confronted with a classroom of students who are not connected to the classroom.  Future research 

should seek to further understand the influence of classroom dynamics and how the influence of 

the classroom environment affects students’ self-construal and level of voice. 

The inclusion of African-American students in the examination of how culture influences 

the self is an area of dialogue that should continue to offer new strategies of how to positively 

impact this population of students in the educational arena.  Future research should continue to 

examine the gender and developmental variants of level of voice and self-construal, as these two 

constructs may change or shift as adolescents develop, similar to what occurs with other self-

perception concepts.  Similarly, it would be interesting to examine the relationship between these 

two constructs with other self-perception concepts, such as future time perspective, optimism, 

motivation, and locus of control for this population.  
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