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Abstract
We examined the role of cultural representations of self (i.e., interdependence and
independence) and positive relationships (i.e., trust for teachers) in academic performance (i.e., self-reported grades) for Native American (N ¼ 41) and European American
(N ¼ 49) high school students. The Native American students endorsed marginally
more interdependent representation of self and marginally less trust for teachers
than did the European American students. While interdependent representations of
self and trust for teachers were positively related for the Native American students,
neither cultural representations of self were related to trust for teachers for the
European American students. However, with respect to academic performance, interdependent representations of self and trust for teachers were positively related to
academic performance for the Native American students. Conversely, independent
and interdependent representations of self were positively related to academic performance for the European American students, but trust for teachers was not associated with academic performance. Finally, as predicted, culturally congruent
representations of self predicted academic performance. Specifically, trust for teachers
and interdependent representations of self positively predicted academic performance
for Native American students, whereas only independent representations of self predicted academic performance for European American students. Implications for culturally congruent models of education are discussed.
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In U.S. public schools, possessing a social identity that is commonly underrepresented in the classroom (e.g., racial-ethnic identity, working-class identity) is a
strong indicator of disparities in academic achievement. For example, in the 12
states with the largest populations of Native American students, graduation rates
reveal that while 71.4% of all students graduate from high school, fewer than 50%
of Native American students graduate (Faircloth & Tippeconic, 2010). Eﬀorts to
close the achievement gap range from eliminating negative stereotypes and low
expectancies of underrepresented racial-ethnic minority students to improving teachers’ understandings of cultural diﬀerences and culture- and self-relevant curriculum for racial-ethnic minority students. These approaches contend that when the
school environment is free from negative stereotypes (Davies, Spencer, & Steele,
2005; Markus, Steele & Steele, 2000; Purdie-Vaughns, Steele, Davies, Ditlmann, &
Crosby, 2008) and the curriculum is perceived as self-relevant (Gay, 2004; LadsonBillings, 1995; Maehr, 2008), students will experience identity safety—they will perceive the school environment as a place where they belong and can be successful.
Research reveals, however, that even subtle cues conveyed in the school environment can aﬀect feelings of identity safety and self-relevance, and ultimately
foster or undermine academic performance (Cohen, Garcia, Apfel, & Master,
2006; Stephens, Fryberg, Markus, Johnson, & Covarrubias, 2012; Walton &
Cohen, 2007). For instance, Cohen and colleagues (2006) found that a small,
subtle intervention aimed at aﬃrming students’ sense of self and undermining
negative stereotypes in school, improved grades and alleviated the achievement
gap by 40%. These small interventions, however, are not limited to reversing the
negative eﬀects of stereotypes. Stephens and colleagues (2012) found, for instance,
that small interventions also alleviate the eﬀects of cultural incongruities.
Speciﬁcally, over the ﬁrst two years of college, they found that when the cultural
norms (i.e., encouraging independence, choice, and self-expression) match, as they
did for continuing-generation college students whose parents have four-year college
degrees, the students perform better (i.e., higher grades) than when they do not
match, as was the case for ﬁrst-generation college students whose parents do not
have four-year college degrees. To reduce this disparity in performance, the
researchers provided a culture-relevant message that subtly framed the university
context as more interdependent. Much like the intervention by Cohen and colleagues, this small change in framing alleviated the discrepancies in performance
between ﬁrst-generation and continuing-generation college students.
In this study, we provide an initial test of how subtle messages about the good or
right way to be a person (i.e., cultural representations of self) inﬂuences academic
achievement for both Native American and European American students.
Research reveals that Native American and European American students endorse
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diﬀerent models of self and that these models have implications for educational
experience (Boykin et al., 2005; Fryberg & Markus, 2007; Li 2003, 2005; Stephens
et al., 2012). We anticipate that when students endorse culturally congruent representations of self—Native American students will endorse an interdependent
representation of self and European American students will endorse an independent representation of self—they will also report better academic performance.

Cultural models of education
When students enter the classroom, they bring with them frameworks of tacit
assumptions and meanings that reﬂect their social and developmental experiences
(Resnick, 1994). Cognitive anthropologists refer to these assumptions and meanings as ‘cultural models’ (D’Andrade, 1981, 1995; Holland & Quinn, 1987; Shore,
1996; Sperber, 1985). Building on this work, Fryberg and Markus (2007, p. 237)
used the term ‘cultural models of education’ to refer to the patterns of ideas and
practices that are implicit in education contexts, including ideas about who is a
good student, the purpose of getting an education, and the nature of the teacherstudent relationship. The authors argue that while mainstream educational contexts may appear to promote a ‘neutral‘ model of education, they actually foster a
culture-speciﬁc model of education. For example, in university contexts, which
typically represent middle-class European American values, the good or appropriate way to be a self is to be independent and separate from others and from the
social context. This view has been termed the independent representation of self
(Markus & Kitayama, 2010, Markus, Mullally, & Kitayama, 1997). Other cultural
contexts, such as those in East Asian, Latino, Native American, and African contexts, foster a view of the self as fundamentally connected to others and to the
surrounding social context. This view has been termed interdependent representations of the self.
In classrooms that reﬂect and foster independent representations of self,
‘learning’ is largely about the development of autonomous and independent
ways of thinking (Bellah et al., 1985; Bruner, 1996; Greenﬁeld, Trumbull, &
Keller, 2006; Greenﬁeld, Trumbull, & Rothstein-Fisch, 2003; Tharp, 1994).
Learning styles are motivated by widely held cultural values of individuality,
uniqueness, and the importance of making individual choices (Tobin, Wu, &
Davidson, 1989). Good students should take individual responsibility for their
academic success and should strive to distinguish themselves from others (Plaut
& Markus, 2005). Consequently, individual competition and achievement are generally more valued than collaboration and cooperation (Green, 2006; Platow &
Shave, 1995; Trumbull, Rothstein-Fisch, & Greenﬁeld, 2000). Teachers reify these
values by focusing on and rewarding individual eﬀort and achievement, and evaluating individual contributions to group performance (Deyhle, 1985, 1986, 1992;
Fiske, Kitayama, Markus, & Nisbett, 1998).
In classrooms that foster interdependent representations of self, however, learning occurs primarily in interactions with others (Boykin et al., 2005; Escalante &
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Dirmann, 1990; Greenﬁeld et al., 2003; Tobin et al., 1989; Trumbull et al., 2000). In
these contexts, perceived social support, mentorship, maintaining strong connections to the community, and trusting relationships with teachers positively impact
persistence and academic achievement (Cole, Matheson, & Anisman, 2007;
Cummins, 1992; Deyhle & Margonis, 1995; Fryberg & Markus, 2007; Gloria &
Kurpius, 2001). For example, Native American students who engaged in a collaborative learning environment demonstrated improved academic learning and
motivation (Deyhle & Swisher, 1997).
One reason that collaborative learning environments are eﬀective in creating
positive academic outcomes is because they allow Native American students to
develop positive, trusting relationships in school. Fryberg and Markus (2007),
for instance, found that interdependent representations of self and trust for teachers were positively associated for Native American college students, but not for
European American college students. The study suggested that if Native American
students are more relational or interdependent in their representations of self, then
trust is likely to be an essential feature of the student-teacher relationship. One
limitation, however, is that while the study shows that Native American and
European American college students endorse diﬀerent representations of self and
diﬀerent expectations for the student-teacher relationship, it does not examine
whether these factors are important for academic achievement and for younger
students (i.e., high school students), a time in schooling where students experience
greater discrepancies in achievement.
In this initial study, we assess the role of Native American and
European American high school students’ cultural representations of self
(i.e., interdependence versus independence) and positive relationships (i.e., trust
for teachers) in academic performance (i.e., self-reported grades). Based on prior
research, we anticipate that Native American students will report more interdependent representations of self and less trust for teachers than European
American students, and that the two groups will not diﬀer in terms of independent
representations of self. In terms of academic performance, we anticipate that interdependent representations of self and trust for teachers (i.e., an indication of positive relationships in school) will predict grades for Native American students,
whereas independent representations of self will predict grades for European
American students.

Method
Participants
The participants included 41 Native American (24 females; M age ¼ 15.63,
SD ¼ 1.53) and 49 European American (26 females; M age ¼ 15.45, SD ¼ 1.21)
high school students from a rural location in Washington State, USA. Among
the approximately 1600 students enrolled in the school, 9% are Native
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American. The students were informed of the purpose and logistics of the study in
their English classes and were randomly selected from the consent forms signed by
both the student and parents or guardians.

Procedure and materials
All the students were instructed that the purpose of the study was to learn
more about their educational experiences. They were informed that their answers
were completely conﬁdential and that they could discontinue the study at any
time without penalty. At this time, students completed questionnaire packets
that included the dependent measures.
Interdependence and independence were measured with four sub-scales (alphas
ranging from 0.71 to 0.85) from Kato and Markus (1994). The Interdependence
scale included 16 items (e.g., ‘It is important to me that I make a favorable impression on others’, and ‘If someone helps me, I feel a strong obligation to return the
favor sometime later’) that measured concern for others and self-other bond. The
Independence scale consisted of 15 items (e.g., ‘I am unique—diﬀerent from others
in many respects’, and ‘No matter what is the situation or setting, I am always true
to myself’) that measured self-other diﬀerentiation and self-knowledge. Students
rated how well the items described them on a scale from 0 (doesn’t describe me at
all) to 9 (describes me very much). The internal reliabilities for interdependence was
a ¼ 0.81 (Native American ¼ 0.76; European American ¼ 0.82) and independence
was a ¼ 0.78 (Native American ¼ 0.68; European American ¼ 0.75).
Trust for teachers was measured using a sub-set of ﬁve items from the
Cultural Mistrust Inventory (Terrell & Terrell, 1981). Example items included:
‘Teachers often ask questions so they can get something on you’, ‘You usually
get the grade you deserve from a teacher’, ‘You can talk to a teacher about
things without worrying that it will come back on you later’, and ‘Teachers
often twist things to make students look bad’. Students were asked to rate
how much they disagreed or agreed with each statement on a scale from 1
(strongly disagree) to 5 (strongly agree). All the questions were recoded such
that a higher score indicated higher trust. The internal reliability for the measure
was psychometrically suﬃcient, a ¼ 0.74 (Native American ¼ 0.74; European
American ¼ 0.79).
Finally, to measure academic performance, students were asked to rate on an
eight-point scale, with 0 indicating mostly F’s and 8 indicating mostly A’s, the
following item: ‘What grades do you usually get in school?’

Results
Independent/interdependent representations of self
An ethnicity (Native American, European American) x gender (female, male)
multivariate analysis of variance (MANOVA) for independent and interdependent
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representations of self was performed using age as a covariate (ns). No main eﬀects
for independent representations of self by ethnicity, F (1,85) ¼ 0.02, p ¼ 0.98, or
gender, F (1,85) ¼ 0.19, p ¼ 0.92, were found, but main eﬀects for interdependent
representations of self by ethnicity, F (1, 85) ¼ 3.19, p < 0.08, and by gender,
F (1, 85) ¼ 4.24, p < 0.05, were found. Speciﬁcally, Native American students were
marginally more interdependent than European American students, and female
students were more interdependent than male students. See Figure 1 for means.

Trust for teachers
An ethnicity (Native American, European American)  gender analysis of variance
(ANOVA) on trust for teachers revealed a marginal main eﬀect for ethnicity,
F (1, 61) ¼ 2.89, p < 0.09. Native American students were somewhat less trusting
of teachers (M ¼ 3.30, SD ¼ 1.19) than were European American students
(M ¼ 3.69, SD ¼ 1.38).

Relationship between representations of self and trust for teachers
For Native American high school students, a positive relationship was found
between interdependent representations of self and both trust for teachers
(r ¼ 0.36, p < 0.05) and self-reported grades (r ¼ 0.50, p < 0.001). Trust for teachers
was also positively correlated with self-reported grades (r ¼ 0.44, p < 0.01).
However, no relationship was found between independent representations of self
and trust for teachers (r ¼ 0.04, p ¼ 0.90) or academic performance (r ¼ 0.16, ns).
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Interdependence

American Indian

Independence

Interdependence

European American

Figure 1. Mean scores of independent and interdependent representations of self by ethnicity
and gender.
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For European American high school students, signiﬁcant relationships were
found between both independent representations of self and academic performance
(r ¼ 0.32, p < 0.05) and interdependent representations of self and academic performance (r ¼ 0.31, p < 0.05). However, no signiﬁcant relationships were found
between interdependent representations of self and trust for teachers (r ¼ 0.18,
p ¼ 0.50) independent representations of self and trust for teachers (r ¼ 0.03,
p ¼ 0.92), or between trust for teacher and grades (r ¼ 0.13, p ¼ 0.61).

Academic performance
Predicting self-reported academic performance. An ethnicity (Native American,
European American) x gender ANOVA was used to compare self-reported
grades. Main eﬀects were found for both ethnicity and gender, as the European
American students (M ¼ 6.06, SD ¼ 1.53) reported higher grades than the Native
American students (M ¼ 5.10, SD ¼ 2.11), F (1, 87) ¼ 6.15, p < 0.02, and the female
students reported higher grades (M ¼ 6.04, SD ¼ 1.78) than the male students
(M ¼ 5.05, SD ¼ 1.96), F (1, 87) ¼ 6.33, p < 0.02.
We ﬁrst examined how cultural representations of self (independent and interdependent), trust for teachers, and ethnicities were related to grades. We reasoned
that if an interaction was found between ethnicity and the other predictor variables,
then performing separate analyses for each ethnic group would be an appropriate
next step. A stepwise regression with grades as the dependent variable and with
ethnicity, independent representations of self, interdependent representations of
self, independent representations of self by ethnicity interaction, and interdependent representations of self by ethnicity interaction as the independent variables
revealed that interdependent representations of self by ethnicity interaction,
p < 0.001, was the ﬁrst signiﬁcant predictor of grades, and independent representations of self, p < .05, was the second signiﬁcant predictor variable.
In the second set of analyses, separate stepwise regressions were performed for
independent and interdependent representations of self. In the ﬁrst regression,
grades were the dependent variable while ethnicity, independent representations
of self, and independent representations of self by ethnicity were the independent
variables. The only signiﬁcant ﬁnding was the independent representations of self
by cultural context interaction, p < 0.001. Similarly, in the second regression,
grades were the dependent variable and ethnicity, interdependent representations
of self, and interdependent representations of self by ethnicity were the independent
variables. Again, the only signiﬁcant variable was the interdependent representations of self by ethnicity interaction, p < 0.001.
Based on these analyses, we concluded that ethnicity interacts diﬀerently with
the predictor variables and, thus, regression analyses were run separately for both
ethnic groups. In both stepwise regressions, grades were the dependent variable,
and trust for teachers, independent representations of self, and interdependent
representations of self were the independent variables (see Table 1 for standardized
regression coeﬃcients). For the Native American students, the two predictor
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Table 1. Standardized regression coefficients for predictors of self-reported grades
Predictor variables

American Indians

European Americans

Independent representations of self
Interdependent representations of self
Trust for teachers
R2

0.28y
0.38**
0.41**
0.36***

0.39*
0.25
0.26
0.15*

Note: yp < 0.10; *p < 0.05; **p < .01; ***p < 0.001.

variables of trust for teachers, p < 0.01, and interdependent representations of self,
p < 0.01, were signiﬁcant. For the European American students, only the predictor
variable of independent representations of self was signiﬁcant, p < 0.01.

Discussion
The purpose of the present study was to provide preliminary evidence for how
cultural representations of self (interdependent self versus independent self) and
relationships in school (i.e., trust for teachers) contribute to academic performance
for Native American and European American high school students. We anticipated
that if students reported a culturally congruent representation of self—Native
American students endorse an interdependent self and European American students endorse an independent self—then they would also report higher academic
performance (i.e., grades).
We found that Native American students marginally endorsed more interdependent representation of self and less trust for teachers than European
American students. Consistent with Fryberg and Markus (2007), interdependent
representations of self and trust for teachers were positively related for Native
American students. Neither independent nor interdependent representations of
self were related to trust for teachers for European American students. With
respect to academic performance, interdependent representations of self and trust
for teachers were positively related to academic performance for Native American
students. Conversely, independent and interdependent representations of self were
positively related to academic performance for European American students, but
trust for teachers was not associated with representations of self or academic performance. In terms of predicting academic performance (i.e., self-reported grades),
as expected, trust for teachers and interdependent representations of self positively
predictedperformance for Native American students, whereas only independent
representations of self predicted performance for European American students.
The theoretical and practical implications of this study suggest that the largely
independent focus of mainstream educational contexts (Fryberg & Markus, 2007;
Li, 2003; Stephens et al, 2011) may contribute to the underperformance of Native
American students, as in the case of traditional classrooms in which ‘learning’ is
construed as being about the development of autonomous thinking (Bellah et al.,
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1985; Bruner, 1996; Tharp, 1994). Given that this norm is culturally incongruent
for Native American students, the focus on autonomous thinking or independence
may inadvertently convey to Native American students that they do not belong and
cannot be successful in that environment. Accordingly, building on the work of
social identity threat (Davies et al., 2005; Purdie-Vaughns et al., 2008; Walton &
Cohen, 2007), the independent focus contributes to the perception that traditional
classrooms are not identity safe contexts.
The ﬁndings from this study also suggest a need to rethink the nature of the
student-teacher relationship. Most American teachers do not assume that successfully teaching students requires building positive, trusting relationships; but the
ﬁndings suggest that this expectation is critical for potentially alleviating the
achievement gap for Native American students. The need for positive trusting
relationships and interdependent representations of self also highlights a gender
diﬀerence as Native American female students as compared to male students
reported higher interdependent representations of self, a strong predictor of performance in this group. This theoretical link may help explain some of the gender
discrepancies between Native American females and males, but needs to be followed up in larger cohorts.
The ﬁndings are also relevant to theorizing about cultural models of education. Consistent with previous research on cultural models of education, the
ﬁndings suggest that, much like ﬁrst-generation college students (Stephens
et al., 2011), Native American students may feel a greater sense of belonging
and motivation when the education context matches their own cultural understandings of self. Despite the lower than (national) average graduation rates
among Native American high school students (Faircloth & Tippeconic, 2010),
the ﬁndings from this study suggest that if teachers, school psychologists and
administrators focus on building relationships and including interdependent
ways of being in the classroom, they can create identity safe contexts and
thus, enhance academic performance for Native American students. Further, it
is recommended that school psychologists be directly involved in conducting
these types of studies, implementing interventions based on these ﬁndings, and
aiding other staﬀ as they provide educational and psychological services for
these types of indigenous populations. These types of ﬁndings have direct implications, then, for the school psychologists who may provide the liaison assistance for teachers, administrators, and other school staﬀ. School psychologists
are in a unique position to inform school staﬀ who work with indigenous
students living in the U.S. and in other geographic locations and to help to
implement best practice according to the ﬁndings of this study. Although future
studies are needed to parse out the diﬀerent approaches to creating culturally
congruent models of education, the ﬁndings here suggest that teachers and
administrators, with the help of sensitive and knowledgeable school psychologists, can begin to alleviate the achievement gap by fostering relationships with
Native American students and orienting classroom styles to meet these students
own cultural understandings of self.
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Finally, issues experienced by Native American students are not dissimilar to
those faced by Bedouins (Landsman, 1990) and Ethiopian immigrants
(Rosenblum, Goldblatt, & Moin, 2008) in Israel. Furthermore, there are similarities to the experiences faced by other indigenous populations: the Maori in New
Zealand (Little, Akin-Little, & Johansen, 2013); the rural Javanese villagers in
Indonesia speciﬁcally post natural disaster (Seyle, Widyatmoko, & Cohen Silver,
2013); the Kuku in Southern Sudan (Laguarda & Woodward, 2013); the
Indigenous Australian youth (Yeung, Craven, & Ali, 2013); and the Naskapi
youth of Canada (Burack et al., 2013). Thus, all school personnel, particularly
school/educational psychologists, are encouraged to attend to the ﬁndings of this
special edition of School Psychology International, speciﬁcally if they work with
rural and/or indigenous populations (see Yeung et al. for recommendations).
References
Bellah, R. N., Madsen, R., Sullivan, W. M., Swidler, A., & Tipton, S. M. (1985). Habits of the
heart: Individualism and commitment in American life. New York, NY: Harper and Row.
Boykin, A. W., Albury, A., Tyler, K., Hurley, E., Bailey, C. T., & Miller, O. A. (2005).
Culture-based perceptions of academic achievement among low-income elementary
students. Cultural Diversity and Ethnic Minority Psychology, 11, 339–350, doi: 10.1037/
1099-9809.11.4.339.
Bruner, J. (1996). The culture of education. Cambridge, MA: Harvard University Press.
Burack, J. A., D’Arrisso, A., Ponizovsky, V., Troop-Gordon, W., Mandour, T., Tootootsis,
C., Robinson, S., Iarocci, G., & Fryberg, S. A. (2013). Friends and grades: Peer preference and attachment predict academic success among Naskapi youth. School Psychology
International, 34(4), 371–386.
Cohen, G. L., Garcia, J., Apfel, N., & Master, A. (2006). Reducing the racial achievement
gap: A social-psychological intervention. Science, 313, 1307–1310, doi: 10.1126/
science.1128317.
Cole, B., Matheson, K., & Anisman, H. (2007). The moderating role of ethnic identity and
social support on relations between well-being and academic performance. Journal of
Applied Social Psychology, 37, 592–615, doi: 10.1111/j.1559-1816.2007.00176.x.
Cummins, J. (1992). The empowerment of Indian students. In J. Reyhner (Ed.), Teaching
American Indian students (pp. 3–12). Norman, OK: University of Oklahoma Press.
D’Andrade, R. (1981). The cultural part of cognition. Cognitive Science, 5, 179–195, doi:
10.1207/s15516709cog0503_1.
D’Andrade, R. (1995). The development of cognitive anthropology. Cambridge, MA:
Cambridge University Press.
Davies, P., Spencer, S., & Steele, C. (2005). Clearing the air: Identity safety moderates the
effects of stereotype threat on women’s leadership aspirations. Journal of Personality and
Social Psychology, 88, 276–287, doi: 10.1037/0022-3514.88.2.276.
Deyhle, D. (1985). Testing among Navajo and Anglo students: Another consideration of
cultural bias. Journal of Educational Equity and Leadership, 5, 119–131.
Deyhle, D. (1986). Success and failure: A micro-ethnographic comparison of Navajo and
Anglo students’ perceptions of testing. Curriculum Inquiry, 16, 365–389, doi: 10.2307/
1179428.

Fryberg et al.

449

Deyhle, D. (1992). Constructing failure and maintaining cultural identity: Navajo and Ute
school leavers. Journal of American Indian Education, 31, 24–47.
Deyhle, D., & Margonis, F. (1995). Navajo mothers and daughters: Schools, jobs,
and the family. Anthropology and Education Quarterly, 26, 135–167, doi: 10.1525/
aeq.1995.26.2.05x1252d.
Deyhle, D., & Swisher, K. (1997). Research in American Indian and Alaska Native education: From assimilation to self-determination. Review of Research in Education, 22,
113–194, doi: 10.3102/0091732X022001113.
Escalante, J., & Dirmann, J. (1990). The Jaime Escalante math program. Journal of Negro
Education, 59, 407–423, doi: 10.2307/2295573.
Faircloth, S. C. & Tippeconic, J. W., III. (2010). The dropout/graduation crisis among
American Indian and Alaska Native students: Failure to respond places the future of
Native peoples at risk. Published report in collaboration with the Civil Rights
Project at UCLA and the Center for the Study of Leadership in American Indian
Education at Pennsylvania State University. Retrieved from http://civilrightsproject.
ucla.edu/research/k-12-education/school-dropouts/the-dropout-graduation-crisis-amongamerican-indian-and-alaska-native-students-failure-to-respond-places-the-future-of-nativepeoples-at-risk/faircloth-tippeconnic-native-american-dropouts.pdf.
Fiske, A. P., Kitayama, S., Markus, H. R., & Nisbett, R. (1998). The cultural matrix of
social psychology. In D. Gilbert, S. Fiske, & G. Lindzey (Eds.), Handbook of social
psychology (pp. 915–981). New York, NY: McGraw-Hill.
Fryberg, S. A., & Markus, H. R. (2007). Cultural models of education in American Indian,
Asian American and European American contexts. Social Psychology of Education, 10,
213–246, doi: 10.1007/s11218-007-9017-z.
Gay, G. (2004). Beyond Brown: Promoting equality through multicultural education.
Journal of Curriculum and Supervision, 19, 193–216, doi: 10.1207/s15327892mcp0604_5.
Gloria, A. M., & Kurpius, S. E. R. (2001). Influences of self-beliefs, social support, and
comfort in the university environment on the academic nonpersistence decisions of
American Indian undergraduates. Cultural Diversity and Ethnic Minority Psychology,
7, 88–102, doi: 10.1207/s15327892mcp0604_5.
Green, E. (2006). Successful or friendly? Inferring achievement and relational competence
from individualist and collectivist attitudes. Swiss Journal of Psychology, 65, 25–36, doi:
10.1024/1421-0185.65.1.25.
Greenfield, P. M., Trumbull, E., & Keller, H. (2006). Cultural conceptions of learning and
development. In P. A. Alexander, & P. H. Winne (Eds.), Handbook of educational psychology (pp. 675–692). Mahwah, NJ: Lawrence Erlbaum Associates Publishers.
Greenfield, P. M., Trumbull, E. T., & Rothstein-Fisch, C. (2003). Bridging cultures. CrossCultural Psychology Bulletin, 37, 6–16, doi: 10.1207/S1532771XJLE0203_01.
Holland, D., & Quinn, N. (Eds.) (1987). Cultural models in language and thought. New York,
NY: Cambridge University Press.
Kato, K., & Markus, H. R. (1994). Independence-Interdependence Scale. In E. Hatfield, J.
T. Cacioppo, & R. L. Rapson (Eds.), Emotional contagion (p. 153). Paris: Cambridge
University Press.
Ladson-Billings, G. (1995). But that’s just good teaching! The case for culturally relevant
pedagogy. Theory into Practice, 34, 159–165, doi: 10.1080/00405849509543675.
Laguarda, A. I., & Woodward, W. P. (2013). They own this: Mother tongue instruction for
indigenous Kuku children of Southern Sudan. School Psychology International, 34(4),
453–469.

450

School Psychology International 34(4)

Landesman, M. S. (1990). Psychological services for Bedouin schools in southern Israel: A
chronicle and critique. School Psychology International, 11, 125–132, doi: 10.1177/
0143034390112006.
Li, J. (2003). US and Chinese cultural beliefs about learning. Journal of Educational
Psychology, 95, 258–267, doi: 10.1037/0022-0663.95.2.258.
Li, J. (2005). Mind or virtue: Western and Chinese beliefs about learning. Current Directions
in Psychological Science, 14, 190–194, doi: 10.1111/j.0963-7214.2005.00362.x.
Little, S. G., Akin-Little, K. A., & Johansen, A. (2013). Bi-cultural Aotearoa/New Zealand:
Provision of psychological services to the Maori population of rural New Zealand:
Combining best practice with cultural considerations. School Psychology International,
34(4), 428–438.
Maehr, M. (2008). Culture and achievement motivation. International Journal of Psychology,
43, 917–918, doi: 10.1080/00207590701838162.
Markus, H. R., & Kitayama, S. (2010). Cultures and selves: A cycle of mutual constitution.
Perspectives on Psychological Science, 5, 420–430, doi: 10.1177/1745691610375557.
Markus, H. R., Mullally, P., & Kitayama, S. (1997). Selfways: Diversity in modes of cultural
participation. In U. Neisser, & D. Jopling (Eds.), The conceptual self in context: Culture,
experience, self-understanding (pp. 13–61). Cambridge: Cambridge University Press.
Markus, H. R., Steele, C. M., & Steele, D. M. (2000). Colorblindness as a barrier to inclusion: Assimilation and nonimmigrant minorities. Daedalus, 129, 233–259.
Platow, M., & Shave, R. (1995). Social value orientations and the expression of achievement
motivation. Journal of Social Psychology, 135, 71–81, doi: 10.1080/
00224545.1995.9711404.
Plaut, V. C., & Markus, H. R. (2005). The ‘inside’ story: A cultural-historical analysis of
being smart and motivated, American Style. In C. Dweck, & A. Elliott (Eds.), Handbook
of competence and motivation (pp. 457–487). New York, NY: Guilford.
Purdie-Vaughns, V., Steele, C. M., Davies, P. G., Ditlmann, R., & Crosby, J. R. (2008).
Social identity contingencies: How diversity cues signal threat or safety for African
Americans in mainstream institutions. Journal of Personality and Social Psychology,
94, 615–630, doi: 10.1037/0022-3514.94.4.615.
Resnick, L. B. (1994). Situated rationalism: Biological and social preparation for learning.
In Hirschfeld, & Gelman (Eds.), Mapping the mind: Domain specificity in cognition and
culture (pp. 474–493). New York, NY: Cambridge University Press.
Rosenblum, S., Goldblatt, H., & Moin, V. (2008). The hidden dropout phenomenon
among immigrant high-school students: The case of Ethiopian adolescents in
Israel–A pilot study. School Psychology International, 29, 105–127, doi: 10.1177/
0143034307088506.
Seyle, D. C., Widyatmoko, C. S., & Cohen Silver, R. (2013). Coping with natural disasters in
Yogyakarta, Indonesia: A study of elementary school teacher. School Psychology
International, 34(4), 387–404.
Shore, B. (1996). Culture in mind: Cognition, culture, and the problem of meaning. New York,
NY: Oxford University Press.
Sperber, D. (1985). Anthropology and psychology: Towards an epidemiology of representations. Man, 20, 73–89, doi: 10.2307/2802222.
Stephens, N. M., Fryberg, S. A., Markus, H. R., Johnson, C. & Covarrubias, R. (2012,
March 5). Unseen disadvantage: How American universities’ focus on independence
undermines the academic performance of first-generation college students. Journal of
Personality and Social Psychology. Advance online publication. doi: 10.1037/a0027143.

Fryberg et al.

451

Tharp, R. (1994). Intergroup differences among Native Americans in socialization and
child cognition: An ethnogenetic analysis. In P. Greenfield, & R. Cocking (Eds.),
Cross-cultural roots of minority child development (pp. 87–105). Hillsdale, NJ: Lawrence
Erlbaum.
Terrell, F., & Terrell, S. (1981). An inventory to measure cultural mistrust among Blacks.
Western Journal of Black Studies, 5, 180–184.
Tobin, J. J., Wu, D. Y., & Davidson, D. H. (1989). Preschool in three cultures: Japan, China,
and the United States. New Haven, CT: Yale University Press.
Trumbull, E., Rothstein-Fisch, C., & Greenfield, P.M. (2000). Bridging cultures in our
schools: New approaches that work. Retrieved from http://www.wested.org/online_
pubs/bridging/welcome.shtml.
Walton, G. M., & Cohen, G. L. (2007). A question of belonging: Race, social fit, and
achievement. Journal of Personality and Social Psychology, 92, 82–96, doi: 10.1037/
0022-3514.92.1.82.
Yeung, A. S., Craven, R. G., & Ali, J. (2013). Self concepts and educational outcomes of
indigenous Australian students in urban and rural school settings. School Psychology
International, 34(4), 405–427.

Stephanie A. Fryberg is an Associate Professor in the Department of Psychology
and an Aﬃliate Faculty Member in American Indian Studies at the University of
Arizona. She is currently on leave from the university, serving as the Director of
Cultural Competency and Learning Improvement for the Marysville School
District in Washington State. Her research examines how social identities, such
as race, ethnicity, and social class, shape how people understand their own
behavior, the behaviors of others, and the social worlds in which they participate.
Stephanie received the Society for the Psychological Study of Social Issues Louise
Kidder Early Career Award, the University of Arizona Five Star Faculty Award,
and was recently inducted into the Stanford University Multicultural Alumni Hall
of Fame. Address: Department of Psychology, University of Arizona, 1503 E.
University Boulevard, Tucson, AZ 85721, USA. Email: fryberg@u.arizona.edu
Rebecca Covarrubias recently earned her doctorate in Social Psychology at the
University of Arizona. Using cultural and social psychological theories, her
research examines the educational discrepancies and retention strategies for
ethnic minority and working-class students. Rebecca has received the National
Science Foundation Graduate Research Fellowship, the Ford Foundation
Predoctoral Diversity Fellowship, and the University of Arizona Graduate
College Diversity Fellowship. Address: Department of Psychology, University of
Arizona, 1503 E. University Boulevard, Tucson, AZ 85721, USA.
Jacob A. Burack, Ph.D., is Professor of School/Applied Child Psychology and
Human Development in the Department of Educational and Counselling
Psychology at McGill University, and Director of the McGill Youth Study

452

School Psychology International 34(4)

Team (MYST). Jake, his students, and colleagues study predictors of academic
success, social adaptation, and emotional well-being among adolescent students
who live in First Nations communities. All their work is carried out within the
context of the MYST logo of ‘‘a commitment to excellence in the study and
education of all children’’.

