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ABSTRACT OF THE DISSERTATION  

 

 

A Mixed-Methods Study of Filipino American Adolescents’ Schooling Experiences:  

Model Minority or Minority at Risk? 

 

by 

 

Victoria Calip Rodriguez-Operana 

Doctor of Philosophy in Education 

University of California, Los Angeles, 2017 

Professor Rashmita S. Mistry, Chair 

 

This mixed-methods dissertation examined Filipino American adolescents’ experiences in high 

school. Study 1 examined Filipino American adolescents’ experiences of model minority 

stereotypes (MMS), including their internalization of MMS, the extent to which they believe that 

others stereotype them as model minorities, and how their experiences of the MMS relate to their 

racial-ethnic identity and quality of relationships at home and school. Study 2 examined how 

experiences of the MMS were associated with Filipino American adolescents’ academic 

achievement (i.e., GPA and educational expectations) and psychological maladjustment, and 

what individual (e.g., attributions for success/failure), family (e.g., parent-child relationship 

quality, family cohesion and conflict) and school-level (e.g., teacher and peer relationship 

quality) factors moderated this relationship. Finally, Study 3 focused on describing the 
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experiences of students exhibiting the achievement-adjustment paradox (i.e., high academic 

achievement and psychological maladjustment) to shed light on the consequences of pervasive 

MMS. Guided by the integrated conceptual framework for understanding the development of 

Asian American children and youth (J. Mistry et al., 2016), overall results from this dissertation 

suggested that Filipino American adolescents’ developmental outcomes are influenced by their 

experiences of the MMS and social relationships within home and school contexts. To support 

the positive development of Filipino American adolescents, efforts should be aimed at 

combatting pervasive MMS and fostering positive family, peer, and school-based relationships.    
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GENERAL INTRODUCTION 

Filipino Americans are often the targets of model minority stereotypes (MMS) similar to 

their pan-ethnic Asian American peers (Nadal, Wong, Sriken, Griffin, & Fujii-Doe, 2015; 

Rodriguez-Operana, Mistry & Chen, 2017). And while they constitute a large segment of the 

Asian American population, Filipino Americans continue to lack adequate representation in the 

social science literature at large (Kiang, Huynh, Cheah, Wang & Yoshikawa, 2017; Nadal, 

2013). The purpose of this mixed-methods dissertation is to address these gaps in the literature 

and better understand the schooling experiences of Filipino American adolescents. More 

specifically, the current dissertation aimed to understand the degree to which Filipino American 

adolescents internalize and contend with the MMS, its relation to their academic achievement 

and psychological adjustment, and the individual, family, and school-level factors that moderate 

these relationships. With an overarching goal of understanding how to support positive outcomes 

among Filipino American youth and to underscore the potential risks of MMS, this dissertation 

also sheds light on the experiences of those who appear to be doing well academically, but also 

struggle with their mental well-being (i.e., achievement-adjustment paradox).  

MMS, abound in US society, are assumptions about the intellectual abilities and 

academic success of Asian Americans which often detract from addressing important issues 

within the community (Lee, 2009; Kim et al., 2015). In the aggregate, Asian Americans and 

Pacific Islanders (AAPI) demonstrate high academic performance rates on average (Pew 

Research Center, 2013; Teranishi, Lok, & Nguyen, 2013), including higher overall grade point 

averages compared to their peers of other racial-ethnic backgrounds (Tseng, Chao, & 

Padmawidjaja, 2007). However, studies have shown that Filipino Americans are oftentimes 

outperformed by their East Asian and South Asian peers (Fuligni, 1997; Fuligni & Witkow, 

2004; Sue & Abe, 1988; Tseng et al., 2007), and second-generation Filipino Americans, in 
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particular, have lower levels of educational attainment compared to East Asian Americans given 

higher high school dropout rates and lower rates of college admission and retention (Okamura, 

1998; Okamura & Agbayani, 1997). In addition to ignoring the variability of academic 

achievement among subgroups within the Asian American community, MMS are problematic in 

that the mental health needs of AAPIs are often neglected amidst the pervasive stereotype of 

AAPIs as “model minorities” who appear to be doing well based on their academic achievement 

(Okazaki & Lim, 2011). Depression, anxiety, and suicide ideation are critical issues within the 

AAPI population (Africa & Carrasco, 2011), and suicide is the second leading cause of death 

among AAPI adolescents and young adults (15-24 years old; Hijioka & Wong, 2012). 

Addressing the potential dangers of MMS and the issues it may conceal is an especially 

important endeavor as Filipino American youth are at greater risk for maladaptive psychological 

adjustment, including increased depressive symptoms and suicide ideation as compared with 

their peers of different racial and ethnic backgrounds (Javier Lahiff, Ferrer, & Huffman, 2010; 

Wolf, 1997). This includes higher rates of depression among Filipino Americans compared to 

their peers of East Asian descent (i.e., Chinese, Korean and Japanese Americans; Kim, Park, 

Storr, Tran, & Juon, 2015). 

The “achievement-adjustment paradox” is defined as the presence of significant 

psychological adjustment difficulties (e.g., anxiety, depression, psychological distress, low self-

esteem, etc.) among high-achieving youth (Bankston & Zhou, 2002; Qin, 2008; Qin, Rak, Rana, 

Donnellan, 2012; Rumbaut, 1994). For example, recent research has shown that Chinese 

American adolescents reported significantly higher levels of stress as compared with their 

European American peers despite demonstrating high academic achievement (Qin et al., 2012). 

This association is considered paradoxical because research typically shows a strong positive 
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link between high academic achievement and adaptive social and psychological adjustment 

(Hishinuma et al., 2001; Langram, 1997). Though not specifically identified as the 

“achievement-adjustment paradox,” other researchers have similarly found psychological 

adjustment difficulties (e.g., anxiety, depression, low self-esteem) among gifted, high-achieving 

students (Langram, 1997).  

Researchers often point to factors within the home and school contexts that put AAPI 

youth at greater risk for poorer psychological outcomes even though youth may be thriving 

academically. For example, past studies have shown that family conflict (Qin, 2008), peer 

discrimination, and bullying (Rosenbloom & Way, 2004) are negatively linked to psychological 

health. Research on the paradoxical association between academic achievement and 

psychological adjustment among AAPIs, however, is still in its infancy. To date, extant research 

on the achievement-adjustment paradox has primarily focused on samples of Chinese-heritage 

adolescents (Kim, Wang, Shen, & Hou, 2015; Qin, 2008; Qin et al., 2012) with few studies 

documenting the paradoxical association between academic achievement and psychological 

adjustment among youth of Filipino heritage (Rumbaut, 1994). As such, in addition to 

understanding Filipino American adolescents’ experiences of MMS and its influence on their 

academic achievement and psychological adjustment, another goal of this dissertation was to 

examine the extent to which Filipino American adolescents exhibit evidence of the achievement-

adjustment paradox and better understand how their experiences differ from their peers.  

Theoretical Framework 

 This dissertation was guided by the integrated conceptual framework for the development 

of Asian American children and youth (J. Mistry et al., 2016) which builds upon previous models 

of human development (Bronfenbrenner & Morris, 2006; Garcia Coll et al., 1996) by 
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underscoring the interconnected nature of youths’ meaning-making processes, developmental 

contexts and outcomes, and the shared influence on developmental processes. With an emphasis 

on “cultural interpretive processes as the integration of context and development,” the three 

major components of the integrated conceptual framework (i.e., specification of contexts, culture 

as meaning-making processes, domains/nuances of development relevant in the context of 

immigrant and ethnic minority status; J. Mistry et al., 2016) allow for a more nuanced 

understanding of the development of Filipino American youth by accounting for multiple 

influences on developmental outcomes, including the influence of broad societal stereotypes 

(i.e., MMS) and those within proximal contexts (e.g., parents, teachers, peers). More specifically, 

the integrated conceptual framework (J. Mistry et al., 2016) recognizes culture as meaning-

making processes that shape Filipino American youths’ unique schooling experiences in relation 

to the broader, dominant metanarrative of Asians as a model minority, and the role of 

socialization agents (i.e., parents, teachers, peers) in their interpretations and experiences of 

MMS. From this perspective, youths’ experiences of MMS may be influenced by specific 

contexts, such as the racial and ethnic diversity of their school (i.e., What are Filipino American 

adolescents’ experiences of MMS when Filipinos represent the largest Asian American subgroup 

in their school contexts?). Moreover, their experiences contending with and internalizing MMS 

may also influence important developmental outcomes, such as academic achievement and 

psychological adjustment.  

Paper Organization 

This dissertation comprised three studies investigating the experiences of Filipino American 

adolescents in high school. Study 1 focuses on Filipino American adolescents’ experiences of the 

MMS, including the extent to which they perceive being MMS targets and their own 

internalization of the MMS (Rodriguez-Operana et al., 2017). Study 2 extends these findings by 
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examining the extent to which youths’ experiences of MMS predict their academic achievement 

and psychological adjustment, and the extent to which individual, family, and school-level 

factors moderate this association. To further problematize the tenets of MMS, Study 3 

documents the achievement-adjustment paradox among Filipino American adolescents in the 

current study, and demonstrates how ubiquitous MMS can be in obscuring pertinent issues that 

impact the well-being of youth within the Filipino American community. In the dissertation 

conclusion, I discuss overall findings, including overarching themes, study limitations and 

implications, as well as future directions for practice and research.  

Methods 

Participants 

Study participants were recruited from Filipino language courses at three Southern 

California high schools. The course was open to all students (i.e., regardless of racial-ethnic 

heritage) but students of Filipino American heritage comprised the largest proportion of enrolled 

students. Students were enrolled in the course during normal school hours and it fulfilled the 

foreign language requirement for high school graduation. The high schools from which 

participants were recruited varied in terms of the percentage of Filipino American students at the 

school, students’ family socioeconomic status, and Academic Performance Index (API) scores 

(as an indicator of school wide academic achievement). Latinx1 students represented the largest 

racial-ethnic group at all three schools, with Filipinx students representing the largest group of 

Asian/Asian Americans.  

Participants (N=148; 55% female) in the current study included 9th-12th graders between 

the ages of 14 and 19 (Mage=15.89 years old, SD=0.50). Across the entire sample, participants’ 

                                                           
1 Latinx is a gender-neutral term that is inclusive of all Latin American descendants, and is used here as an alternative to Latino, Latina, and 

Latin@ (Ramirez & Blay, 2016). Similarly, we have opted to use the term "Filipinx" here to be consistent in describing the school population 
from which the study sample was drawn. We recognize that there are many different terms used in the current literature (e.g., Filipina/o, 

Filipin@, Pilipina/o, Pilipin@), however, we use "Filipino" and "Filipino American" throughout this study for consistency. 
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median family household income was $60,001 to $80,000, and ranged from “Less than $10,000” 

to “More than $150,000.” Parents’ highest level of education completed ranged from 

elementary/junior high school to law, medical, or graduate school. On average, both mothers (M 

= 4.59, SD = 1.03) and fathers (M = 4.32, SD = 0.95) had attended some college or graduated 

from college. Most participants were second-generation Filipino American (n = 103) with at least 

one foreign-born parent; relatively fewer were first-generation (i.e., foreign-born; n = 35) or third 

generation (i.e., both parents born in the United States; n = 10). English was the primary 

language spoken at home for most participants (n = 108). For some participants, however, the 

primary language spoken at home was a Filipino dialect (i.e., mostly Tagalog, Ilocano, Ilonggo, 

Visayan, Kapampangan; n = 22), or a combination of English and their respective Filipino 

dialect (n = 17). Based on their responses to survey measures regarding the strength of their 

racial identification, most participants identified as Asian American (M = 4.06, SD = 1.25) 

and/or Pacific Islander (M = 2.87, SD = 1.59). A few identified as multiethnic/biracial (n = 5; M 

= 4.00, SD = 1.41) including American/Filipino, Asian and White, Filipino/Bangladeshi, 

Filipino/Chamorro, Filipino/Spanish. A few participants most strongly identified as Filipino or 

Filipino American (vs. Asian American or Pacific Islander) (n = 7; M = 5.00, SD = 0). 

Descriptives for the dissertation study sample are presented in Table 1.1. 
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Table 1.1 

Descriptive Statistics for the Overall Sample, Interview Sample, and by School Site.  
 Overall 

Sample 

(N = 148) 

M (SD) 

Interview 

Sample 

(n = 44) 

M (SD) 

School 1 

(n = 78) 

M (SD) 

School 2 

(n = 37) 

M (SD) 

School 3 

(n = 33) 

M (SD) 

Gender (% female) 55% 

 

50% 51% 70%* 48% 

Age 15.89 (1.31) 

Range: 14-19 

16.20† (1.21) 

Range: 14-19 

 

15.04b,c
***(.87) 

Range: 14-17 

16.81a
***(.81) 

Range: 16-19 

16.88a
*** (1.24) 

Range: 16-19 

 

Years in the U.S. 13.74 (3.99) 

Range: 1-19 

14.23 (4.00) 

Range: 2-19  

14.45b
*(1.69) 

Range: 8-17 

12.28a
* (5.11) 

Range: 2-18 

 

13.76 (5.66) 

Range: 1-19 

 

Mother’s Level of 

Education 

4.59 (1.03) 

Range: 1-6 
(Elementary/Jr 

HS to Law, 

medical or 

graduate school) 

4.27* (1.14) 

Range: 1-6 
(Elementary/Jr 

HS to Law, 

medical or 

graduate school) 

4.92 

b,c
***(0.88) 

Range: 3-6 
(Graduated from 

HS/GED to Law, 

medical or 

graduate school) 

 

4.14a
**(1.10) 

Range: 1-5 
(Elementary/Jr HS 

to Graduated from 

college) 

4.27a
**(1.04) 

Range: 2.0-6.0 
(Some HS to Law, 

medical or 

graduate school) 

Father’s Level of 

Education 

4.32 (0.95) 

Range:1-6 

4.15 (1.10) 

Range: 1-6 

4.51b
***(0.72) 

Range: 3-6 

3.83a,c
*** (1.12) 

Range:1-5 

 

4.41b
*(1.08) 

Range:1-6 

 

Family Household 

Income 

6.48 (2.59) 

Range: 1-11 
(< $10k - 

>$150k) 

5.84 (2.67) 

Range: 1-11 
(< $10k - 

>$150k) 

8.02 

b,c
***(1.62) 

Range: 4-11 
($30-40k - 

>$150k) 

 

4.24a
***(2.22) 

Range: 1-9 
(< $10k - $100-

125k) 

5.19a
***(2.44) 

Range: 1-9 
(< $10k - $100-

125k) 

Subjective Social 

Status Rating 

5.81 (1.38) 

Range: 2-9 

5.53 (1.42) 

Range: 3-9 

6.16b
***(1.15) 

Range: 3-9 

5.30a
**(1.44) 

Range: 2-7.5 

5.58 (1.60) 

Range: 3-9 
Note: Chi-square analyses and ANOVA were conducted to compare the sociodemographic characteristics of each 

subsample (e.g., interview, school 1, 2, 3). †Indicates marginal significance p<.10, *p<.05, **p<.01, ***p<.001. 

Subscript a. Indicates significant difference from School 1, b. Indicates significant difference from School 2, c. 

Indicates significant difference from School 3. 

School Sites. As shown in Table 1.1, School 2 and 3 were similar in terms of most 

sociodemographic characteristics. School 1 participants differed from School 2 and 3 in terms of 

age, mother’s level of education, family household income. Compared to participants from 

School 2 and 3, participants from School 1 were significantly younger (p < .001) and were from 

families with significantly higher household incomes (p < .001). Mother’s level of education was 

also significantly higher among participants from School 1 compared to participants from School 
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2 (p <.001) and School 3 (p <.01). Father’s level of education among participants at School 2 

was significantly lower compared to students from School 1 (p < .001) and School 3 (p < .05).  

School 2 participants also differed from School 1 participants in terms of years in the U.S. and 

SSS ratings. Participants from School 2 included more first-generation Filipino American 

adolescents and thus reported spending less years in the U.S. compared to those from School 1 (p 

< .05). In addition, School 2 participants rated their SSS significantly lower than students from 

School 1 (p < .01). The sections below provide detailed descriptions of the participants across the 

three school sites.  

School 1. A total of 78 Filipino American adolescents were recruited from a public high 

school in southern California whose student population encompasses the largest percentage of 

Filipinos in the school district. The school is racially and ethnically diverse with students from 

Latinx2(55%), Filipinx (20%), Multiracial (8%), White (8%), Black/African American (7%), and 

Asian/Asian American (2%) backgrounds. Less than one percent of students were American 

Indian/Alaska Native (0.1%) or Native Hawaiian/Pacific Islander (0.4%).  The school-wide 

Academic Performance Index (API) score (3-year, unweighted) was 849 among all students and 

904 among students of Filipino heritage. Participants included 9th-12th grade students (Mage = 

15.04 years old, SD = 0.87) enrolled in a course on Filipino language (i.e., Tagalog) and culture. 

Of the 145 students enrolled in the Filipino courses, 55% received parent consent to participate 

in the study. There were approximately equal numbers of boys and girls (51% female) and all 

participants identified as Filipino-heritage based on parent or youth reports of race, ethnicity and 

birthplace. One participant was excluded from the current study analyses as he did not identify as 

                                                           
2 Latinx is a gender-neutral term that is inclusive of all Latin American descendants, and is used here as an alternative to Latino, Latina, and 

Latin@ (Ramirez & Blay, 2016). Similarly, we have opted to use the term "Filipinx" here to be consistent in describing the school population 
from which the study sample was drawn. We recognize that there are many different terms used in the current literature (e.g., Filipina/o, 

Filipin@, Pilipina/o, Pilipin@), however, we use "Filipino" and "Filipino American" throughout this study for consistency. 
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Filipino. Most participants were second-generation (n = 59); the remainder were first (n = 10) or 

third generation (n = 9). Median family household income for participants was between $80,000 

- $100,000 and ranged from $30,000 - $40,000 to more than $150,000. Parents’ highest level of 

education completed ranged from high school graduate/ GED to law, medical, or graduate 

school. On average, both mothers (M = 4.92, SD = 0.88) and fathers (M = 4.51, SD = 0.72) had 

attended some college or graduated from college.  

School 2. A quarter of the sample participants were recruited from the second school site 

(n = 37) which had a smaller percentage of Filipino-heritage students.  The majority of students 

at School 2 are Latinx (81%) with Filipinx (13%) students representing the next largest ethnic 

group. The remainder of the student body are Multiracial (2%), Black/African American (1%), 

White (1%), Asian/Asian American (0.3%), American Indian/Alaska Native (0.3%) and Native 

Hawaiian/Pacific Islander (0.4%). The school-wide API score (3-year, unweighted) was 792 

among all students and 856 among students of Filipino heritage. Study participants included 9th-

12th grade students (Mage = 16.81 years old, SD = 0.81) enrolled in a course on Filipino language 

(i.e., Tagalog) and culture. Participants were first-generation (n = 21) or second-generation (n = 

16). Median family household income for participants was between $30,000 - 40,000 and ranged 

from less than $10,000 to $100,000-125,000. Parents’ highest level of education ranged from 

completion of elementary/junior high school to graduation from college. On average, mothers 

had attended some college or graduated from college (M = 4.14, SD = 1.10), while fathers had 

graduated from high school or completed some college coursework (M = 3.83, SD = 1.12).  

School 3. Remaining participants were recruited from the third school site (n = 33), 

which had the smallest representation of Filipino students (7%).  Most students at School 3 were 

Latinx (88%) with students of Multiracial (3%), Black/African American (1%), White (1%), 
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Asian/Asian American (0.3%), Native Hawaiian/Pacific Islander (0.2%) and American 

Indian/Alaska Native (0.1%) backgrounds comprising the rest of the school population. The 

school-wide API score (3-year, unweighted) was 744 among all students and 829 among students 

of Filipino heritage. Participants included 9th-12th grade students (Mage = 16.88 years old, SD = 

1.24) enrolled in a course on Filipino language (i.e., Tagalog) and culture. Most participants 

were second-generation (n = 28); 4 students were first-generation and only 1 student reported 

being third generation. Median family household income for participants was between $40,001 

to $50,000 and ranged from less than $10,000 to $100-125,000. Parents’ highest level of 

education ranged from completion of elementary/junior high school to graduation from law, 

medical or graduate school. On average, both mothers (M = 4.27, SD = 1.04) and fathers (M = 

4.41, SD = 1.08) had attended some college or graduated from college.  

Procedures 

Upon obtaining parental consent and adolescent assent, participants completed a 

demographics questionnaire and survey comprised of established measures regarding 

psychological adjustment and well-being, racial and ethnic identity, and relationships with peers, 

teachers, and family members. Survey items were drawn from widely used measures with 

samples of racially and ethnically diverse youth and adolescents. In addition, I piloted the survey 

instrument with a sample of Filipino American adolescents prior to conducting the current study. 

Both of these steps increased confidence in the ecological validity of the measures included in 

the current study. Administered and monitored by at least one member of the research team, 

participants completed survey measures on their own in a classroom at the school. Students 

typically finished the survey within 30-35 minutes. As an incentive, all study participants were 

entered a raffle to win a $50 gift card.  
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Semi-structured interviews were conducted with a subsample of participants (n = 44) from 

each school site to complement survey data. While the consent and assent procedures asked all 

participants about their willingness to participate in a follow-up interview, those who were 

invited were nevertheless given the opportunity to opt out prior to the start of the interviews. I 

employed a stratified random sampling procedure to ensure that the qualitative data were 

representative of the variability within the study sample (Teddlie & Yu, 2007). Specifically, 

interviewees were chosen to represent a range of sociodemographic characteristics (e.g., gender, 

immigration and generational status, racial and ethnic identification). Interview participants 

included equal numbers of boys (n =22) and girls (n = 22), and consistent with the composition 

of our study sample, the majority were second-generation (n=32) with a few first (n = 10) and 

third (n = 2) generation participants. As shown in Table 1.1, participants in the interview 

subsample were comparable to the overall study sample across several key sociodemographic 

variables.  

I conducted all the interviews in either a small conference room or office at each school site, 

offering a private and quiet space for one-on-one discussions. Youth were asked to reflect on 

their experiences of MMS, and family and peer relationships, including sources of support and 

conflict that may contribute to their academic achievement and psychological adjustment. 

Interviews, which averaged between 45-60 minutes, were audio-recorded and transcribed by 

members of the research team. Upon completion, all interview participants received a $10 gift 

card to a local restaurant. 

Measures 

Survey Measures 

 Descriptive statistics and correlations for quantitative survey measures for the entire 

sample and by school are presented in Table 1.2 and Table 1.3.  
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Demographic Information. Parents provided information regarding their child’s gender, 

family household income, parents’ highest level of education, and immigration and generational 

status based on the birthplace of the child, parents and grandparents. Youth provided similar 

information and indicated their subjective social status (SSS). The SSS measure, administered in 

previous research with adolescents (Goodman et al., 2001) and elementary school children (R. 

Mistry, Brown, White, Chow, & Gillen-O’Neel, 2015), uses an image of a 10-rung ladder to 

prompt participants to specify where they believe they rank in terms of their family income 

relative to others in society:  

Imagine that this ladder pictures how American Society is set up. At the top are the 

people that have the most money and at the people who have the least money. Where do 

you think YOUR FAMILY would be on this ladder? Mark an X on the step where YOUR 

FAMILY would be on this ladder. 

 

Higher numbers on the ladder indicated families with the most money, while lower numbers on 

the ladder indicated families with the least money (R. Mistry et al., 2015).  

Racial and Ethnic Identification. Participants’ racial and ethnic identification was 

based on responses to the following open-ended prompt (Gillen-O’Neel et al., 2015; Phinney, 

1992; Rodriguez et al., 2016):   

Now, I’d like to know a little bit more about you. In this country, people come from a lot  

of different cultures and there are many words to describe the different backgrounds or 

ethnic groups that people come from. Some examples of the names of ethnic groups are 

Latino, Mexican American, Black or African American, Asian American, American 

Indian and White. Every person belongs to an ethnic group, or more than one group. 

How would you describe yourself in terms of your ethnic group or race?  

If you identify with more than one group, is there one that you identify with more strongly 

or is there one that is more important to you? Why/why not?  

 

 Strength of Racial Identification. In addition to identifying their racial and ethnic 

group membership, participants were asked to rate the strength of their racial identification. 

Specifically, on a scale ranging from 1 (Not at All) to 5 (Very High), participants rated the extent 
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to which they identified with 8 different racial or panethnic identification labels derived from the 

U.S. Census (e.g., To what extent do you identify as: American Indian/Alaska Native? Asian 

American? Black / African American? Hispanic/Latino? Pacific Islander? White/Caucasian? 

Multiethnic/Biracial? Other?). The strength of racial identification measure was included to 

assess whether participants’ self-identification as Asian American was related to their 

internalization or experiences of the model minority stereotype.  

Internalization of the MMS. To assess participants’ internalization of the model 

minority stereotype (MMS) or the extent to which they believe they live up to the MMS, we 

included 11items adapted from the Attitude Toward Asian-Self scale (ATA-Self; i.e., 

internalized racialism; Gupta et al., 2011; α = .90). Students indicated their agreement, on a scale 

from 1 (Strongly Disagree) to 5 (Strongly Agree), with statements such as, “Similar to many 

other Asian Americans, I am smart.” Higher mean scores on the ATA-self scale indicate greater 

internalization of positive Asian stereotypes about the self.   

Perceptions of others’ MMS. To assess the extent to which youth believed others 

viewed them as model minorities, participants responded to 3 items adapted from the ATA-Self 

scale (Gupta et al., 2011; α = .66). Students indicated their level of agreement with statements 

such as, “Others often assume that I am intellectually bright because I am Asian American,” on 

a scale ranging from 1 (Strongly Disagree) to 5 (Strongly Agree). 

Quality of Parent-Child Relationships. Parent relationship quality was assessed via 

participants’ ratings of 6 items taken from the Add Health survey—Wave III (e.g., “Overall, I 

am satisfied with my relationship with my mother.”; scale: 1 = Strongly Disagree to 5 = Strongly 

Agree). Three items assessed youths’ perception of their relationship quality with their mothers 

(M = 4.19, SD = .94; α = .90), and three items assessed their relationship quality with their 
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fathers (M = 3.89, SD = 1.18; α = .75). Scores were fairly correlated (r = .43, p < .001), thus we 

elected to combine ratings across both sets of items and compute an overall score of parent-child 

relationship quality (6-items; M = 4.04, SD = .90; Range: 1.33-5; α = .60). 

Family Cohesion. Participants’ perceptions of family cohesion were measured using a 

subscale from the Family Adaptation and Cohesion Evaluation Scales III (FACES–III; Olson, 

Portner, & Lavee, 1985; α = .88). The FACES–Cohesion subscale is comprised of 10 items and 

measures the extent to which members of the family are connected to one another. Participants 

rated statements such as “Family members feel very close to each other,” using a 5-point Likert-

type scale (1 = Almost Never to 5 = Almost Always). Higher scores reflect greater perceptions of 

family cohesion.  

Family Conflict. The Asian American Family Conflicts Scale (FCS) Likelihood subscale 

(10-items; Lee, Choe, Kim & Ngo, 2000; α = .87) was included to assess youths’ reports of 

family conflict. FCS-Likelihood includes 10 family conflict scenarios (e.g., “You have done well 

in school, but your parents’ academic expectations always exceed your performance.”) that are 

rated for likelihood of occurrence (i.e., “How likely is this type of situation to occur in your 

family?”) on a scale from 1 (Almost Never) to 5 (Almost Always). Higher scores indicate greater 

likelihood of conflict.  

Quality of School-Based Relationships. Participants’ perceptions of relationships with 

teachers was assessed using 11-items from the School-Based Supportive Relationships Scale 

(Suárez- Orozco, Pimentel, & Martin, 2009; α = .87).  A sample item is “Teachers care about me 

and what happens to me.” Participants rated all items on a 5-point Likert-type scale from 1 (Not 

at All) to 5 (All the Time), with higher scores indicating greater perceived support from teachers.  
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To assess friendship quality (Furman, 1996), participants responded to 4 statements such 

as, “I have friends with whom I can share my joys and sorrows.” All items were rated on a 

Likert-type scale from 1 (Never) to 5 (All the time). Given the relatively high correlation between 

quality of relationship with teachers and friends (r = .62, p < .001), these survey items were 

combined to create a variable measuring adolescents’ perceptions of school relationship quality. 

Bullying and Peer Harassment. Adolescents’ experiences with peer harassment and 

intimidation at school (6-items; Juvonen, Nishina, & Graham, 2000; Nishina & Juvonen, 1998) 

was measured based on their ratings of statements such as, “I was made fun of by another student 

in front of others.” Self-reports of the frequency of harassment experiences were measure on a 

scale from 1 (Never) to 5 (All of the time).  

Attributions for School Success and Failure. Attributional styles explaining success 

and failure were measured using the Multidimensional-Multiattributional Causality Scale 

(Lefcourt, 1981). On a scale from 1 (Strongly Disagree) to 5 (Strongly Agree), study participants 

responded to 6-items attributing academic achievement and failure to one’s abilities (e.g., “The 

most important ingredient in getting good grades is my academic ability.”), and 6-items 

attributing academic achievement and failure to one’s effort (e.g., “In my case, the good grades I 

receive are always the direct result of my efforts.”). Causal attributions for success and failure 

were measured using the Multidimensional-Multiattributional Causality Scale (Lefcourt, 1981). 

On a scale from 1 (Strongly Disagree) to 5 (Strongly Agree), study participants responded to 6-

items attributing academic achievement and failure to one’s abilities (e.g., “The most important 

ingredient in getting good grades is my academic ability.”; M = 3.51, SD = 0.73; α = .77). 

Academic Achievement. A composite score of academic achievement for each 

participant was created based on their overall grade point average and their educational 
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expectations. To measure youths’ educational expectations, they responded to a single item (i.e., 

“How far do you think you will actually go in school?”) on a scale from 1 (Some High School) to 

6 (Graduate or Professional School). Participants’ school transcripts were obtained to determine 

their academic grade point averages (GPA). Because we allowed for college weighted GPAs, 

participant GPAs ranged from failing to above a 4.0 (Range: 0.83-4.17).  

Psychological Maladjustment.  Psychological maladjustment was assessed using 

questions from three sources: (1) Children’s Depression Inventory (CDI; Kovacs, 1985), (2) 

Perceived Stress Scale (PSS; Cohen et al., 1983), and (3) self-reports of physical or 

psychosomatic symptoms (Add Health—Wave III). A measure of psychosomatic symptoms was 

included given the cultural stigmatization of admitting psychological adjustment difficulties 

(Nadal, 2013) and that somatization (i.e., physical manifestations) is strongly linked to 

depressive symptoms in general and particularly among AAPIs  (Inman & Tummala-Narra, 

2010; Yang & Wonpat-Borja, 2007). Preceding the CDI and PSS participants were prompted: 

“Now, we have some questions about how you feel. These questions ask you about your feelings 

and thoughts during the last month. In each case, please indicate how often during the last month 

did you have any of these feelings.” All items were measured on a scale from 1 (Never) to 5 

(Almost every day). Adolescents’ self-reports of depressive symptoms were measured using 10 

items from the CDI-Short Form (Kovacs, 1985; e.g., “I felt depressed”). 

Ten items from the PSS (Cohen et al., 1983) were used to measure participants’ 

perceptions of stress and coping with stressful situations. For example, using the 1-5 scale listed 

above, adolescents rated statements such as, “I felt nervous and ‘stressed.’”  

To measure participants’ self-reports of physical health, they responded to eight questions 

regarding their experiences of various physical and psychosomatic symptoms such as, “In the 
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past month, how many times have you experienced stomachaches or pain?” (Add Health—Wave 

III). These items were measured on a scale from 1 (Never) to 5 (Every day).   

Qualitative Measures 

To highlight the complexities of participants’ lived experiences, semi-structured 

interview questions complemented survey questions regarding racial and ethnic identity, model 

minority stereotypes, peer relationships, and family relationships in an open-ended format. These 

questions were drawn primarily from existing research on academic achievement and 

psychological adjustment of immigrant youth (e.g., Suárez-Orozco, Suárez-Orozco, & Todorova, 

2008) and the achievement-adjustment paradox (e.g., Qin, 2008), and required youth to reflect on 

their family and peer relationships, including sources of support and conflict that may contribute 

to their schooling experiences and manifestations of the achievement-adjustment paradox (see 

Appendix B: Semi-structured Interview Protocol). To better understand Filipino American 

adolescents’ experiences of the model minority stereotype, several interview questions were 

designed to gauge participants’ general perceptions of stereotypes about their ethnic group (e.g., 

How do you think society perceives Filipinos, in general and in terms of expectations for your 

education and career?), and to encourage them to reflect on their own experiences (e.g., Tell me 

about a time recently when you or someone you know was treated differently because of 

your/their race or ethnicity. What was the experience like and how did it make you feel? How 

often does this happen? Does this ever happen to your friends?).    
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Table 1.2 

Descriptive Statistics for quantitative survey measures. 
Variable Overall 

(N = 148) 

M(SD) 

School 1 

 (n = 78) 

M(SD) 

School 2 

(n = 37) 

M(SD) 

School 3 

(n = 33) 

M(SD) 

Strength of Asian American ID 4.06 (1.25) 

Range: 1-5 

4.32* (1.02) 

Range: 1-5 

4.11 (1.19) 

Range: 1-5 

3.42** (1.56) 

Range: 1-5 

 

Strength of Pacific Islander ID 2.87(1.59) 

Range: 1-5 

 

3.44***(1.51) 

Range: 1-5 

 

2.14***(1.34) 

Range: 1-5 

 

2.48 (1.63) 

Range: 1-5 

 

Internalization of MMS 

(11-items; α = .90) 

 

3.46 (0.72) 

Range: 1.64-5.00 

 

3.52 (0.70) 

Range: 1.82-5.00 

 

3.41 (0.75) 

Range: 1.64-4.91 

 

3.37 (0.75) 

Range: 1.91-5.00 

Perceptions of Others’ MMS 

(3-items; α = .66) 

3.65 (0.86) 

Range: 1-5 

3.61(0.92) 

Range:1-5 

3.71(0.68) 

Range: 2.33-5 

 

3.67(0.91) 

Range: 1-5 

 

Family Cohesion 

(10-items; α = .88) 

3.54 (0.76) 

Range: 1.20-5.00 

3.60 (0.76) 

Range: 1.20-5.00 

 

3.36(0.80) 

Range: 1.50-4.80 

 

3.61(0.69) 

Range: 2.20-5.00 

 

Family Conflict 

(10-items; α = .87) 

2.93(0.96) 

Range: 1.00-4.80 

2.93(0.97) 

Range: 1.30-4.80 

3.00(0.99) 

Range: 1.00-4.50 

2.85(0.91) 

Range: 1.40-4.50 

     

Quality of Parent-Child 

Relationships 

(6-items; α = .60) 

4.04 (0.90) 

Range: 1.33-5 

 

4.13 (0.87) 

Range: 1.33-5 

 

3.91 (0.96) 

Range: 1.67-5 

 

 

3.96 (0.89) 

Range: 2.17-5 

 

 

Experiences of Bullying/Peer 

Harassment at School  

(6-items; α = .83) 

 

1.66(0.66) 

Range: 1.00-4.33 

 

1.68 (0.65) 

Range: 1.00-4.33 

 

 

1.67(0.67) 

Range: 1-3.40 

 

 

1.59(0.68) 

Range: 1.00-4.00 

 

Quality of School-based 

Relationships 

(15-items; α =.87)  

3.93(0.73) 

Range: 2.23-5 

 

3.96 (0.73) 

Range: 2.23-5 

 

 

3.80, SD =0.70) 

Range: 2.41-5 

 

(M=3.99, SD 

=0.76) 

Range: 2.26-4.91 

    (table continues) 
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Variable Overall 

(N = 148) 

M(SD) 

School 1 

 (n = 78) 

M(SD) 

School 2 

(n = 37) 

M(SD) 

School 3 

(n = 33) 

M(SD) 

Overall GPA 3.40 (0.57) 

Range: 0.83-4.17 

 

3.43(0.49) 

Range: 1.86-4.11 

 

3.42 (0.68) 

Range: 0.83-4.15 

3.31(0.63) 

Range: 2.03-4.17 

Educational Expectations  

 

5.07(0.77) 

Range: Finish HS-

Graduate or 

Professional School 

 

5.10(0.72) 

Range: Finish HS-

Graduate or 

Professional School 

 

5.01(0.90) 

Range: Finish HS- 

Graduate or 

Professional 

School 

 

5.09 (0.77) 

Range: Finish HS- 

Graduate or 

Professional 

School 

Academic Achievement  

(Composite Variable) 

(2-items; r = .81***) 

 

0.00 (0.81)  

Range: -3.01-1.26 

0.04 (0.73) 

Range: -2.78-1.22 

 

-0.02 (0.89) 

Range: -2.34-1.22 

 

-0.07(0.90) 

Range: -3.01-1.26 

 

 

Depressive Symptoms (SUM) 

(10-items; α = .59) 

7.46(2.89) 

Range: 3-16 

7.77 (3.03) 

Range: 3-16 

7.57(2.84) 

Range: 3-13 

 

6.56* (2.49) 

Range: 3-13 

 

Perceived Stress  

(10-items; α =.74) 

2.91(0.64) 

Range: 1.40-4.40 

 

2.88 (0.71) 

Range: 1.40-4.40 

 

3.03(0.53) 

Range: 2.10-4.00 

2.83(0.58) 

Range: 1.70-4.10 

Psychosomatic Symptoms 

(8-items; α =.78) 

1.96(0.63) 

Range: 1.00-3.88 

 

 

1.87† (0.60) 

Range: 1.00-3.50 

2.22**(0.67) 

Range: 1.13-3.88 

 

1.89(0.60) 

Range: 1.13-3.86 

 

Psychological Maladjustment 

(Composite Variable) 

(3-items; α = .77) 

0.00 (0.83) 

Range: -1.40-2.26 

0.03 (0.88) 

Range: -1.40-2.13 

 

0.21† (0.77) 

Range: -1.38-2.17 

-0.19 (0.72) 

Range: -1.34-2.26 

Note: ANOVAs were conducted to compare the means of each subsample (e.g., School 1, 2, 3). †Indicates marginal significance p<.10, *p<.05, **p<.01, 

***p<.001. 
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Table 1.3  

Correlations for Social Context Variables with Filipino American Adolescents’ Experiences of the Model Minority Stereotype, Academic 

Achievement, and Psychological Adjustment 
 1 2 3 4 5 6 7 8 9 10 11 12 

1. Gender 1            

2. Strength of Asian 

American ID .09 1      

     

3. Strength of Pacific 

Islander ID -.17* -.24** 1     

     

4. Internalization of 

MMS -.06 .16† .05 1    
     

5. Perceived MMS 

discrimination .21* .15† .08 .46** 1   

     

6. Family Cohesion 
-.14 .08 .05 .55** .17* 1  

     

7. Family Conflict 
.15 .16† -.03 -.04 .29** -.18* 1 

     

8. Parent-Child 

Relationship 

Quality  
-.24** .10 .08 .46** .09 .65** -.34*** 1 

    

9. School 

Relationship 

Quality  
.01 .10 .11 .36** .25** .40** .02 .29*** 1 

   

10. Bullying/ Peer 

Harassment  
.07 .06 -.02 -.06 .24** -.27* .26** -.22** -.17* 1 

  

11. Academic 

Achievement  .25** .12 -.11 .30** .15† .19* -.04 .12 .22** -.04 1 
 

12. Psychological 

Maladjustment 
.22** .07 -.11 -.11 .23** -.32*** .53*** -.26*** -.11 .34*** -.01 1 

Note. †Indicates marginal significance p<.10, *p<.05, **p<.01, ***p<.001. 
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STUDY 1: Disentangling the Myth: Social Relationships and Filipino American 

Adolescents’ Experiences of the Model Minority Stereotype 

The first of the three studies in this dissertation focused on Filipino American 

adolescents’ experiences and internalization of the model minority stereotype (MMS) at School 

1. Results from Study 1 were published in the Asian American Journal of Psychology in March 

2017 as part of a special issue underscoring the dangers of MMS and pushing the field beyond 

the confines and constraints of the MMS (See Kiang et al., 2017). Because mixed-methods data 

from Schools 2 and 3 were not entered and ready for analysis at the time of the initial submission 

deadline (June 2016), Study 1 analyses were based on participant data from School 1. Analyses 

conducted with the overall dissertation sample revealed a similar pattern of findings. The article 

(Rodriguez-Operana et al., 2017) is reprinted below in its published format.  
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STUDY 2: Model Minority or Minority at Risk? A Mixed-Methods Study of Filipino 

American Adolescents’ Achievement and Psychological Adjustment 

 

Because Filipino American adolescents commonly contend with MMS, both as targets of 

MMS in school and through their own internalization of the stereotype (Rodriguez-Operana et 

al., 2017), it is important to investigate the developmental implications of their experiences with 

such positive forms of racism. More specifically, how are Filipino American youths’ academic 

and psychological outcomes influenced by experiences of the MMS? As with the broader Asian 

American population, Filipino American adolescents’ experiences of the MMS likely have 

significant bearing on their development (Kiang, Tseng, & Yip, 2016). For example, previous 

studies have shown that MMS experiences are linked to adjustment across academic and 

psychological domains (Thompson & Kiang, 2010).  

Filipino Americans are an especially interesting group to study MMS, because they are 

targets of stereotypes comparable to their Asian American peers (e.g., MMS and perpetual 

foreigner stereotypes) and at the same time are susceptible to stereotypes faced by their Latinx 

and African American peers (e.g., criminality or intellectually inferior; Nadal, 2008; Nadal et al., 

2012). Filipinos are marginalized even within the Asian American community, sometimes seen 

as “not Asian enough” due to phenotypical differences, such as darker skin tones, that distinguish 

them from East Asians (Nadal, 2011). Very few scholars, however, have focused on experiences 

of the MMS among Asian Americans of Filipino heritage (see Rodriguez-Operana et al., 2017 

for exception). Limited research on the MMS for this subgroup within the broader Asian 

American population suggests that while confronting MMS is a normative part of Filipino 

Americans’ lives, within group variation is also evident in terms of how much the youth 

experience, internalize, and affectively respond to MMS (Rodriguez-Operana et al., 2017). Thus, 
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there is a vital need for continued efforts to deepen our understanding of how youth of Filipino 

heritage are impacted by pervasive notions of the MMS.  

MMS and Implications for Filipino American Adolescents’ Adjustment   

Filipino American youth tend to demonstrate positive academic adjustment outcomes 

overall, however, their levels of academic achievement tend to be lower than that of their peers 

of East Asian and South Asian backgrounds (Fuligni, 1997; Fuligni & Witkow, 2004; Sue & 

Abe, 1988; Tseng et al., 2007). Theoretically, experiences of the MMS have the potential to 

positively or negatively impact academic achievement outcomes of Filipino American 

adolescents. Based on findings from research on stereotype threat (e.g., Steele, 1998; Steele & 

Aronson, 1995), the fear of not being able to live up to stereotypes about their intelligence and 

academic abilities in combination with the constant burden of academic pressures to excel may 

be detrimental to the academic achievement of Filipino American adolescents (Shih, Ambady, 

Richeson, Fujita, & Gray, 2002; Wong & Halgin, 2006). On the other hand, attribution theory 

indicates that academic achievement may be bolstered by a combination of attributing positive 

behaviors like academic achievement to internal, stable traits such as one’s racial-ethnic group 

membership or ability, along with positive attitudes toward Asian Americans in academic 

domains (Reyna, 2000).  

Previous studies on MMS including diverse samples of Asian American adolescents have 

demonstrated that MMS experiences are associated with positive (Thompson & Kiang, 2010) 

and negative (Toupin & Son, 1991) academic adjustment outcomes. For example, a study 

conducted with Asian American high school students of Hmong, multiethnic (primarily multiple 

Asian heritages), South Asian, and Chinese backgrounds found that MMS experiences were 

linked to several indicators of positive academic adjustment, including educational aspirations 
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and expectations, school self-concept, and value of academic success (Thompson & Kiang, 

2010). Other studies, in contrast, have found that pressures to live up to MMS contribute to 

significant academic achievement challenges among Asian American college students (Toupin & 

Son, 1991). The present study aimed to examine whether confronting and internalizing MMS 

was linked to the academic achievement outcomes of Filipino American adolescents.  

Similar to their academic achievement outcomes, MMS may have positive or negative 

implications for Filipino American adolescents’ psychological adjustment. According to 

symbolic interactionism (Harter, 1999), it could be that such positive attitudes about and 

corresponding positive behaviors towards Asian Americans results in the internalization of 

positive self-perceptions and in turn positive psychological adjustment outcomes (Thompson & 

Kiang, 2010). From an attributional perspective, positive psychological adjustment may result as 

a consequence of experiences of MMS which convey positive messages that one’s intelligence or 

ability to do well in school can be attributed to an internal, stable cause (e.g., race/ethnicity). 

However, other youth may suffer psychologically because of such academic pressures 

(Cocchiara & Quick, 2004; Gee, Ro, Shariff-Marco, & Chae, 2009; Lee, 1994). Research has 

shown that Asian Americans, including Filipino American adolescents, have a diverse range of 

reactions to MMS (Rodriguez-Operana et al., 2017; Thompson & Kiang, 2010). While some 

have quite favorable feelings about being labeled a “model minority”, others are neutral or 

express negative emotions with respect to being targets of MMS (Rodriguez-Operana et al., 

2017; Thompson & Kiang, 2010). In some cases, experiences of MMS have been shown to be 

unrelated to the well-being of Asian Americans. For example, MMS experiences were not 

related to participants’ self-reports of emotional well-being in a study with Asian American 

college students (Thompson & Kiang, 2010). Based on these mixed findings regarding MMS and 
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psychological adjustment outcomes, it is unclear whether Filipino American adolescents’ 

perceptions of others’ MMS and internalization of MMS would be related to more positive 

psychological adjustment outcomes or possibly put them at risk for psychological 

maladjustment.     

Across multiple studies, social relationships have been shown to play a key role in Asian 

Americans’ MMS experiences (Rodriguez-Operana et al., 2017; Thompson & Kiang, 2010). A 

study of Asian American undergraduate students demonstrated a modest yet positive association 

between MMS experiences and positive relationships, even after controlling for multiple factors 

(e.g., gender, grade, socioeconomic status, etc.; Thompson & Kiang, 2010). Likewise, findings 

from Study 1 of this dissertation indicated that high quality relationships at home and school 

predict Filipino American adolescents’ internalization of MMS (Rodriguez-Operana et al., 

2017).  

The Current Study 

Stereotypes about intelligence based on racial group membership, though seemingly 

positive, may have unintended negative developmental consequences for those that are the 

targets of such assumptions, including Filipino American adolescents who are often subjected to 

pervasive Asian MMS in the United States.  Building upon findings from Study 1 which 

investigated Filipino American adolescents’ experiences of MMS, Study 2 employed a mixed-

methods approach to examine whether internalization of and experiences confronting MMS were 

associated with Filipino American adolescents’ academic achievement and psychological 

adjustment outcomes, and how they report dealing with this aspect of their schooling 

experiences. Consistent with the theoretical framework guiding Study 1 (Rodriguez-Operana, et 

al., 2017), Study 2 takes an integrative approach to Asian American children and adolescents’ 

development (J. Mistry et al., 2016) by examining proximal influences (i.e., family and school) 
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on participants’ school success and mental health outcomes. Specifically, Study 2 investigated 

how individual (i.e., attributions for success/failure), family (i.e., parent-child relationship 

quality, cohesion, conflict) and school-level (i.e., teacher and peer relationship quality, 

experiences of bullying) factors moderated the association between Filipino American youths’ 

experiences of MMS and their academic achievement and psychological adjustment outcomes.  

The following research questions guided Study 2: 

(1) Based on survey data, what is the relationship between Filipino American adolescents’ 

internalization of MMS, perceptions of others’ MMS, and academic achievement 

outcomes? 

a. Are these associations moderated by individual, family or school contextual 

factors? 

(2) Based on survey data, what is the relationship between Filipino American adolescents’ 

internalization of the MMS, perceptions of others’ MMS, and psychological 

maladjustment outcomes? 

a. Are these associations moderated by individual, family or school contextual 

factors? 

(3) Drawing on semi-structured interview data, what are Filipino American adolescents’ 

perceptions of MMS, and how do they believe MMS contribute to their academic and 

psychological well-being? How do social relationships within home and school contexts 

(i.e., family, peers, and teachers) influence this process?   

Methods 

Study 2 draws on the full study sample. Descriptions of study participants and procedures 

are included in the Introduction (see Table 1.1 for a description of the study sample).  

Measures 
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Study 2 measures are briefly described here. For full details regarding study measures, 

please see the Measures section of the Introduction (Table 1.2).  

Model minority stereotypes (MMS). Measures of the MMS included an adapted version 

of the Attitude Toward Asian-Self scale (Gupta et al., 2011) to assess Filipino American 

adolescents’ internalization of the MMS (i.e., the extent to which they believe they live up to the 

MMS) and perceptions of others’ MMS. On a scale from 1 (Strongly Disagree) to 5 (Strongly 

Agree), internalization of the MMS was based on participant responses to statements such as, 

“Similar to many other Asian Americans, I am smart,” and “Similar to many other Asian 

Americans I tend to be hardworking and diligent, and I should be admired for my willingness to 

work hard,” (11-items; α = .90). Youths’ reports of others’ MMS were based on their agreement 

with statements such as, “Others often assume that I am intellectually bright because I am Asian 

American,” (3-items; α = .66). 

Academic Achievement. A standardized composite score of academic achievement (see 

Table 1.2) was computed for each participant based on their overall weighted grade point 

average (GPA) and response to an item about their educational expectations (“How far do you 

think you will actually go in school?”; Range: 2 (Finish High School) - 6 (Graduate or 

Professional School)). The decision to do so was based on the strong inter-item correlation 

across these two items (r = .81, p < .001). 

Psychological Maladjustment. A standardized composite score of psychological 

maladjustment (see Table 1.2; α = .77) was created based on participants’ self-reported 

frequency of experiencing depressive symptoms (10 items; α = .59), perceived stress (10 items; α 

= .74), and psychosomatic symptoms (8 items; α = .78) in the past month on a scale from 1 

(Never) to 5 (Almost every day).  
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Individual-level factors. On a scale from 1 (Strongly Disagree) to 5 (Strongly Agree), 

study participants responded to 6-items attributing academic achievement and failure to one’s 

abilities (e.g., “The most important ingredient in getting good grades is my academic ability.”; 

Lefcourt, 1981; α = .77; M = 3.51, SD = 0.73).  

Family-level factors.  Drawing on measures of family cohesion and conflict (see Table 

1.2), I examined whether family-level factors were related to youths’ academic achievement and 

psychological maladjustment. For analysis purposes, I created a standardized composite variable 

of overall family relationship quality (M = 0.00, SD = 0.40; Range: -1.01-1.13; α = 0.74) due to a 

robust inter-item correlation (see Table 1.3; r = .65, p < .01) between parent-child relationship 

quality (6-items; e.g., “Overall, I am satisfied with my relationship with my mother/father.”; α = 

.90) and adolescent reports of family cohesion (10-items; e.g., “Family members feel very close 

to each other,”; α = .88; Olson et al., 1985).  

To measure the frequency of family conflict experiences, participants responded to 

questions from the Asian American Family Conflicts Scale (FCS) Likelihood subscale (10-items; 

e.g., “You have done well in school, but your parents’ academic expectations always exceed your 

performance…How likely is this type of situation to occur in your family?”; α = .87; Lee et al., 

2000).   

School-level factors. Using participants’ reports of school-based relationships, friendship 

quality, and experiences of bullying at school, I examined whether school-level factors were 

associated with Filipino American adolescents’ academic and psychological adjustment 

outcomes. I created a standardized composite score (15-items; α =.87) measuring youths’ 

perceptions of relationships at school based on their evaluations of relationships with teachers 

and classmates (11-items; “Teachers care about me and what happens to me.” Suárez- Orozco et 
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al., 2009), and overall friendship quality (4-items; e.g., “I have friends with whom I can share my 

joys and sorrows.”; Furman, 1996) for analysis purposes.  

Adolescents’ experiences with peer harassment and intimidation at school  were 

measured based on their ratings of statements such as, “I was made fun of by another student in 

front of others.” (6-items; α = .83; Juvonen, Nishina, & Graham, 2000; Nishina & Juvonen, 

1998).’ 

MMS in the lives of Filipino American high schoolers. For the subset of participants 

included in the qualitative component of the study, I conducted semi-structured interviews 

consisting of open-ended questions designed to complement the survey questions regarding 

model minority stereotypes, and peer and family relationships.  

Results 

Descriptive Findings 

Descriptive statistics, including the means, standard deviations, and range of participant 

responses to the survey measures relevant to Study 2 are presented in Table 1.2 (see page 18).  

The extent to which Filipino American adolescents internalized the MMS and experienced being 

a target of the MMS was comparable across all three school sites. Overall, Filipino American 

youth in my sample showed moderate levels of MMS internalization (M = 3.46, SD = 0.72) and 

perceptions of others’ MMS (M = 3.65, SD = 0.86).  

Correlations among all Study 2 variables are shown in Table 1.3 (see page 20). MMS 

internalization and perceptions of others’ MMS were positively correlated (r = .46, p < .01), and 

significantly correlated with several individual, family, school-level variables (see Table 1.3). 

Both internalization of the MMS and perceptions of others’ MMS were correlated with 

participants’ academic achievement, however, only experiences of being stereotyped as a model 

minority was correlated with participants’ psychological maladjustment (see Table 1.3). 
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Overview of Multivariate Analyses  

Based on initial descriptive statistics, additional analyses examined the extent to which 

MMS internalization and perceptions of others’ MMS predicted academic achievement and 

psychological maladjustment outcomes, and the moderating role of individual, family, school-

level variables. The conceptual model guiding quantitative analyses for this study is presented in 

Figure 2.1. I ran separate multiple regressions predicting (1) participants’ academic achievement 

and (2) psychological maladjustment outcomes. For each dependent variable, a total of 3 

separate hierarchical regression models were run: for internalization of MMS and perceptions of 

others’ MMS separately as moderated by success/failure attributions (individual), family, and 

school level factors. All analyses controlled for school site (reference group = School 1), and 

participant gender given significant covariation with experiences of the model minority 

stereotype, academic achievement, and psychological maladjustment (see Table 1.3). To adjust 

for the multiple tests conducted (6 in total), I used a Bonferroni adjusted alpha level of .01 per 

test (.05/6 = .008; p < .01) to assess significance of observed associations among the study 

variables. 

 

 

 

 

 

 

 

 

 

Predictors 

Internalization of MMS 

or 

Others’ MMS 

Developmental Outcomes  

Academic Achievement 

or 

Psychological Maladjustment 

Moderators 

Individual (i.e., attributions); Family Context (i.e., family relationship quality & cohesion, family 

conflict); School Context (i.e., school-based relationship quality, bullying) 

Figure 2.1 The conceptual model presented above guided the current study analyses with MMS internalization 

or perceptions of others’ MMS as predictors of developmental outcomes (i.e., academic achievement or 

psychological maladjustment), and individual, family and school context moderators.  
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RQ1: Do MMS internalization and perceptions of others’ MMS predict academic 

achievement outcomes among Filipino American youth? 

Hierarchical multiple regression analysis results assessing whether Filipino American 

adolescents' internalization of the MMS predicted their academic achievement outcomes 

indicated that 19% of the variance in participants’ academic achievement outcomes was 

accounted for by MMS internalization, F(4, 130) = 7.49, p < .001, and further that those who 

more strongly internalized the MMS demonstrated higher levels of academic achievement as 

compared with those who internalized the MMS less strongly (β = .31, p < .001). A Cohen’s 

effect size of f2 = 0.23 indicates that this finding is of moderate to high practical significance. 

Results of the hierarchical multiple regression model predicting Filipino American adolescents’ 

experiences of the MMS accounted for 10% of the variance in participants’ academic 

achievement outcomes, F(4, 130) = 3.68, p < .01. In this case, however, perceptions of others’ 

MMS (β = .10, p = .25), did not significantly predict of Filipino American adolescents’ academic 

achievement outcomes.  

RQ1a: Are these associations moderated by individual, family or school factors? 

Tests of moderation were conducted to determine whether associations between 

experiences of MMS and academic achievement differed based on individual, family and school-

related factors. Due to the limited sample size, and with consideration to the difficulties in 

interpreting higher-order interactions, tests of moderation were conducted for individual, family, 

and school factors, separately.  

Analysis Plan  

Hierarchical multiple regression analyses were conducted consistently for all moderators. 

Participant gender, school attended, and MMS internalization or perceptions of others’ MMS 

were entered in Step 1. The moderator(s) (i.e., ability attributions, family context variables, or 
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school context variables) were entered in Step 2. Two-way interactions among participant 

gender, moderator(s), and MMS internalization or perceptions of others’ MMS were entered in 

Step 3; and the 3-way interaction(s) (moderator x gender x MMS internalization or perceptions 

of others’ MMS) was entered in Step 4. 

Summary of Results: Individual, Family and School-Level Moderators 

Overall, results from hierarchical multiple regression analyses demonstrated that gender 

and MMS internalization significantly and consistently predicted Filipino American adolescents’ 

academic achievement, whereas perceptions of others’ MMS did not. Specifically, I found that 

Filipina American girls and those who more strongly internalized the MMS showed higher levels 

of academic achievement. In addition, ability attributions were shown to moderate the 

relationship between MMS internalization and academic achievement such that among those 

who more strongly internalized the MMS, attributing academic outcomes to one’s ability was 

associated with higher levels of academic achievement. Ability attributions did not play the same 

moderating role of the relationship between perceptions of others’ MMS and academic 

achievement. However, adolescents’ experiences of bullying at school moderated the 

relationship between perceptions of others’ MMS and academic achievement. Specifically, 

perceptions of others’ MMS were positively associated with academic achievement, but only 

among those who reported fewer incidents of bullying at school. Finally, significant 3-way 

interactions between MMS experiences (i.e., internalization and perceptions of others’ MMS), 

gender, and the quality of family relationships, illustrated the importance of family relationships 

when considering the association between perceptions of others’ MMS and academic 

achievement. Results also indicated that the moderating role of family relationships differed 

based on the participants’ gender. High quality relationships with family members seem to be 



49 

 

particularly important for supporting positive academic outcomes in the face of the MMS, 

especially among Filipino American boys in the current sample. For Filipinas, however, MMS 

internalization was only related to better academic achievement among those who reported low 

quality, less cohesive family relationships. Regression results across all moderators are presented 

in detail below, and I conclude the quantitative section with a summary of significant results (see 

Figure 2.8).  

Internalization of MMS and academic achievement: Moderators.  

MMS internalization and ability attributions. First, I examined whether attributing 

school achievement to one’s ability moderated the relationship between internalization of the 

MMS and academic achievement.  Model 3, including all 2-way interactions between participant 

gender, ability attributions, and MMS internalization, explained 25% of the cumulative variance 

in Filipino American adolescents’ academic achievement. As before, I observed a significant 

main effect of MMS internalization (β = .31, p < .001) and gender (β = .29, p < .001). However, 

these significant main effects were subsumed by a significant 2-way interaction between MMS 

internalization and ability attributions (β = .21, p < .01), F(8, 126) = 5.16, p < .001 (see Table 

2.1). A Cohen’s effect size of f2 = .33 indicates moderately high practical significance. The 

interaction between MMS internalization and gender, and between ability attributions and gender 

were not significant. Likewise, the 3-way interaction between ability attributions, gender and 

MMS internalization was not statistically significant (β = .15, p = .07), F(9, 125) = 5.04, p < 

.001.  
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Table 2.1 

Multiple Regression Analysis for Ability Attributions as a Moderator of the Relationship between Model Minority Stereotype Experiences and Academic Achievement 

Variable  Model 1 Model 2 Model 3 Model 4 

B SE B β B SE B Β B SE B β B SE B β 

with MMS Internalization  

School 2  -.21 .16 -.11 -.17 .16 -.09 -.17 .16 -.09 -.14 .16 -.07 

School 3 -.02 .16 -.01 .02 .16 .01 .06 .16 .03 .06 .16 .03 

Gender  .51 .13 .32*** .49 .13 .30*** .47 .13 .29*** .41 .13 .25** 

MMS Internalization .35 .09 .31*** .33 .09 .29*** .35 .09 .31*** .33 .09 .29*** 

Ability Attribution  .12 .09 .11 .26 .12 .24* .29 .12 .27* 

MMS Internalization x 

Gender  

  -.18 .18 -.08 -.14 .18 -.06 

Ability Attribution x 

Gender 

  .24 .18 .14 .29 .18 .17 

MMS Internalization x 

Ability Attribution 

  .32 .13 .21** .27 .13 .17* 

MMS Internalization x 

Gender x Ability 

Attribution 

     .46 .25 .15 

R2 .19 .20 .25 .27 

F for change in R2 7.49*** 1.62 2.76* 3.28 

with Perceptions of Others’ MMS  

School 2  -.24 .17 -.13 -.19 .17 -.10 -.19 .17 -.10 -.19 .17 -.10 

School 3 -.07 .17 -.04 -.02 .17 -.01 -.002 .17 -.001 .02 .18 .01 

Gender  .45 .14 .28** .43 .14 .26** .43 .14 .26** .41 .14 .25** 

Perceptions of Others’ 

MMS 

.09 .08 .10 .07 .08 .07 .11 .11 .11 .11 .11 .12 

Ability Attribution  -.17 .10 -.15 -.23 .12 -.21 -.23 .12 -.21 

Perceptions of Others’ 

MMS x Gender  

    .03 .17 .02 .07 .17 .05 

Ability Attribution x 

Gender 

    .17 .19 .10 .18 .19 .10 

Perceptions of Others’ 

MMS x Ability 

Attribution 

    .09 .10 .07 .05 .11 .04 

Perceptions of Others’ 

MMS x Gender x Ability 

Attribution 

       .20 .21 .09 

R2 .10 .12 .14 .14 

F for change in R2 3.68** 3.05† 0.64 0.84 

Note: Bonferroni adjusted alpha level of .01 per test (.05/10 = .005; p < .01) to assess significance of observed associations among the study variables. †Indicates marginal 

significance p<.10, *p<.05, **p<.01, ***p<.001.
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Simple slopes for the association between internalization of the MMS and academic 

achievement were tested for low (-1 SD below the mean) and high (+1 SD above the mean) 

levels of ability attributions. The simple slope tests revealed that, controlling for gender and 

school site, there was a significant positive association between MMS internalization and 

academic achievement among Filipino American participants who report an increased tendency 

to attribute academic outcomes to one’s ability (t = 4.14, p < .001) but not for those with a 

decreased tendency to attribute academic outcomes to one’s ability (t = 0.64, p = 0.53; see Figure 

2.2). These findings confirm that attributions for academic success and failure are important in 

understanding how MMS experiences are related to achievement outcomes (Reyna, 2000; 

Thompson & Kiang, 2010). More specifically, strong internalization of the MMS combined with 

a tendency to attribute academic outcomes to internal, stable causes (i.e., ability) promotes 

positive academic achievement among Filipino American adolescents.  

 

 

 

Figure 2.2. Attributing academic success and failure to ability significantly moderated the 

relationship between MMS internalization and academic achievement outcomes among 

Filipino American adolescents.  



52 

 

MMS internalization and family context.  Next, I examined whether factors within the 

family context (i.e., quality of family relationships, family conflict) moderated the relationship 

between internalization of the MMS and the academic achievement of Filipino American 

adolescents. As shown in Table 2.2, Model 4 indicated a significant 3-way interaction between 

family relationship quality, gender, and MMS internalization (β = .24, p < .01), F(14, 120) = 

3.34, p < .001. A Cohen’s effect size of f2 = .39 indicates high practical significance. More 

specifically, Figure 2.3 shows that high internalization of MMS was positively associated with 

academic achievement among Filipino boys who reported high levels (+1 SD above the mean) of 

family relationship quality and cohesion (t = 3.85, p < .001), whereas there was no association 

between MMS internalization and academic achievement among Filipino boys who reported low 

levels (-1 SD below the mean) of family relationship quality and cohesion (t = -0.15, p = .88). 

The opposite was true for Filipina girls in the current study sample. Strong MMS internalization 

was linked to better academic achievement outcomes, but only among Filipina girls who reported 

low levels (-1 SD below the mean) of family relationship quality and cohesion (Figure 2.4; t = 

3.51, p < .001). Internalization of MMS was not associated with academic achievement among 

Filipina girls who reported high levels (+1 SD above the mean) of family relationship quality (t = 

1.05, p = .30).  
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Table 2.2  

Multiple Regression Analysis for Family Context Variables as Moderators of the Relationship between Model Minority Stereotype Experiences and Academic Achievement 

Variable  Model 1 Model 2 Model 3 Model 4 

B SE B β B SE B β B SE B β B SE B β 

with MMS Internalization  

School 2  -.21 .16 -.11 -.20 .16 -.11 -.23 .16 -.12 -.27 .16 -.14 

School 3 -.02 .16 -.01 -.02 .16 -.01 -.01 .17 -.004 .003 .16 .001 

Gender  .51 .13 .32*** .52 .13 .32*** .60 .14 .37*** .68 .14 .42*** 

MMS Internalization .35 .09 .31*** .35 .09 .31*** .33 .10 .30*** .38 .10 .34*** 

Family Relationship Qual.  .02 .18 .01 -.03 .18 -.01 -.10 .18 -.05 

Family Conflict   -.05 .07 -.05 -.06 .07 -.08 -.06 .07 -.08 

MMS Internalization x 

Gender  
  .17 .21 .08 .19 .21 .08 

Family Relationship Qual. x 

Gender 
  -.81 .37 -.19* -.86 .36 -.20* 

Family Conflict x Gender   .03 .14 .02 .03 .14 .02 

MMS Internalization x 

Family Relationship Qual. 
  -.004 .26 -.001 .23 .27 .08 

MMS Internalization x 

Family Conflict 
  .19 .12 .15 .17 .12 .14 

Family Relationship Qual. x 

Family Conflict 
  -.03 .18 -.02 -.04 .18 -.02 

MMS Internalization x 

Gender x Family 

Relationship Qual. 

     1.48 .55 .24** 

MMS Internalization x 

Gender x Family Conflict 
     .01 .23 .002 

R2 .19 .19 .24 .28 

F for change in R2 7.49*** 0.22 1.19 3.80* 

 (table continues) 
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Variable  Model 1 Model 2 Model 3 Model 4 

B SE B β B SE B β B SE B β B SE B β 

with Perceptions of Others’ MMS  

School 2  -.24 .17 -.13 -.22 .17 -.12 -.26 .17 -.18 -.24 .17 -.13 

School 3 -.07 .17 -.04 -.09 .17 -.05 -.08 .17 -.04 -.08 .17 -.04 

Gender  .45 .14 .28** .45 .14 .28** .48 .14 .30*** .49 .14 .30 

Perceptions of Others’ 

MMS 

.09 .08 .10 .12 .08 .12 .20 .12 .21 .23 .13 .24 

Family Relationship Qual.  .13 .18 .06 .13 .18 .06 .23 .19 .11 

Family Conflict   -.09 .07 -.11 -.10 .08 -.12 -.12 .08 -.15 

Perceptions of Others’ 

MMS x Gender  

    .17 .18 .12 .16 .18 .11 

Family Relationship Qual. x 

Gender 

    -.67 .38 -.16 -.53 .38 -.13 

Family Conflict x Gender     .12 .15 .07 .15 .15 .09 

Perceptions of Others’ 

MMS x Family 

Relationship Qual. 

    .32 .26 .11 .42 .26 .15 

Perceptions of Others’ 

MMS x Family Conflict 

    .10 .10 .10 .11 .10 .11 

Family Relationship Qual. x 

Family Conflict 

    -.09 .19 -.04 -.05 .19 -.03 

Perceptions of Others’ 

MMS x Gender x Family 

Relationship Qual. 

       1.33 .52 .24* 

Perceptions of Others’ 

MMS x Gender x Family 

Conflict 

       -.08 .20 -.04 

R2 .10 .11 .16 .21 

F for change in R2 3.68** 0.87 1.21 3.36* 

Note: Bonferroni adjusted alpha level of .01 per test (.05/10 = .005; p < .01) to assess significance of observed associations among the study variables. †Indicates marginal 

significance p<.10, *p<.05, **p<.01, ***p<.001. 
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Varied results based on gender demonstrate how MMS may distinctly impact Filipina/o 

youth. For Filipino boys in the current study sample, MMS internalization had pronounced 

associations with academic achievement for those with high quality family relationships and 

cohesion. For Filipinas, MMS internalization seemed to support their academic achievement in 

the face of low quality family relationships and cohesion, however MMS internalization did not 

have the same effects on academic outcomes of Filipina American youth when they have 

positive perceptions of their relationships at home. These results further emphasize that family 

relationships are critical to Filipino American adolescents’ internalization of MMS and academic 

achievement in nuanced ways.  

 

Figure 2.3. Family relationship quality (i.e., parent-child relationship quality, family cohesion) 

significantly moderated the relationship between MMS internalization and academic 

achievement outcomes among Filipino boys.  
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Figure 2.4. Family relationship quality (i.e., parent-child relationship quality, family cohesion) 

significantly moderated the relationship between MMS internalization and academic 

achievement outcomes among Filipina girls.  

Internalization of MMS and school context. The next set of analyses examined whether 

factors within the school context (i.e., quality of school-based relationships, bullying) moderated 

the relationship between internalization of the MMS and the academic achievement of Filipino 

American adolescents. Model 2 demonstrated a significant main effect of MMS internalization 

(β = .27, p < .01) and gender (β = .32, p < .001) on academic achievement, F(6, 128) = 5.38, p < 

.001 (see Table 2.3). A Cohen’s effect size of f2 = .25 indicates moderate to high practical 

significance. School context variables, including quality of school based relationships (β = -.12, 

p = .18) and school bullying experiences (β = -.04 , p = .62) did not significantly predict 

differences in academic achievement. Models 3 and 4 showed no significant interactions. These 

findings suggest that school-based relationships are perhaps not as important to Filipino 

American adolescents’ internalization of the MMS and academic achievement outcomes. 
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Instead, these results further underscore the role of families in the process of MMS 

internalization and associated academic outcomes.  
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Table 2.3  

Multiple Regression Analysis for School Context Variables as Moderators of the Relationship between Model Minority Stereotype Experiences and Academic Achievement  

Variable  Model 1 Model 2 Model 3 Model 4 

B SE B β B SE B Β B SE B β B SE B Β 

with MMS Internalization  

School 2  -.21 .16 -.11 -.19 .16 -.10 -.14 .17 -.07 -.15 .17 -.08 

School 3 -.02 .16 -.01 -.03 .16 -.02 -.08 .17 -.04 -.09 .17 -.05 

Gender  .51 .13 .32*** .52 .13 .32*** .51 .13 .32*** .52 .14 .32*** 

MMS Internalization .35 .09 .31*** .30 .10 .27** .29 .10 .26** .31 .10 .27** 

School Relationship Qual.  -.13 .10 -.12 -.12 .10 -.11 -.12 .10 -.11 

Bullying   -.03 .07 -.04 -.04 .07 -.05 -.03 .07 -.04 

MMS Internalization x 

Gender  
    .003 .20 .001 .03 .21 .01 

School Relationship Qual. x 

Gender 
    .02 .20 .01 .02 .20 .01 

Bullying x Gender     -.17 .14 -.10 -.17 .15 -.10 

MMS Internalization x 

School Relationship Qual. 
    .19 .14 .12 .21 .15 .12 

MMS Internalization x 

Bullying 
    .004 .10 .003 .02 .11 .02 

School Relationship Qual. x 

Bullying 
    -.07 .10 -.06 -.06 .10 -.06 

MMS Internalization x 

Gender x School 

Relationship Qual. 

     -.04 .30 -.01 

MMS Internalization x 

Gender x Bullying 
     .13 .22 .06 

R2 .19 .20 .23 .23 

F for change in R2 7.49*** 1.13 0.72 0.18 

(table continues) 
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Variable  Model 1 Model 2 Model 3 Model 4 

B SE B β B SE B Β B SE B β B SE B Β 

with Perceptions of Others’ MMS  

School 2  -.24 .17 -.13 -.20 .17 -.10 -.12 .17 -.06 -.09 .17 -.05 

School 3 -.07 .17 -.04 -.08 .17 -.04 -.08 .17 -.04 -.06 .17 -.03 

Gender  .45 .14 .28** .47 .14 .29*** .47 .14 .29*** .46 .15 .28** 

Perceptions of Others’ 

MMS 
.09 .08 .10 .06 .09 .06 .04 .13 .05 -.02 .15 -.02 

School Relationship Qual.  -.21 .10 -.19* -.20 .10 -.18* -.19 .10 -.17 

Bullying   -.05 .07 -.06 .05 .08 .06 .04 .09 .05 

Perceptions of Others’ 

MMS x Gender  
    .10 .18 .07 .03 .19 .02 

School Relationship Qual. x 

Gender 
    .19 .20 .08 .19 .21 .08 

Bullying x Gender     -.37 .16 -.22* -.33 .17 -.20 

Perceptions of Others’ 

MMS x School 

Relationship Qual. 

    .04 .14 .025 .03 .15 .02 

Perceptions of Others’ 

MMS x Bullying 
    -.28 .10 -.30** -.30 .10 -.32** 

School Relationship Qual. x 

Bullying  
    -.16 .10 -.15 -.16 .10 -.14 

Perceptions of Others’ 

MMS x Gender x School 

Relationship Qual. 

       -.06 .28 -.02 

Perceptions of Others’ 

MMS x Gender x Bullying 
       -.18 .21 -.09 

R2 .10 .14 .22 .22 

F for change in R2 3.68** 3.12* 1.84† 0.36 

Note: Bonferroni adjusted alpha level of .01 per test (.05/10 = .005; p < .01) to assess significance of observed associations among the study variables. †Indicates marginal 

significance p<.10, *p<.05, **p<.01, ***p<.001. 
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Perceptions of others’ MMS and academic achievement: Moderators.  

Perceptions of others’ MMS and ability attributions. Results of a hierarchical multiple 

regression analysis demonstrated a significant main effect of gender (β = .26, p < .01), but no 

significant main effects of perceptions of others’ MMS (β = .07, p = .39) or ability attributions (β 

= -.15, p = .08) on academic achievement, F(5, 129) = 3.60, p < .01 (see Table 2.1). Further, 

non-significant interaction terms demonstrated that ability attributions did not moderate the 

relationship between perceptions of others’ MMS and academic achievement.  

Perceptions of others’ MMS and family context. Hierarchical multiple regression 

analyses, consistent with those presented above, were conducted to examine whether factors 

within the family context (i.e., quality of family relationships, family conflict) moderated the 

relationship between perceptions of others’ MMS and the academic achievement of Filipino 

American adolescents. Model 4 indicated a significant 3-way interaction between family 

relationship quality, gender, and perceptions of others’ MMS (β = .24, p = .01), F(14, 120) = 

2.25, p < .01 (Table 2.2). Follow-up analyses showed a significant 2-way interaction between 

perceptions of others’ MMS and quality of family relationships (β = .36, p < .01) among Filipino 

boys, F(8, 52) = 2.66, p = .02, but not Filipina girls (β = -.09, p = .52), F(8, 65) = 0.96, p = .47.  

Simple slopes for the association between perceptions of others’ MMS and academic 

achievement were tested for low (-1 SD below the mean) and high (+1 SD above the mean) 

levels of family relationship quality and cohesion among boys and girls separately. The simple 

slope tests revealed that, controlling for school site, there was a significant positive association 

between perceptions of others’ MMS and academic achievement among Filipino American boys 

who reported high quality family relationships and cohesion (t = 3.35, p < .001) but not among 

those who reported low levels of family relationship quality and cohesion (t = -1.12, p = 0.27). 

That is, believing that others frequently stereotyped them as model minorities was beneficial for 
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Filipino American boys’ academic achievement outcomes, but only when they simultaneously 

reported having good quality relationships with their parents and high levels of family cohesion 

(Figure 2.5). Among Filipina American girls, there was no significant association between 

perceptions of others’ MMS and academic achievement for either high levels (t = -.003, p =.998) 

or low levels (t = 0.92, p = .36) of family relationship quality and cohesion (Figure 2.6).  

 

Figure 2.5. Family relationship quality (i.e., parent-child relationship quality, family cohesion) 

significantly moderated the relationship between perceptions of others’ MMS and academic 

achievement outcomes among Filipino boys.  
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Figure 2.6. Family relationship quality (i.e., parent-child relationship quality, family cohesion) 

did not moderate the relationship between perceptions of others’ MMS and academic 

achievement outcomes among Filipina girls. 

Perceptions of others’ MMS and school context. Next, I explored whether school context 

variables (i.e., quality of school-based relationships, experiences of bullying) moderate the 

association between perceptions of others’ MMS and academic achievement. Results from 

hierarchical multiple regression analyses revealed a significant interaction effect, F(12, 122) = 

2.78, p < .01 (see Table 2.3). Experiences of bullying (β = -.30, p < .01) significantly moderated 

the relationship between perceptions of others’ MMS and academic achievement, such that more 

frequent reports of being stereotyped as a model minority were positively associated with 

academic achievement among those who reported few experiences of bullying at school (t = 

2.26, p = .025). This association did not hold, however, for youth who reported more frequent 

experiences of bullying at school (t = -1.30, p = .20; Figure 2.7). These results demonstrate that 

while perceptions of others’ MMS had positive implications for academic achievement among 
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those who did not report frequent experiences of bullying at school, these positive stereotypes 

did not necessarily benefit those students who were vulnerable to being bullied at school.  

 

Figure 2.7. Experiences of bullying at school significantly moderated the relationship between 

perceptions of others’ MMS and academic achievement outcomes. 

RQ2:  Do MMS internalization and experiences predict psychological maladjustment? 

Following the statistical tests examining the role of MMS in academic achievement, 

hierarchical multiple regression analyses were conducted to test whether Filipino American 

adolescents' psychological maladjustment was predicted by internalization of the MMS and 

perceptions of others’ MMS. Consistent with the first set of analyses predicting academic 

achievement, MMS internalization or perceptions of others’ MMS were entered in Step 1 with 

participant gender and school attended entered as covariates. Moderators were entered in Step 2, 

all 2-way interactions were entered in Step 3, and 3-way interactions were entered in Step 4. 

Internalization of the MMS was not significantly related to participants’ psychological 
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psychological maladjustment outcomes, F(4, 130) = 2.78, p = .03. Likewise, perceptions of 

others’ MMS (β = .19, p = .02) explained only 11% of the variance in Filipino American 

adolescents’ psychological maladjustment, and did not significantly predict their psychological 

outcomes, F(4, 130) = 3.89, p < .001.  

RQ2a: Are these associations moderated by individual, family or school factors? 

Due to reasons discussed above (i.e., sample size and associated power issues), tests of 

moderation were conducted separately to determine whether associations between MMS 

internalization and perceptions of others’ MMS and psychological maladjustment differed based 

on individual, family and school-related factors. Results for moderation analyses are discussed in 

the sections below.  

Summary of Results: Individual, Family and School-Level Moderators 

Results from hierarchical multiple regression analyses demonstrated that individual 

factors, and factors within family and school contexts did not moderate the relationship between 

MMS experiences (i.e., MMS internalization and perceptions of others’ MMS) and 

psychological maladjustment. This contrasts with findings regarding the role of individual, 

family, and school-level moderators for Filipino American adolescents’ MMS experiences and 

academic achievement outcomes. Nonetheless, quality of family relationships, family conflict, 

and experiences of bullying were significant predictors of Filipino American adolescents’ 

psychological adjustment. These results underscore the importance of social relationships within 

family and school contexts, above and beyond experiences of the MMS, especially with respect 

to the psychological well-being of Filipino American adolescents. The sections below provide 

the specific results showing tests of moderation.  

Internalization of MMS and psychological maladjustment: Moderators. 
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MMS internalization and ability attributions. The next set of analyses explored whether 

ability attributions moderated the relationship between internalization of the MMS and 

psychological maladjustment. Results from hierarchical multiple regression analyses showed no 

significant main effects of MMS internalization (β =-.13, p = .13) and ability attributions (β = -

.17, p = .05) on Filipino American adolescents’ psychological adjustment outcomes, F(5, 129) = 

3.07, p = .01 (see Table 2.4). There were also no significant interaction effects suggesting that 

ability attributions (MMS internalization x ability attributions; β = -.04, p = .63) did not 

moderate the relationship between MMS internalization and Filipino American adolescents’ 

psychological maladjustment.  
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Table 2.4  

Multiple Regression Analysis for Ability Attributions as a Moderator of the Relationship between Model Minority Stereotype Experiences and Psychological Maladjustment 

Variable  Model 1 Model 2 Model 3 Model 4 

B SE B β B SE B β B SE B β B SE B β 

with MMS Internalization  

School 2  .20 .17 .10 .26 .18 .14 .29 .17 .15 .29 .18 .15 

School 3 -.15 .18 -.07 -.09 .18 -.05 -.13 .18 -.06 -.13 .18 -.06 

Gender  .33 .14 .20* .29 .14 .17* .29 .14 .17* .28 .15 .17 

MMS Internalization -.11 .10 -.10 -.15 .10 -.13 -.15 .10 -.13 -.15 .10 -.13 

Ability Attribution  -.20 .10 -.17* -.16 .13 -.14 -.17 .13 -.15 

MMS Internalization x 

Gender  
  .44 .20 .19* .45 .20 .19* 

Ability Attribution x 

Gender 
  -.03 .20 -.02 -.02 .20 -.01 

MMS Internalization x 

Ability Attribution 
  -.07 .14 -.04 -.08 .14 -.05 

MMS Internalization x 

Gender x Ability 

Attribution 

     .09 .28 .03 

R2 .08 .11 .14 .14 

F for change in R2 2.78* 3.97* 1.67 .11 

with Perceptions of Others’ MMS  

School 2  .21 .17 .11 .25 .17 .13 .24 .18 .12 .24 .18 .12 

School 3 -.14 .18 -.07 -.10 .18 -.05 -.11 .18 -.05 -.11 .18 -.06 

Gender  .27 .15 .16 .25 .15 .15 .25 .15 .15 .26 .15 .15 

Perceptions of Others’ 

MMS 

.19 .08 .20* .17 .08 .18* .26 .12 .26* .25 .12 .26* 

Ability Attribution  -.13 .10 -.12 -.16 .13 -.15 -.17 .13 -.15 

Perceptions of Others’ 

MMS x Gender  

    .18 .17 .12 .16 .18 .11 

Ability Attribution x 

Gender 

    .06 .20 .03 .06 .20 .03 

Perceptions of Others’ 

MMS x Ability Attribution 

    -.004 .11 -.003 .01 .11 .01 

Perceptions of Others’ 

MMS x Gender x Ability 

Attribution 

       -.10 .22 -.04 

R2 .11 .12 .13 .13 

F for change in R2 3.89** 1.87 0.46 0.20 

Note: Bonferroni adjusted alpha level of .01 per test (.05/10 = .005; p < .01) to assess significance of observed associations among the study variables. †Indicates marginal 

significance p<.10, *p<.05, **p<.01, ***p<.001. 
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MMS internalization and family context. Hierarchical multiple regression analyses 

investigating the moderating role of factors within the family context demonstrated that while 

there was no main effect of MMS internalization (β = -.04, p = .55), there were significant main 

effects of family relationship quality and cohesion (β = -2.65, p < .01) and family conflict (β = 

.53, p < .001) on Filipino American adolescents’ psychological maladjustment, F(6,128) = 11.43, 

p < .001 (see Table 2.5). Family relationship quality (β = -.06, p = .47) and family conflict (β = -

.04, p = .66), however, did not moderate the relationship between MMS internalization and 

participants’ psychological maladjustment.  
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Table 2.5  

Multiple Regression Analysis for Family Context Variables as Moderators of the Relationship between Model Minority Stereotype Experiences and Psychological Maladjustment  

Variable  Model 1 Model 2 Model 3 Model 4 

B SE B Β B SE B Β B SE B β B SE B β 

with MMS Internalization  

School 2  .20 .17 .10 .13 .15 .07 .18 .15 .09 .17 .15 .09 

School 3 -.15 .18 -.07 -.09 .15 -.04 -.08 .16 -.04 -.09 .16 -.04 

Gender  .33 .14 .20* .25 .12 .15* .24 .13 .14 .24 .13 .15 

MMS Internalization -.11 .10 -.10 -.05 .09 -.04 -.03 .09 -.03 -.04 .10 -.03 

Family Relationship Qual.  -.43 .16 -.20** -.44 .17 -.20** -.43 .17 -.20* 

Family Conflict   .45 .06 .53*** .44 .07 .51*** .44 .07 .51*** 

MMS Internalization x 

Gender  
  .20 .20 .08 .20 .20 .09 

Family Relationship Qual. 

x Gender 
  -.22 .34 -.05 -.22 .35 -.05 

Family Conflict x Gender   -.10 .13 -.06 -.10 .13 -.06 

Family Relationship Qual. 

x Family Conflict 
  -.16 .17 -.07 -.16 .17 -.07 

MMS Internalization x 

Family Relationship Qual. 
  -.17 .24 -.06 -.17 .26 -.05 

MMS Internalization x 

Family Conflict 
  -.05 .11 -.04 -.05 .11 -.04 

MMS Internalization x 

Gender x Family 

Relationship Qual. 

     

.04 .53 .01 

MMS Internalization x 

Gender x Family Conflict 

     
-.05 .22 -.02 

R2 .08 .35 .38 .38 

F for change in R2 2.78* 26.53*** 0.88 .03 

 (table continues) 
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Variable  Model 1 Model 2 Model 3 Model 4 

B SE B Β B SE B Β B SE B β B SE B β 

with Perceptions of Others’ MMS  

School 2  .21 .17 .11 .14 .15 .07 .15 .15 .08 .15 .15 .08 

School 3 -.14 .18 -.07 -.08 .15 -.04 -.09 .15 -.05 -.09 .16 -.05 

Gender  .27 .15 .16 .24 .13 .14 .24 .13 .14 .25 .13 .15 

Perceptions of Others’ 

MMS 
.19 .08 .20* .07 .07 .08 .17 .11 .18 .18 .12 .19 

Family Relationship Qual.  -.45 .16 -.21** -.44 .16 -.21** -.46 .17 -.21** 

Family Conflict   .44 .07 .52*** .43 .07 .50*** .44 .07 .51*** 

Perceptions of Others’ 

MMS x Gender  
    .19 .16 .13 .20 .16 .13 

Family Relationship Qual. 

x Gender 
    -.22 .34 -.05 -.22 .35 -.05 

Family Conflict x Gender     -.16 .14 -.09 -.17 .14 -.10 

Perceptions of Others’ 

MMS x Family 

Relationship Qual. 

    -.10 .23 -.03 -.10 .24 -.03 

Perceptions of Others’ 

MMS x Family Conflict 
    .03 .09 .03 .02 .10 .02 

Family Relationship Qual. 

x Family Conflict 
    -.16 .17 -.08 -.16 .17 -.07 

Perceptions of Others’ 

MMS x Gender x Family 

Relationship Qual. 

       -.14 .48 -.02 

Perceptions of Others’ 

MMS x Gender x Family 

Conflict 

       .07 .18 .04 

R2 .11 .35 .37 .37 

F for change in R2 3.89** 24.22*** 0.69 0.10 

Note: Bonferroni adjusted alpha level of .01 per test (.05/10 = .005; p < .01) to assess significance of observed associations among the study variables. †Indicates marginal 

significance p<.10, *p<.05, **p<.01, ***p<.001. 



70 

 

MMS internalization and school context. Results from hierarchical multiple regression 

analyses revealed that there were no main effects of gender (β = .17, p = .04), MMS 

internalization (β = -.07, p = .39), and quality of school-based relationships (β = .01, p = .95), 

however, there was a significant main effect of bullying (β = .35, p < .001) on Filipino American 

adolescents’ psychological maladjustment, F(6,128) = 5.28, p < .001 (see Table 2.6). School-

based relationship quality (β = -.03, p = .74) and bullying (β = .06, p = .50) did not moderate the 

relationship between MMS internalization and participants’ psychological maladjustment.  

Perceptions of others’ MMS and psychological maladjustment: Moderators.   

Perceptions of others’ MMS and ability attributions. Results from hierarchical regression 

analyses showed that there were no significant main effects of perceptions of others’ MMS (β = 

.18, p = .04) or ability attributions (β = -.12, p = .17) on Filipino American adolescents’ 

psychological maladjustment, F(5, 129) = 3.51, p < .01 (see Table 2.4). Two- and three-way 

interaction effects were also non-significant.  

Perceptions of others’ MMS and family context. Hierarchical multiple regression 

analyses revealed significant main effects of family relationship quality (β = -.21, p < .01) and 

family conflicts (β = .52, p < .001) on Filipino American adolescents’ psychological adjustment, 

F(6,128) = 11.59, p < .001 (see Table 2.5). Additionally, there was no significant main effect of 

perceptions of others’ MMS (β = .08, p = .32), and no significant interaction effects.  

Perceptions of others’ MMS and school context. Results from regression analyses 

showed a significant main effect of bullying (β = .31, p < .001) on Filipino American 

adolescents’ psychological maladjustment, F(6, 128) = 5.70, p < .001, and no significant 

interaction effects (see Table 2.6).  These findings reinforce the notion that experiences of 

bullying at school are important contributions to Filipino American adolescents’ psychological 

adjustment.  
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Table 2.6  

Multiple Regression Analysis for School Context Variables as Moderators of the Relationship between Model Minority Stereotype Experiences and Psychological Maladjustment  

Variable  Model 1 Model 2 Model 3 Model 4 

B SE B β B SE B Β B SE B β B SE B β 

with MMS Internalization  

School 2  .20 .17 .10 .19 .17 .10 .25 .17 .13 .26 .17 .13 

School 3 -.15 .18 -.07 -.11 .17 -.06 -.17 .17 -.08 -.13 .17 -.07 

Gender  .33 .14 .20* .29 .14 .17* .28 .14 .16* .33 .14 .20* 

MMS Internalization -.11 .10 -.10 -.09 .10 -.07 -.08 .10 -.07 -.13 .10 -.11 

School Relationship Qual.  .01 .10 .01 -.01 .10 -.01 .02 .10 .01 

Bullying   .29 .07 .35*** .28 .07 .34*** .27 .07 .33*** 

MMS Internalization x 

Gender  
  .44 .21 .19* .35 .21 .15 

School Relationship Qual. x 

Gender 
  -.12 .20 -.05 -.11 .20 -.05 

Bullying x Gender   -.09 .15 -.05 -.09 .15 -.05 

MMS Internalization x 

School Relationship Qual. 
  -.05 .15 -.03 -.12 .15 -.07 

MMS Internalization x 

Bullying 
  .07 .10 .06 -.002 .11 -.002 

School Relationship Qual. x 

Bullying 
  -.03 .10 -.03 -.06 .10 -.05 

MMS Internalization x 

Gender x School 

Relationship Qual. 

     -.24 .30 -.07 

MMS Internalization x 

Gender x Bullying 
     -.37 .22 -.15 

R2 .08 .20 .25 .27 

F for change in R2 2.78* 9.53*** 1.29 1.90 

(table continues) 
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Variable  Model 1 Model 2 Model 3 Model 4 

B SE B β B SE B Β B SE B β B SE B β 

with Perceptions of Others’ MMS  

School 2  .21 .17 .11 .18 .16 .09 .23 .17 .12 .27 .17 .14 

School 3 -.14 .18 -.07 -.11 .17 -.06 -.17 .17 -.08 -.14 .17 -.07 

Gender  .27 .15 .16 .25 .14 .15 .21 .14 .12 .28 .15 .17 

Perceptions of Others’ 

MMS 
.19 .08 .20* .14 .09 .15 .31 .13 .31* .24 .15 .24 

School Relationship Qual.  .09 .10 .08 .10 .10 .09 .07 .10 .06 

Bullying   .26 .07 .31*** .22 .08 .26** .25 .09 .29** 

Perceptions of Others’ 

MMS x Gender  
    .30 .18 .20 .24 .19 .17 

School Relationship Qual. x 

Gender 
    -.11 .20 -.05 -.16 .21 -.07 

Bullying x Gender     -.19 .16 -.11 -.13 .17 -.08 

Perceptions of Others’ 

MMS x School 

Relationship Qual. 

    .20 .15 .12 .22 .15 .13 

Perceptions of Others’ 

MMS x Bullying 
    .04 .10 .04 .01 .10 .01 

School Relationship Qual. x 

Bullying 
    -.09 .10 -.08 -.10 .10 -.09 

Perceptions of Others’ 

MMS x Gender x School 

Relationship Qual. 

       -.48 .28 -.15 

Perceptions of Others’ 

MMS x Gender x Bullying 
       -.07 .21 -.03 

R2 .11 .21 .25 .27 

F for change in R2 3.89** 8.43*** 1.12 1.42 

Note: Bonferroni adjusted alpha level of .01 per test (.05/10 = .005; p < .01) to assess significance of observed associations among the study variables. †Indicates marginal 

significance p<.10, *p<.05, **p<.01, ***p<.001. 
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Summary of Quantitative Findings  

Academic Achievement  Psychological Maladjustment  

Significant main effects:  

▪ MMS internalization (+) 

▪ Gender (+)  

 

 

 

Moderators:  

▪ Ability Attributions 
➢ MMS internalization was positively related to 

academic achievement among Filipino 

Americans who attributed academic outcomes 

to ability.  

 

▪ Experiences of Bullying at School  
➢ Perceptions of others’ MMS was positively 

related to academic achievement among 

Filipino Americans who reported infrequent 

encounters with bullying at school. 

 

▪ Quality of Family Relationships and 

Cohesion (3-way interaction) 
➢ MMS internalization was positively related to 

academic achievement among Filipina 

Americans who reported low levels of family 

relationship quality and cohesion.  

 

➢ Internalization and Perceptions of others’ 

MMS was positively related to academic 

achievement among Filipino American boys 

who reported high quality family relationships 

and cohesion.  

Significant main effects:  

▪ Quality of Family Relationships and 

Cohesion (-) 

▪ Family Conflict (+) 

▪ Experiences of Bullying at School (+) 

 

Moderators:  

▪ None 

 

 

 

RQ3: Understanding MMS and developmental outcomes: Filipino American adolescents’ 

affective responses to MMS, social relationships, and coping with the pressures to do well.  

While quantitative results from the current study demonstrated that Filipino American 

adolescents’ experiences of MMS were associated with their academic achievement outcomes, 

null quantitative findings suggested that experiences of MMS mattered less so for youths’ 

psychological adjustment. Employing a mixed-methods approach, I analyzed semi-structured 

Figure 2.8. The figure above provides a summary of the quantitative results for the analyses 

examining experiences of MMS as predictors of developmental outcomes (i.e., academic 

achievement or psychological maladjustment), and individual, family and school context.  
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interview data to more deeply understand the quantitative findings, including how Filipino 

American youth respond to MMS, the potential academic and psychological consequences of 

pervasive MMS and the role of family, peers, and teachers. Like Study 1, youth indicated an 

array of affective responses including positive, negative, and neutral responses to MMS. As 

results from quantitative survey data demonstrated that family conflict and cohesion mattered for 

youths’ psychological adjustment (above and beyond their experiences of MMS), I examined 

participant interviews to better understand their relationships with family members and 

experiences of family conflict. Qualitative interview data indicated that participants’ experiences 

of family conflict often involved coping with various types of academic pressures, including a 

lack of cohesion and agreement about acceptable academic performance and future educational 

and occupational goals. Complementary to quantitative findings, interviews with youth also 

further emphasized the importance of social relationships, including the role of families, 

teachers, and peers in supporting Filipino American adolescents’ academic achievement and 

psychological adjustment.  Detailed results of the qualitative analyses are presented below.  

Affective responses to MMS. To understand how being perceived as a model minority 

may potentially impact the academic and psychological adjustment of Filipino American youth, I 

coded for participants’ affective responses to MMS. Many of the students interviewed, such as 

Alina, a second-generation Filipina American were neutral or had no affective response to 

encounters with MMS (n = 21). She stated, “I don’t really take into notice. I don’t really care.” 

However, quite a few participants articulated either positive or negative affective responses to 

others’ MMS. 

Positive perceptions of MMS and motivation towards academic achievement. Some 

Filipino American youth reacted positively to the MMS of peers and society (n = 12; 8 males, 4 
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females), noting that these positive perceptions of their group motivated them to do well in 

school. Joel, a first-generation Filipino American, stated that MMS were a source of motivation, 

“It makes me feel like I can achieve things.” Jester similarly conveyed a positive affective 

response to MMS:  

I mean some people just say, “Oh, because you’re Asian, you’re good at school.” It’s not 

a bad thing. It’s just a stereotype thing. Like I said it doesn’t make me feel bad, it’s more 

of a compliment than an insult…I see it as a positive thing for me. 

 

Charlie, a second-generation Filipino American also communicated positive reactions to 

MMS, “Well, it makes me feel good seeing that other people see me like that. It just makes me 

feel good…‘cuz I don’t see that negative. If they think you’re smart, why would you feel bad 

about that?” Christian, another participant who also responded positively to MMS, still rejected 

the stereotype as he felt that it was not an accurate representation of his abilities, “I think it’s 

funny ‘cuz I’m not all that smart.” 

Negative perceptions of MMS and potential psychological consequences. Several 

interview participants, most of whom reported greater than average psychological adjustment 

difficulties based on survey data (n =5), indicated negative affective responses to being typecast 

as model minorities (n = 7; 3 males and 4 females). For example, Kathy, a second-generation 

Filipina American recounted her own experiences with peers’ MMS:  

[Kathy]: Me and my friends are always going to be treated differently because of our 

race. Like usually because we’re Asian we’re just expected to be smart and have straight 

A’s and know everything about everything.   

 

[Interviewer]: How does that make you feel when you encounter these stereotypes?  

 

[Kathy]: It kinda makes me feel disappointed with myself. You guys have a good 

expectation of me…like you don’t have a bad expectation…like if you expect an “A” 

from me, then that’s good, but I’m not reaching that so I’m like…I feel like I’m not doing 

something right.  

 

[Interviewer]: So you kinda feel like you need to live up to that expectation?  
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[Kathy]: Yeah. It’s not a bad stereotype per se. It’s just a hard one to live up to.  

 

Kathy admitted that although MMS about Filipinos and Asians in general had positive 

connotations, these positive stereotypes elicited a negative reaction because she felt that she was 

not living up to the expectations of the stereotype. Jay similarly expressed a negative affective 

response to MMS noting that, “No one’s gonna be perfect at what they’re labeled as…” He 

mentioned that others’ assumptions that he was smart because of his race made him feel, “sort of 

sad a bit…[because] nobody should be labeled…they’re just saying you’re Asian you should be 

smart. Like they say, ‘Why aren’t you smart or anything?’ And I’m just sad.” Beyond the 

sadness and disappointment in oneself for failure to meet the expectations of the MMS expressed 

by some participants, Julia also described her frustration with classmates who teased her for not 

knowing how to answer a question in class because she is Asian, “…it upset me. It’s 

annoying…It was just like I don’t understand. I’m sorry that I don’t fit your standard. And I was 

like alright thank you and just walked away to another person.” Common among youth who had 

negative reactions to MMS was the shared awareness that what may be perceived as a positive 

stereotype on the surface can have negative emotional consequences for those who do not fit the 

specifications of the stereotype. While students varied in their affective responses to the MMS 

(neutral, positive, or negative valence), these findings emphasize the potentially damaging 

consequences of racial discrimination, even when the racism is seemingly positive. 

Beyond MMS: Role of social relationships. As quantitative data analyses established 

the importance of social relationships in understanding Filipino American youths’ academic 

achievement and psychological adjustment (sometimes above and beyond MMS experiences), 

qualitative analyses aimed to address the role of family, peers, and teachers in either supporting 

or impeding academic achievement and psychological adjustment among Filipino American 
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adolescents. Youth participants reported various sources and types of support with respect to 

their academic achievement and psychological well-being. 

Family: Sources of support and conflict. Interviews with participants revealed that 

family relationships served as important sources of support and motivation for academic 

achievement. At the same, Filipino American adolescents in my study sample reported conflict 

with parents and family members that often centered around academic pressures. For some, 

adaptive responses to academic pressure were evident when they felt supported by parents and 

other family members. In this respect, qualitative data seemed to support quantitative findings 

which illustrated the importance of cohesion and supportive family relationships for positive 

adjustment. Support from family members included psychological support (e.g., encouragement, 

motivation; n = 31) and concrete forms of help from family (e.g., parental monitoring of grades, 

homework help; n = 21). 

Support from family. Most Filipino American adolescents that we interviewed reported 

receiving ample support for their academic achievement from family members. This included 

receiving concrete forms of help from parents, “They’re just helping me. Like if I need help with 

something, they try their best to help me like exactly if they can…They sit down, talk to me; they 

go over my work with me.” Some students like Diana, a second-generation Filipina American, 

felt supported by her parents psychologically, through their encouragement of the goals that she 

set for herself, and through tangible forms of help. She believed that her parents supported her 

occupational goals, “Well, part of my want has always been to be a doctor, so I feel that they’ve 

kind of taken that on as well as their way of supporting me, so a doctorate.”  Diana emphasized 

that her parents were supportive of her goals in multiple ways and did everything in their power 

to help her achieve those goals,  
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My parents are extremely supportive. They are probably as supportive as you can get. If I 

say I need anything for school it’s done. They even go out of their way to try to find more 

ways to help me. …Sometimes I leave for school at 6:30 when I have morning meetings 

and my mom already has breakfast and lunch made for me so I don’t have to worry about 

that. Also, they told me to go and research whatever SAT prep course I want, and if I can 

show them stats that it works then no matter how much it costs, they’ll pay for it. 

 

Joy, a first-generation student who identified as Asian American/Filipino American, 

acknowledged that encouraging her to do her best instead of pressuring her to maintain a certain 

GPA was an effective means of support from her parents and family.   

They try to support me in the way that sometimes if I have a low grade in something, or if 

I feel like I have a horrible class, or I’m struggling in a class, they’re the type of people to 

say, ‘Well, it’s just one class and I really hope that you’re trying your best because that’s 

all that matters.’ In that kind of supportive way, and emotions kind of, because they try to 

build my self-esteem up. And that’s the thing about them that I really like, so I think 

that’s really supportive. 

 

Realizing that his peers and extended family members were subjected to rather persistent forms 

of pressures to do well in school, another second-generation Filipino American student, William, 

recognized that supportive parents were not necessarily the norm. 

I feel like I have more lenience with time…Some parents…like my friends told me they 

wanna just go to college, get it done as fast as they can, but with my parents it’s just like 

whenever you can, when you’re ready...My cousins, they’re expected to be top of class. 

With me, it’s like as long as you try your best... I feel like my mom trusts me.  

 

As expressed by several participants, families seem to play an important role in supporting the 

academic achievement and psychological adjustment of Filipino American adolescents. The 

support provided to youth took on multiple forms, including help with homework and monitoring 

of grades and assignments, as well as encouragement and motivation to pursue their goals and to 

do their best. 

Family conflict and coping with the pressures to do well in school. Building upon 

quantitative findings which illustrated the impact of family conflict and cohesion on Filipino 

American adolescents’ psychological adjustment, qualitative analyses showed that for many 
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youth, family conflict often involved coping with various types of academic pressures from 

parents and other family members. Youth wanted to maintain family cohesion and felt pressured 

to compromise their own personal goals in an effort to do so. Demands for academic success 

among Filipino American adolescents were experienced on multiple levels. While some were 

expected to ace their exams, and maintain competitive GPAs (i.e., 4.0 and above; n =21), others 

were expected to adhere to the specific long-term goals set by their parents and other extended 

family members (e.g., grandparents, aunts, uncles; n = 20). This included pressures to attend 

specific colleges (n = 14), and pursue specific majors and careers (e.g., jobs in the medical field 

or the military; n = 16).  

Pressures to be straight-A students. Many interview participants reported feeling 

pressured to maintain high grade point averages (i.e., 4.0 and above; n =21). For most, parents 

were the primary source of the pressures to do well in school. Grace recounted how her parents’ 

academic achievement pressures were tied to her long-term goals. “I was definitely pressured by 

my parents February up until even now. They’re just like, ‘You have to have a 4.0. Otherwise 

you’re not gonna get scholarships.’” Cheryl, a high school junior and second-generation Filipina 

American, claimed that her mother urged her to do well in school for two reasons, “...she wants 

me to have all A's...It makes her look good...Also I think that she wants the best for me, yeah.”  

Jacob, a second-generation Filipino American who was ashamed of receiving any grade lower 

than a B, similarly expressed that maintaining a high GPA was related to a sense of pride, “…my 

parents expected me to keep my grades at an A+ or just an A…I don’t tell them unless it’s an A 

or B…[because] I don’t want to be ashamed.” 

Some participants, on the other hand, expressed an internalized pressure and desire to be 

straight-A students. Nikki, a first-generation Filipina American 10th grader, acknowledged that 
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she was “pretty competitive when it comes to grades.” Diana, a second-generation Filipina 

American in the 11th grade, confessed that she was much more “self-critical in terms of 

education” compared to her friends and peers. When asked to describe a time when she felt 

pressured to do well in school Diana stated:  

Every day is pressure...yesterday I had a final for my Psychology class and the final 

determines whether that grade helps me or hurts me and in terms of GPA every little 

point counts, so literally every point in the grade book is pressure to me because what if 

that is the one point that makes the difference in my future?  

 

As expressed in the quotes above, participants internalized academic pressure and wished to 

achieve perfect or near-perfect GPAs for numerous reasons. Some were simply competitive and 

wanted to do their best. Others were focused on maintaining eligibility for extra-curricular 

activities, or wanted to remain competitive for college admissions.  

Predetermined aspirations: Family influences on educational and occupational goals.   

For most youth in the interview sample, family clearly played a key role in their educational and 

occupational aspirations. This included many students whose discussions about the future were 

collective processes that oftentimes occurred at family gatherings with parents and other 

extended family members (e.g., grandparents, aunts, uncles; n = 20). For example, Ray, a 

sophomore who identified as Filipino/ Pacific Islander and Chamorro (third-generation) said that 

conversations about going to college were not just limited to discussions with his parents:  

I talk about it every so often when the type of occasion arises during a family 

gathering…especially with the extended family when we’re all together for something. 

My relatives all ask me questions about that type of subject on what I’m planning on 

doing after high school. 

 

Nick, an 11th grader and self-described “White-washed Filipino” who also strongly identified as 

Asian American, similarly stated that family gatherings with extended family members sparked 

conversations about his plans for the future:  
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…every time in a Filipino party one of the aunties or my cousins they’re like (to his 

mother), “Oh, college...what’s your son doing?” And she says, “Oh, he’s gonna go to 

college too. He’s gonna go to a major and stuff.” I’m like, “Oh, okay mom. That’s not the 

college I’m gonna go to.” 

 

As described above by Nick, parents were often compelled to have discussions about their 

educational and occupational goals because family members were comparing the goals and 

accomplishments of their children. Another student similarly recounted the constant comparison 

between family members. 

Usually it’s brought up if we’re, like, in a family reunion. They talk about their own kids 

and then my mom starts talking about me. And then sometimes I’m there, she’s like 

“Right, you want to go to college and become this.” – Rose, 2nd generation Filipina 

American 

 

Filipino American adolescent interviewees also described pressures to attend specific 

colleges (n = 14). Christian, a first-generation Filipino American whose mother insisted that he 

attend a local college even though he preferred to leave his hometown after high school 

explained, “…she doesn’t want me to leave. I’ve been in [this city] my whole life. I kinda want 

to move past that. I want to move and travel around the United States.” Lauren, a first-generation 

Filipina American, experienced similar pressures to stay close to her family. 

…they said well if you don’t stay in [this city], we’re not going to be able to take care of 

you. ...They just don’t have this understanding that it’s time for me to leave and 

experience things on my own. ...I don’t know if I was too young to make the actual 

decision, or if they were going to be the ones that were right. But it just made me 

question if I’m mature enough to make these decisions or if I really do need help.  

 

These arguments with her parents, which threatened removal of support both 

psychologically and financially, made Lauren question her ability to make these decisions about 

college on her own without guidance from her parents. 

Along with pressures to stay close to home for college, many participants in the current 

subsample were often told by their parents and other family members that they should pursue 
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specific majors and careers (n = 16). Demands from parents to seek careers in the medical field 

(e.g., “They want me to go to a good college and become a doctor or a nurse.”) or in the military 

were the most common (e.g., “…college and either medical field or go straight into the 

military.”). Pressure from parents and other family members to pursue a career in the medical 

field were evident among our interview participants, and this was fairly robust across our entire 

sample. Based on youths’ responses to an open-ended question regarding their future 

occupational goals, 61% reported that their parents wanted them to pursue careers as either 

doctors or nurses (n = 91), and of these students only 50% shared the same career goals. These 

recommendations from family members did not always align with the goals youth had in mind 

themselves. This misalignment between parent and child aspirations was apparent for Beth, a 

second-generation Filipina American who also identified as Asian American and Pacific 

Islander:  

They want me to go be a doctor or a surgeon…I want to do things like law or just like 

being a lawyer but they said that it would take too long that it wouldn’t get sufficient 

money and it wasn’t what the family would want….I just agree to it, because with my 

mom, I don’t have any choice in what I want to do…When I suggested becoming a 

lawyer or something that I wanted to do, they’d say no that’s not good. Just be a nurse—

it gets more money…I wanna make my mom proud, especially since she lost her mom. I 

just wanted to make her happy.  

 

Beth’s decision to comply with her mother’s goals instead of pursuing her own interests was not 

uncommon among Filipino American adolescents in our sample. For these youth, complying 

with predetermined aspirations set by parents and other family members was to maintain a sense 

of family cohesion—to make them happy and proud of them.  

Some students like Isabel, a second-generation Filipina American, explained that her 

parents’ desire for her to either join the military or to pursue a career in the medical field was due 
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to the fact that they had little experience with or exposure to other careers as new immigrants 

from the Philippines. 

I just think they’re not open to other things cuz I am their eldest, and since in the 

Philippines it’s always like medical field is the only thing at like the top. So, I just think 

they’re kind of against it [a career in media] because it’s new and they haven’t really seen 

anyone else do it successfully I guess…as they’ve seen people in the medical field…oh 

they’re a nurse or they’re a surgeon and they see all those accomplishments…they’re 

biased kind of…but I feel like if they had friends or someone that they know in the 

entertainment business, they’d be like yeah, go for it. Cuz that’s the environment that 

they grew up in. But since it was always pushing them to be in the medical field and the 

military, that’s all they kind of know.  

 

Although her parents seemed to oppose Isabel’s own aspirations of a career in media, she 

justified the constant pressures that her parents placed on her stating:  

…they’ve always told me the medical field will always be the best path you should take 

because they’re never going to run out of jobs and their salaries always going to be pretty 

good. They always tell me that. But I’m pretty sure they tell me that not because they 

want me to but because they just want me to have a great future. 
 

From her perspective, her parents were just concerned about her future and made these 

recommendations based on the careers they believed were in demand and would pay well. 

Likewise, another participant reasoned that his mother encouraged a career as a doctor or in the 

military for financial security, “It’s probably cuz she thinks these places these jobs pay really 

well and we usually have trouble in like making money, so she thinks that’s an easy way but it’s 

not really fun for me.” 

Other youth grappled with their decisions to either pursue majors and careers that they 

were truly interested in or to simply comply with their parents’ goals for them. Grace, a second-

generation Filipina American, revealed her desire to choose an occupation that made her parents 

proud (e.g., a nurse, a pediatrician or a lawyer) and eventually realizing that she wanted to pursue 

her own dreams of going into film and television, “[my parents] sorta doubt that there’s anything 

besides being a doctor or a lawyer…and yeah, I know they have good intentions, but sometimes 
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it’s not for the best. It’s not for my benefit.” Christian, a second-generation Filipino American 

similarly struggled to combine his dream of becoming a musician with his mother’s plans for his 

future, which involved either a career as a doctor or in the military.  

I talked to my mom how the marines had this marine core band. It’s in the military and 

it’s in music and I might try to do that. I mean, I would love to incorporate that. I 

wouldn’t say it’s important but if it makes her happy that I can do that, and what I want 

then that’s really important. 

 

Still, some students internalized the educational and occupational aspirations of their 

parents and adopted these goals as their own. For example, Mark, a second-generation Filipino 

American adolescent explained how he originally wanted to major in music but eventually 

changed his mind and decided to pursue computer science instead:  

…I wanted to major in music but [my mom] told me…computer science would be a good 

thing for me in terms of my future. Because she said that musicians won’t make that 

much money compared to a computer science major. So yeah, over the years I’ve 

agreed…it just got to me that you need a good job to have a good future, so I just realized 

that I was good at math and that was the perfect move for me.   

 

Francisco, a second-generation Filipino American in the 11th grade, similarly looked to his 

parents for guidance about prospective careers and embraced their suggestions as a potential goal 

of his own.  

[Francisco]: They said I should become a nurse.   

[Interviewer]: And why do they say that you should become a nurse.  

[Francisco]: They said they have more job opportunities like they get accepted a lot more. 

[Interviewer]: And what do you think? Do you think there are more job opportunities for 

nurses? 

[Francisco]: I think so. It’s what I want to become.    

[Interviewer]: So, you do want to become a nurse eventually?  

[Francisco]: Well, it’s one of the options. 

 

Whereas some participants perceived pressures from parents and family members to pursue 

particular schools and career goals, for some participants like Francisco and Mark, these external 

pressures were internalized and reinterpreted as personal aspirations. 
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Peers: Sources of support for academic success and well-being. Findings from 

qualitative data diverged from quantitative data in terms of the role that peers play in Filipino 

American youths’ academic achievement and psychological adjustment. While quantitative 

results suggested that bullying contributed to psychological maladjustment, few interviewees 

described bullying as relevant to their schooling experiences. Instead, several mentioned the 

importance of friends in providing concrete forms of academic help (e.g., studying for exams, 

homework help; n =11), and supporting their psychological well-being (n = 17). Oftentimes 

participants turned to friends as a source of psychological support during stressful times of the 

school year (e.g., final exams or AP exams, project deadlines, following disagreements with 

parents).  

In addition to feeling supported by family members, some Filipino American adolescents 

discussed the importance of psychological and concrete forms of help from their friends. 

Concrete forms of academic support from friends included asking friends for help with 

homework (e.g., “I had a friend help me out in a math problem that was really difficult for me,” 

OR “…go to each other and talk about it and ask each other for help.”). Participants also 

mentioned collaborating with friends and classmates by studying in groups to prepare for 

stressful exams (e.g., “Sometimes I form…I’m in a study group to study for practice AP exams 

which are going on our grade and could kill me, but that’s why I’m forming study groups.”).   

Support from friends went beyond academics as well. Kelly Rae, a second-generation 

Filipina American who also described herself as Asian American and “Americanized,” talked 

about how her friends help her alleviate her stress when she is upset for many reasons: 

“…usually academics, family problems…mostly family problems.” Diana, another interviewee, 

also reported feeling supported by friends through “positive reinforcement” and by boosting her 
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“ego” or self-esteem. These social supports were a part of her daily experiences at school, "Well 

I'm lucky enough that my main friend group I have the majority of my classes with and we're 

also in the same extracurriculars.” Lauren further emphasized the importance of support from her 

friends especially in the face of opposition from her parents who did not support her goals of 

attending a college outside of her hometown:  

Okay, I talked to a few other people cuz this is a really big dilemma for me. Do I stay or 

do I leave? And a lot of them told me that I should leave and I got of influence from that 

cuz there were opinions of people that I do care about. So it was them and myself too. 

Cuz I’m 100% sure that I’m the one that should be picking the school to go to cuz that’s 

like the door to my future so yeah.  

 

For Lauren, being able to openly discuss her parental conflicts with her closest friends was a 

useful outlet and helped her muster the confidence she needed to independently decide on which 

college to attend. Communicating with friends about conflict at home was a familiar practice for 

Lauren as well as other student participants:   

Yeah, we [my friends] all talk about that. We’re on the same boat, obviously because we 

have extra-curricular activities and then we have school. And so, if they are dealing with 

problems at home with their parents saying, ‘I want you to get like an A in a certain 

class.’ Then I’m very open with them, and they’re very open with me about their 

problems. And we kind of share out support with each other…The only people close that 

I talk to are my parents and my friends. And my friends they’re supportive in the way as 

well as my parents how they say that everyone’s different and everyone has different 

ways of learning. So even though I don’t do well in certain classes, that doesn’t make me 

worse than what I am right now. And so that kind of support really helps me. 

 

As illustrated by the narratives shared by the participants above, close supportive friendships 

were also essential in fostering positive academic achievement and psychological adjustment 

outcomes among Filipino American adolescents. Like the support received from family 

members, friends promoted participant well-being in many ways. When coping with tension at 

home, the encouragement and mutual support youth received from their friends and peers was 

vital.  
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Teachers: Sources of support for academic success. Several interviewees discussed the 

importance of teachers, counselors or other adult mentors at school as sources of support for their 

academic achievement (n = 14) in addition to the help that they received from parents, siblings, 

and friends. For example, one student Nellie described how she often seeks out multiple forms of 

support at home and school when she is having trouble with an assignment or subject in school:  

I’ve gone to the teacher and I’ve asked my parents about it too and, um, because the, like, 

curriculum this year is really, like, group based so I have my group [of friends and 

classmates] that I can ask questions and everything… 

 

Another participant, Nikki, expressed how helpful it was to talk to one of her mentors about her 

educational and occupational goals and plans for the future,  

I think I tried talking to my [ROTC] instructor. Like he asked me what I wanted to be and 

then I answered him. And then he suggested and everything because he thought I could 

do it. So I look into it and I’m like oh, maybe I should do this ya know. So that turned 

into a shift in timing. 

 

As a first-generation Filipina American, Nikki felt that her parents were often unengaged in her 

academic life and planning for the future because (from her perspective) as immigrants they 

simply did not understand the American educational system. With a lack of understanding and 

enthusiasm from her parents, support for and validation of her aspirations from an adult mentor 

at school was crucial.  

Still, most students relied on teachers and other adults at school for concrete forms of 

academic support. For example, Derek described his strategy for coping with academic pressures 

at school, “I’m actually asking the teacher for help.” Jessica further emphasized the importance 

of teachers as a source of concrete academic support:  

My AP Bio teacher gives us study guides to help prepare, [and] tells us to go to Saturday 

school to review the material more. But I don't necessarily go to my teacher for 

encouragement or anything like that. Mostly just for help with material. 
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Some students also discussed how institutional supports, such as school-provided tutoring 

centers were helpful when they were struggling in school. William, a second-generation Filipino 

American student recounted his experience, “If I needed help with my academics, they [teachers] 

got me into [school’s tutoring center]. They told me if I needed help then I could go there, and 

[school’s tutoring center] Center helped a lot.” As evidenced by the participant reports above, 

teachers also seemed to serve a critical role in supporting the adjustment of Filipino American 

students in the current study sample. However, whereas relationships with families and friends 

were supportive of both academic and psychological adjustment, teachers seemed to play more 

of a direct role in supporting their academic outcomes.  

Discussion 

Results from quantitative analyses revealed that MMS internalization and perceptions of 

others’ MMS were predictive of youths’ outcomes in distinct ways. Several factors across 

various contexts predicted and moderated the associations between MMS internalization, 

perceptions of others’ MMS and academic adjustment outcomes. Overall, findings from Study 2 

showed that Filipino American adolescents' internalization of the MMS and perceptions of 

others’ MMS have important significance for their academic achievement. However, MMS 

experiences mattered less so for psychological maladjustment outcomes.   

First, gender and internalization of the MMS were salient predictors of academic 

achievement among Filipino American youth in our sample, with girls and those who more 

strongly internalize MMS demonstrating better academic adjustment. In addition, while 

individual (i.e., ability attributions), family and school contextual factors were important 

moderators of the association between experiences and internalization of MMS, and academic 

achievement, these factors did not moderate the links between MMS and psychological 

maladjustment. Quality of family relationships and a sense of family cohesion were key in 
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supporting adjustment across both domains of achievement and well-being. Family conflict, on 

the other hand, had negative consequences for youths’ psychological adjustment, whereas quality 

of school-based relationships, such as those with teachers and peers, mattered less so. As 

expected, bullying was linked to poor adjustment, including reduced academic achievement and 

psychological well-being. Considering both quantitative and qualitative data strands, family 

relationships were essential in supporting the academic achievement and psychological 

adjustment of Filipino American adolescents. Based on qualitative findings from participant 

interviews, though parents and other family members were often the primary sources of the 

constant academic pressure youth encountered, many students internalized these academic 

pressures to do well and described their family as key sources of support and motivation. 

Interviews with Filipino American adolescents also suggested the importance of school-based 

relationships, including supportive relationships with friends and teachers. While quantitative 

data showed that these school-based relationships mattered more for academic outcomes rather 

than psychological adjustment, qualitative data demonstrated that close and mutually supportive 

friendships were essential sources of psychological support when youth were dealing with 

conflict at home. 

Because MMS are essentially grounded in notions of Asian Americans’ intelligence and 

ability to do well in school, it is not surprising that internalization and experiences of MMS 

mattered more for Filipino Americans’ academic (rather than psychological) adjustment. 

Findings from the current study which reveal a positive relationship between internalization of 

the MMS and academic achievement among Filipino American adolescents are consistent with 

previous research which has demonstrated that frequent encounters with MMS are sometimes 

associated with adaptive outcomes among Asian American adolescents and college students 
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(Kiang, Huynh, Cheah, Wang, & Yoshikawa, 2017; Rodriguez-Operana et al., 2017; Shih, 

Pittinsky, & Ambady, 1999; Thompson & Kiang, 2010; Whaley & Noel, 2013).  

Furthermore, observing that MMS experiences are not related to psychological 

maladjustment (i.e., more depressive symptoms, perceived stress, and psychosomatic symptoms) 

among Filipino American adolescents in my sample is consistent with previous research which 

have revealed Asian Americans’ mixed reactions to the MMS. Some research indicates that the 

MMS can be promotive of positive adjustment and emotional well-being (e.g., Thompson & 

Kiang, 2010), while other studies have shown that Asian Americans sometimes have negative 

reactions to the MMS, and feel constrained by such assumptions about them because of their 

racial group membership (Kiang et al., 2017; Lee, 1994; Rosenbloom & Way, 2004; Wang, Siy, 

& Cheryan, 2011). Qualitative findings from the present study provided further evidence of 

youths’ diverse range of affective responses to MMS. Perhaps the expression of positive, 

negative, and neutral impressions of MMS among Filipino American adolescents meant 

variations in the psychological consequences of being positively stereotyped, thus making it 

difficult to decipher a specific trend in the link between MMS experiences and psychological 

adjustment.  

MMS experiences and youth outcomes: Moderators within individual, family and 

school contexts. Several factors within individual, family, and school contexts moderated the 

relationship between the MMS (i.e., internalization and experiences) and academic achievement 

outcomes. Results from the current study suggest that an individuals’ attributions play an 

important role in the relationship between MMS internalization and academic achievement 

outcomes among Filipino American youth. Specifically, the positive association between MMS 

internalization and academic achievement is especially pronounced among those who tend to 
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attribute academic achievement and failure to ability. That ability attributions moderated the 

association between experiences of MMS and academic achievement outcomes makes sense 

given that the core premise of MMS internalization is that the individual believes that academic 

achievement is due to stable, internal causes (i.e., race/ethnicity). This finding is consistent with 

attributional models which point to the positive behaviors and outcomes (i.e., high levels of 

academic achievement) that may result from positive stereotypes (i.e., MMS) that attribute 

favorable performance to internal/stable, uncontrollable causes (Reyna, 2000). These results 

further corroborate recent findings from a study on attributional styles and academic 

achievement among high school students in the UK which demonstrated that ability attributions 

can be associated with positive performance in certain achievement contexts, and cautions 

researchers about the risks of overly simplistic attribution retraining interventions which teach 

youth to attribute failure to external and unstable causes (Houston, 2016).  

 That family relationship quality and cohesion moderated the associations between the 

MMS (i.e., internalization and experiences) and academic achievement outcomes in distinct 

ways for boys and girls, further emphasizes the gendered experiences of Filipino American youth 

(Rodriguez-Operana et al., 2017). Specifically, results indicated that stronger MMS 

internalization and frequent perceptions of others’ MMS were associated with higher levels of 

academic achievement among Filipino American boys who also reported high quality and 

cohesive family relationships. In contrast to previous research which points to the negative 

stereotyped experiences of young immigrant (Suarez-Orozco, Tordova, & Qin, 2006) and 

Filipino boys (Mayeda et al., 2001; Ocampo, 2016) in comparison to their female peers, the 

positive and cohesive family relationships of Filipino boys seemed to bolster the positive effects 

of perceptions of others’ MMS on academic achievement outcomes. Conversely, while 
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perceptions of others’ MMS were not linked to Filipina American girls’ achievement, stronger 

internalization of MMS was linked to positive academic achievement outcomes among Filipina 

American girls who reported lower levels of family relationship quality and cohesion. These 

results suggest that MMS internalization may provide support for achievement among Filipina 

American girls with less positive perceptions of their family relationships while MMS 

internalization did not matter for those who expressed positive perceptions of family 

relationships. The positive effect of cohesive family ties among Filipino American boys was 

consistent with findings from Study 1 which revealed positive links between internalization of 

MMS and family relationship quality (Rodriguez-Operana et al., 2017).  

While individual, family, and school context variables did not moderate associations 

between MMS experiences (i.e., internalization and perceptions of others’ MMS) and 

psychological outcomes, findings emphasize the prominence of social relationships for 

psychological well-being. More specifically, while family conflict and experiences of bullying at 

school are linked to worse psychological adjustment outcomes among Filipino American 

adolescents, family relationship quality is linked to positive psychological adjustment (i.e., less 

depressive symptoms, perceived stress, and psychosomatic symptoms).  In addition, results 

illustrating the role of bullying as a moderator of the relationship between perceiving others’ 

MMS and academic achievement further underscores the damaging consequences of being 

victimized within the school context even in the face of positive group stereotypes. Specifically, 

perceiving others’ MMS can help to promote academic achievement among Filipino American 

youth who do not encounter bullying often within their school context whereas perceptions of 

others’ MMS do not have the same benefits for those who frequently experience bullying at 

school. Although interview participants rarely described personal instances of being bullied at 
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school, qualitative findings helped to underscore the ways in which social relationships at home 

may impact the psychological well-being of Filipino American adolescents. More specifically, 

interviews with students demonstrated that family conflict often involves multiple types of 

academic pressure, and the divergent goals of Filipino American students and their parents may 

contribute to the lack of cohesion which impacts psychological adjustment. Many of the youth 

interviewed described how they adjusted their own personal goals to maintain cohesion with 

their parents and families. It may be that these students internalize these conflicts to avoid direct 

confrontations with their parents and other family members. However, further research is needed 

to confirm whether Filipino American adolescents’ use of conflict avoidance strategies 

contributes to their psychological maladjustment.  

Conclusion 

 Continuing to build upon the research examining the role of MMS in the lives of Filipino 

American adolescents, the present mixed-methods study further emphasized the pervasiveness of 

MMS, how youth experience and internalize MMS in nuanced ways, and its relation to key 

developmental outcomes. Above all, the current study findings call attention to the role of 

stereotypes and social relationships at home and school in shaping Filipino American 

adolescent’s academic achievement outcomes. Given that only social relationships (i.e., family, 

peers/bullying) mattered for psychological adjustment, and the associations between MMS 

(internalization and experiences) and academic achievement varied based on social relationships 

(family and school-based relationships as moderators), further emphasizes the importance of 

considering how social contexts (i.e., home and school) support positive adjustment among 

Filipino American youth. Strong, cohesive family relationships seem to play an especially 
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critical role in supporting youths’ academic and psychological well-being, underscoring the 

importance of family in Filipino culture.  
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STUDY 3: The Achievement-Adjustment Paradox: Understanding the Experiences of 

Filipino American Adolescents Who Are “Doing Well but Not Feeling Well” 

  

Study 1 and 2 of this dissertation confirmed the pervasiveness of the model minority 

stereotype (MMS) in the schooling experiences of Filipino American adolescents and 

underscored the implications of MMS for youths’ academic outcomes. However, it is still 

unclear in what ways MMS may be detrimental for Filipino American adolescents exhibiting 

poor psychological well-being. For example, what are the experiences of Filipino American 

students who appear to confirm model minority stereotypes based on their academic 

performance, but are fraught with psychological adjustment issues? The present study aims to 

address this matter by investigating the extent to which Filipino American adolescents exhibit 

evidence of the achievement-adjustment paradox, and identifying how social relationships 

impact the psychological maladjustment of some high achieving Filipino American adolescents. 

Achievement-adjustment Paradox  

The “achievement-adjustment paradox” is a phenomenon first observed among high-

achieving Chinese-immigrant adolescents who reported psychological adjustment difficulties 

(Bankston & Zhou, 2002; Qin, 2008; Qin, Rak, Rana, Donnellan, 2012; Rumbaut, 1994). As 

previous studies tend to show positive associations between academic achievement and positive 

social and psychological well-being (Hishinuma et al., 2001; Langram, 1997), this finding of 

psychological maladjustment among academically successful Asian Americans is considered 

paradoxical. Documenting the extent to which Filipino American adolescents exhibit evidence of 

the achievement-adjustment paradox is a critical area for research given that youth of Filipino-

heritage have been shown to be at risk for including depressive symptoms and suicide ideation 

(Javier Lahiff, Ferrer, & Huffman, 2010; Wolf, 1997). 
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Social Contexts of Development: Family and Peer Relationships  

The integrative developmental framework (Mistry et al., 2016) and previous work has 

demonstrated the importance of proximal social contexts (i.e., family and school) for youths’ 

developmental outcomes, including their psychological adjustment. Because of the collectivist 

nature of Filipino culture (Nadal, 2013), family relationships are particularly important to youth 

of Filipino-heritage (Espiritu, 2003; Fuligni & Masten, 2010). More specifically, family cohesion 

and supportive relationships with parents are linked to psychological well-being among Asian 

American and Pacific Islander (AAPI) youth (Hijioka & Wong, 2012; Lueck & Wilson, 2010; 

Qin, 2008), while family conflict is linked to maladaptive outcomes among AAPIs (Cheng et al., 

2010; Kuroki & Tilley, 2012; Qin, 2008; Wong, Brownson, & Schwing, 2011; Wong, Koo, Tran, 

Chiu, Mok, 2011). As adolescence is a developmental period when youth are spending much of 

their time in school and with peers (e.g., Arnett, 2007), relationships with friends, peers, and 

teachers, and friends are also important social contexts which may differ among Filipino 

American adolescents exhibiting the achievement-adjustment paradox compared to their peers. 

Previous research has shown that negative aspects of peer relations such as bullying 

(Rosenbloom & Way, 2004) or racial microaggressions (e.g., Nadal, 2015) are associated with 

maladaptive psychological outcomes, while positive school-based relationships with friends, 

peers, and teachers are often associated with psychological well-being (Okazaki & Lim, 2011).  

The Current Study 

Extending findings from Study 1 and 2 which demonstrated the ubiquity of the MMS in 

the lives of Filipino American adolescents and its association with academic achievement, Study 

3 aims to document the achievement-adjustment paradox – youth who are doing well 

academically but struggle in terms of their psychological adjustment. Employing an integrative 
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approach (J. Mistry et al., 2016), the present study investigates how relationships within 

proximal family and school contexts may impact the psychological maladjustment of some high 

achieving Filipino American adolescents.  

The following research questions guided Study 3: 

(1) To what extent do Filipino American adolescents exhibit the achievement-adjustment 

paradox (i.e., high academic achievement and psychological maladjustment)? 

(2)  In what ways do Filipino American adolescents exhibiting the achievement-adjustment 

paradox differ from their peers in terms of family (e.g., cohesion, conflict) and school-

level (e.g., teacher and peer relationship quality) factors?  

(3) What are the lived experiences of Filipino American adolescents who exhibit the 

achievement-adjustment paradox? What aspects of their social contexts may contribute to 

the co-occurrence of high academic achievement and psychological maladjustment? 

Methods 

Study 3 draws on the full study sample. Descriptions of study participants and procedures 

are included in the Introduction (see Table 1.1 for a description of the study sample).  

Measures 

Study 3 measures are briefly described here. For full details regarding study measures, 

please see the Measures section of the Introduction (Table 1.2).  

Achievement-adjustment Profile. To document the achievement-adjustment paradox, 

profiles were created based on academic achievement and psychological maladjustment 

standardized composite scores. Academic achievement composite scores (see Table 1.2) were 

derived from youths’ overall weighted grade point average (GPA; M = 3.40, SD = 0.57) and 

educational expectations (“How far do you think you will actually go in school?” r = .81, p < 

.001; M = 5.07, SD = 0.77). Psychological maladjustment composite scores (see Table 1.2; α = 
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.77) were based on youths’ reports of depressive symptoms (10 items; α = .59), perceived stress 

(10 items; α = .74), and psychosomatic symptoms (8 items; α = .78) in the past month on a scale 

from 1 (Never) to 5 (Almost every day).  

Individual-level factors. Participants rated the extent to which they internalize the MMS 

(i.e., the extent to which they believe they live up to the MMS) by reporting their agreement (1 = 

Strongly Disagree to 5 = Strongly Agree) with statements that associate being Asian American 

with intelligence and hard work (e.g., “Similar to many other Asian Americans, I am smart,” 11-

items; α = .90). Using the same response scale, youth indicated the extent to which they were 

targets of others’ MMS (e.g., “Others often assume that I am intellectually bright because I am 

Asian American,” 3-items; α = .66). Participants also reported their tendencies to attribute 

academic outcomes to one’s ability (e.g., “The most important ingredient in getting good grades 

is my academic ability.”; α = .77; Lefcourt, 1981). 

Family-level factors.  Adolescent reports of family cohesion and conflict (see Table 1.2) 

were measured to investigate how family-level factors differ among adolescents who exhibit the 

achievement-adjustment paradox compared to their peers. A standardized composite variable of 

overall family relationship quality (M = 0.00, SD = 0.40; Range: -1.01-1.13; α = 0.74) was 

created due to a robust inter-item correlation (see Table 1.3; r = .65, p < .01) between parent-

child relationship quality (6-items; e.g., “Overall, I am satisfied with my relationship with my 

mother/father.”; α = .90) and family cohesion (10-items; e.g., “Family members feel very close to 

each other,”; α = .88; Olson et al., 1985). Participants’ experiences of family conflict were also 

measured based on questions from the Asian American Family Conflicts Scale (FCS) Likelihood 

subscale (10-items; e.g., “You have done well in school, but your parents’ academic expectations 
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always exceed your performance…How likely is this type of situation to occur in your family?”; 

α = .87; Lee et al., 2000).   

School-level factors. Adolescent reports of school-based relationships, friendship 

quality, and experiences of bullying at school were measured to investigate how school-level 

factors differ among Filipino American adolescents who exhibit the achievement-adjustment 

paradox compared to their peers. Standardized composite scores (15-items; α =.87) of youths’ 

relationships with teachers and classmates (11-items; “Teachers care about me and what 

happens to me.” Suárez- Orozco et al., 2009), and overall friendship quality (4-items; e.g., “I 

have friends with whom I can share my joys and sorrows.”; Furman, 1996) were created for 

analysis purposes. Youths’ experiences with school bullying were also measured (6-items; “I 

was made fun of by another student in front of others.” α = .83; Juvonen, Nishina, & Graham, 

2000; Nishina & Juvonen, 1998). 

Qualitative interview data. To hone in on the lived experiences of Filipino American 

adolescent high school students who exhibit the achievement-adjustment paradox, I drew on 

qualitative data from semi-structured interviews. As described in previous chapters, the semi-

structured interviews consisted of open-ended questions regarding youths’ schooling experiences 

as well as peer and family relationships.  

Results 

Findings from Study 3 address the experiences of Filipino American students who appear 

to be thriving academically, but who grapple with stress, depressive and psychosomatic 

symptoms. By focusing on this particular group of high-achieving students, I hope to further 

emphasize the potential consequences of pervasive MMS which may mask important issues 

within Filipino and (more broadly) Asian American communities. As a first step in 

understanding this phenomenon, I document the achievement-adjustment paradox among 
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Filipino American adolescents. Next, I examine the ways in which individual (e.g., attributions, 

MMS experiences), family (e.g., cohesion, conflict) and school-level (e.g., teacher and peer 

relationship quality) factors differ among adolescents exhibiting the achievement-adjustment 

paradox as compared with their peers. Finally, I draw on data from participant interviews to 

detail the lived experiences of Filipino American adolescents who exhibit the achievement-

adjustment paradox, and to bring to light the various aspects of their social contexts that may 

contribute to the co-occurrence of high academic achievement and psychological maladjustment. 

RQ1: Documenting the achievement-adjustment paradox 

Profiles of academic achievement and psychological adjustment were created to determine 

the extent to which Filipino American adolescents in my sample exhibited the achievement-

adjustment paradox (i.e., high academic achievement and psychological maladjustment). To 

create achievement-adjustment paradox profiles, participants’ standardized composite scores of 

academic achievement and psychological maladjustment were dummy coded. If the participant’s 

academic achievement composite score was above the mean, then they were assigned a value of 

1, and if the participant’s psychological maladjustment composite score was above the mean, 

then they were assigned a value of 1. Youth exhibiting evidence of the achievement-adjustment 

paradox Profile 1 were those with above average academic achievement and psychological 

maladjustment outcomes (i.e., assigned a dummy code of 1 across both variables).  

Achievement-adjustment paradox: Profile 1. Overall, about 30% of Filipino American 

adolescents in this study met criteria for exhibiting the achievement-adjustment paradox, defined 

as having above average academic achievement and psychological maladjustment outcomes (n = 

45). Youth demonstrating the achievement-adjustment paradox were overwhelmingly female (n 

= 33); 41% of Filipina American adolescents in the current study sample exhibited the paradox 
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as compared with only 18% of their male peers. Among those students who exhibited the 

achievement-adjustment paradox, most were from Schools 1 (n =22) and 2 (n = 16); with very 

few from School 3 (n = 7). Compared to youth at other schools, participants from School 2 had 

significantly higher proportions of students simultaneously reporting above average academic 

achievement and psychological adjustment problems, X2= 3.84, p < .05. All participants 

demonstrating the achievement-adjustment paradox came from immigrant families; 69% were 

second-generation Filipino Americans (69%) and 31% were first-generation. Based on parents’ 

reports of family household income, more than one third were from families with an annual 

household income between $40,001-100,000, 18% were from families with an annual household 

income above $100,001, and 13% were from families with an annual household income between 

less than $10,000 - $40,000. Several participants (n =15) were missing family household income 

data because they were unsure or refused to report the information, or simply skipped the 

demographic question regarding their family household income. 

 Achievement-adjustment paradox: Profile 2. Based on a more stringent definition of 

the achievement-adjustment paradox, I also created a second achievement-adjustment paradox 

profile characterized by Filipino American adolescents who had an overall weighted GPA of 4.0 

or higher (i.e., straight A/A+ students who have grades comparable to those admitted to 

competitive colleges and universities), and reported above average psychological maladjustment 

outcomes. I created this profile to examine the experiences of the highest-achieving students and 

understand what may contribute to their psychological maladjustment despite their demonstrated 

ability to excel in school. About 20% of the entire dissertation study sample had a GPA of 4.0 or 

higher (n =28), and psychological adjustment difficulties were common: ~61% of Filipino 

American high school students with a 4.0 or higher GPA reported more frequent psychological 
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maladjustment problems in the past month. Students with all A’s were significantly more likely 

to be female (75%), X2 (1, 148) = 5.37, p = .02. 

Fewer students met the criteria for the second, more stringent achievement-adjustment 

paradox profile (n = 17); only about 11% of the overall sample had a GPA that was 4.0 or higher, 

and greater than average reports of depressive symptoms, perceived stress, and psychosomatic 

symptoms. All three schools were similar in terms of the proportion of students exhibiting 

evidence of the paradox based on these more stringent criteria: School 1 (n = 7), School 2 (n = 

7), and School 3 (n = 3). Like the less stringent achievement-adjustment paradox profile (i.e., 

Profile 1), 76% were Filipina Americans (n = 13), and most were either second (59%) or first-

generation Filipino Americans (41%). Parents’ reports of family household income indicated that 

about 50% were from families with an annual household income between $40,001-100,000, 

about 29% were from families with an annual household income above $100,001, while 21% 

were from families with an annual household income between less than $10,000 - $40,000. 

RQ2: Understanding the role of family and school-based relationships 

In addition to documenting the achievement-adjustment paradox, another goal of Study 3 

was to understand the ways in which Filipino American adolescents who demonstrate evidence 

of the achievement-adjustment paradox differ from their peers in terms of individual (e.g., 

MMS), family (e.g., cohesion, conflict) and school-level (e.g., teacher and peer relationship 

quality) factors.  A series of Multivariate Analysis of Covariances (MANCOVAs) were 

conducted. Participant gender and school attended (reference group = School 1) were entered as 

covariates; participant profile (Profile 1 – yes or no; Profile 2 – yes or no) as the independent 

variable; and individual (e.g., attributions, MMS), family (e.g., quality and cohesion, conflict) 

and school-level (e.g., teacher and peer relationship quality, friendship quality) factors as the 
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dependent variables. To adjust for the multiple tests conducted (3 in total), I used a Bonferroni 

adjusted alpha level of .02 per test (.05/3 = .017; p < .02) to assess significance of observed 

associations among the study variables. Descriptives statistics are presented in Table 3.1. 

Correlations among all the Study 3 variables are presented in Table 3.2, and show that Paradox 

Profile 1 was positively correlated with gender, perceptions of others’ MMS, family conflict, and 

experiences of being bullied at school. Paradox Profile 2 was only correlated with school 

bullying.  

Paradox Profile 1. Filipino American adolescents’ exhibiting the achievement-adjustment 

paradox, based on above average academic achievement and psychological maladjustment 

outcomes, reported significant mean level differences in family-level factors, F(2, 142) = 6.24, p 

< .01. Tests of between-subjects effects showed that participants exhibiting the paradox reported 

more frequent family conflict (M = 3.37, SD = .84) than their peers (M = 2.74, SD = .94), F(1, 

143) = 12.23, p < .001. There were no significant differences in individual-level factors (i.e., 

ability attributions, MMS), F(3, 128) = 2.26, p = .09, or school-level factors (i.e., school-based 

relationship quality, bullying), F(2, 142) = 3.35, p = .04, between those exhibiting (versus not) 

the achievement-adjustment paradox (Table 3.1). 

Paradox Profile 2. Compared to their peers, there were no significant mean level differences 

in individual, F(3, 128) = .188, p = .91, family, F(2, 142) = .28, p = .76, or school-level factors, 

F(2, 142) = 2.17, p = .12, among Filipino American adolescents who met the more stringent 

criteria for the achievement-adjustment paradox as overall weighted GPAs of 4.0 or higher and 

above average psychological maladjustment outcomes (Table 3.1). 
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Table 3.1 

Descriptive Statistics for Filipino American adolescents exhibiting the achievement-

adjustment paradox compared to the overall sample  

Variable  Overall  

M (SD) 

Paradox Profile 1 

M (SD) 

Paradox Profile 2 

M (SD) 

Achievement – Ability Attribution  3.51 (0.73) 3.69 (0.64) 3.55 (0.50) 

MMS Internalization 3.46 (0.72) 3.51 (0.73) 3.54 (0.62) 

Perceptions of Others’ MMS 3.65 (0.86) 3.93 (0.70) 3.73 (0.68) 

Family Relationship Quality & 

Cohesion 

4.04 (0.90) 3.68 (0.70) 3.66 (0.69) 

Family Conflict 2.93 (0.96) 3.37 (0.84) 2.93 (0.88) 

Quality of School-based Relationships 3.93 (0.73) 4.02 (0.76) 4.00 (0.77) 

Bullying/Victimization 1.66 (0.66) 1.84 (0.63) 1.95 (1.00) 
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Table 3.2 

Correlations between achievement-adjustment paradox profiles and individual, family, and school-level variables 

 1 2 3 4 5 6 7 8 9 10 

1. Gender 1          

2. Paradox 

Profile 1 
.24** 1      

   

3. Paradox 

Profile 2 
.16† .45*** 1     

   

4. MMS 

Internalization 
-.06 .05 .04 1    

   

5. Perceptions of 

Others’ MMS  
.21* .22* .04 .46** 1   

   

6. Ability 

Attributions 
.09 .16† .02 .20* .18* 1  

   

7. Family 

Cohesion & 

Relationship 

Quality  

 

-.21* -.09 -.06 .55** .14 .28** 1 

   

8. Family 

Conflict 

 

.15† .31** .00 -.04 .29** .19* -.29*** 1 

  

9. School-based 

Relationship 

Quality  

 

.01 .08 .04 .36** .25** .13 .38*** .02 1 

 

10. Bullying/ Peer 

Harassment  
.07 .18* .16* -.06 .24** -.11 -.27 ** .26** -.17* 1 

Note. †Indicates marginal significance p<.10, *p<.05, **p<.01, ***p<.001. 
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RQ3: Qualitative findings 

The current study analyses also aimed to understand the lived experiences of Filipino 

American adolescents who exhibited the achievement-adjustment paradox using data from semi-

structured interviews. Given that previous study results underscored the impacts of social 

relationships on Filipino American adolescents’ developmental outcomes, particular attention 

was given to aspects of the youths’ social contexts which may contribute to the co-occurrence of 

high levels of academic achievement and psychological maladjustment among Filipino American 

adolescents who demonstrate evidence of the achievement-adjustment paradox.  

Paradox Profile 1. Several interview participants met criteria for Paradox Profile 1 (n = 

14). Of these participants, 11 were Filipina American adolescents. All three schools had a few 

students who met the criteria for Paradox Profile 1 (School 1 (n = 6), School 2 (n = 5), School 3 

(n = 3)). The majority were children of immigrants (i.e., 2nd generation; n = 12), and two were 

first-generation Filipina Americans.  

Understanding conflict in Filipino American families. To follow-up on quantitative 

findings which point to family conflict as a significant contribution to the achievement-

adjustment paradox (i.e., Paradox Profile 1), coding of qualitative data from semi-structured 

interviews focused on the reasons for family conflict. In line with the overall goals of my 

dissertation, this study aimed to highlight the voices of Filipino American adolescents, 

particularly those who appear to be doing well on the surface based on their academic 

achievements, but who struggle with psychological adjustment difficulties. Coding of the semi-

structured interview data revealed that family conflict among Filipino American adolescents who 

exhibit the achievement-adjustment paradox centered on: education (n = 7), autonomy (n = 7), 
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and time management or organization (n = 3). Several the study participants also mentioned that 

they avoided family conflict because it was perceived as disrespectful (n = 6).   

Education-related disagreements. Family conflict regarding adolescents’ grades and 

future educational goals and aspirations were described by 50% of interviewees (n =7) who 

exemplified Paradox Profile 1. Nick, a Filipino American in 11th grade, said that disagreements 

with parents were typically focused on grades:  

Disagreement with my parents? The grade thing…she usually will say something in 

Tagalog…she would probably say like you have to do better in order to go to college, and 

if you don’t do better take off the power or just talk about how that’s going to affect me 

in life and stuff.  

 

For Nick, arguments with his mother were about bringing up his grades from B’s to A’s, and 

even though he thought that his grades were acceptable he said he understood her perspective 

“…it’s like it’s not even that bad mom and stuff. But I really think it’s serious, serious.”  Grace, 

a second-generation Filipina American, had similar disagreements with her parents about 

maintaining a 4.0 GPA, and expressed her frustration at these constant disagreements:   

... I mean, they don’t understand how hard it is at this time. If they were alive as a 

teenager in this time, they probably wouldn’t handle it. I told them this, and they’re just 

like, “Oh, I can’t handle that.” And I’m just like, “Mom, Dad, if you had my workload 

right now you’d go berserk.” 

 

Derek, a second-generation Filipino American, described arguments with his parents about 

getting straight A’s and how they did not understand the difficulty of taking Advanced 

Placement (AP) courses.  

[Derek]: I think the most recent one [disagreement] is that when I showed them my 

transcript, they were like, "How can you have C's in your classes?" Just the rigor of 

classes, like I said before…Then they were like, "Why aren't you trying harder?" I'm 

taking three AP and two honors, so it's kind of hard to find balance between all of 

them…I'm still trying to figure that out. 

 

[Interviewer]: How does that make you feel when they say, "Oh, you shouldn't really be 

getting C's,"? 
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[Derek]: I feel like they're only saying that because they studied in the Philippines and 

then studying in the Philippines is obviously different than studying in America…When 

they were born, I don't think they had AP or honors classes, so they just think, "Oh, AP is 

just short for" ... It's just a course and it's just regular psychology, for an example…I don't 

think they understand the American education system yet. 

 

As illustrated through participant quotes above, education-related disagreements were 

commonplace and notably contributed to family conflict among Filipino American adolescents 

in our interview sample and their parents.  

Strict parental control and disagreements about adolescent autonomy. In addition to 

education-related disagreements, family conflict among interviewees often centered on strict 

parental control and disagreements about autonomy (n = 7). For example, Julia argued with her 

parents about attending a different high school because she was interested in pursuing an arts 

program:  

[Julia]: …And they were just like it’s too far for an education that’s just like the same as 

[her home school]…And I took their side.  I was like okay I don’t need to move schools 

because [her home school] has the same expectations and things like that.  

 

[Interviewer]: What was your first reaction when they told you, “Oh no, we don’t want 

you to go there?” 

 

[Julia]: Well, it made me really sad. I was like, “Why? It’s a better environment, it’s new 

people.” And I thought that would be good for me, but I realized I already have friends 

here. I have classes already set out for me. I don’t need a new plan. I don’t need a new 

school. I’m okay here.  

 

Several students like Kelly Rae, explained that conflict in her family focused on her decision to 

engage extra-curricular activities:  

 

They don’t want me to do color guard again cuz they said, “Oh you shouldn’t do that 

anymore because you come home late then you’re affecting your grades. You should 

focus on your grades only.” I’m like, “No, I should be well-rounded. I should be 

outgoing.” I’m trying to convince them of that. That’s in the process.  

 

While Kelly Rae strived for autonomy and the ability to participate in extra-curricular activities 

as a way to complement her academic outcomes, family conflict regarding her decisions 
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challenged her sense of autonomy. In the end, though she felt upset, she accepted that she 

differed from her parents’ strict views about education, “Really I’m sad, but you know some 

people just have different viewpoints so you just have to understand.” Another participant, Joy, 

also had parents who were strict about her involvement in extra-curricular activities. For her 

parents, however, disagreements arose because they felt that her participation may be harmful to 

her overall well-being:  

… at one point I had to balance my classes out with academic decathlon. And they said, 

“Do you want to keep continuing to do it, because I think that it’s making you more 

stressed out than ever?” And I kinda disagreed and said, “Well, for me, the reason why I 

take academic decathlon is because I really love team work, and I really love working 

with other people, and so even if it does stress me out I really do think that it’s important 

to find that certain extra-curricular activity for you to like.” And so, my parents were in 

disagreement about that.  

 

As explained by Joy and other interviewees, while they were eager to assert their autonomy, 

some parents were strict in terms of allowing youth to make independent decisions that 

conflicted with parents’ own perspectives and priorities.  

 Disagreements about time management and organization. A few interview participants 

exhibiting the achievement-adjustment paradox (n = 3) mentioned that family conflict and 

arguments were typically due to disagreements about time management and organization. 

Sometimes parents were upset because participants’ rooms were not clean or organized. Other 

times parents were upset because youth had difficulty waking up and getting to school on time. 

For Nellie, a second-generation Filipina American, the roles were reversed in that she argued 

with both of her parents quite often about how their actions caused her to be late to church and 

school.  

I’ve tried with my mom one time but she said I, like, shouldn’t be talking to her that 

way… that I’m lucky that she’s taking me to school so I don’t usually bring it up. I just 

kind of try and tell her earlier so she’ll maybe calm down earlier…I mean, I agreed with 
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it but I also thought that there should be a sense of urgency, especially if I’m going to be 

running late to school, so... 

 

Though a less common theme, family conflict for some focused on adolescents’ and parents’ 

opposing views about how to best manage one’s time and to remain organized. 

Avoidance of family conflict. Similar to previous research with Filipino Americans 

(Bjorck et al., 2001; Fuligni, 1998), some interviewees expressed that they intentionally avoided 

family conflict by remaining silent and/or accepting fault for conflict. Isabel, a second-generation 

Filipina American, stated:  

I guess with Asian families, they’ll always work it out and resolve it…the daughter or son 

will always say sorry but they’ll resolve it in the end…I guess it’s because in the 

Philippines they think older is wiser. They’ll have so many experiences that they’re the 

ones that are right because they’ve been living on this earth for so long, and that we’re so 

young. I guess they don’t want someone who’s younger to outsmart them. So maybe 

that’s why it’s always the daughter or the son. 

 

She described how this was a very different cultural difference between families portrayed in 

mainstream media:  

In the movies, with White families…they’ll be the ones that sympathize with the child 

and that’s just so alien to me. It would be weird if my mom sympathized with me. 

Sometimes I’ll be like, Mom I’m sorry. I’m sorry, I’m sorry, even though I know it was 

part of her fault too. Because I know she won’t come up to me and say sorry.  

 

Another participant mentioned that when she tried to resolve a disagreement with her mother she 

was reprimanded for being disrespectful, “…I’ve tried with my mom one time but she said I, 

like, shouldn’t be talking to her that way.” Similarly, Julia said that when she encounters conflict 

with her parents she avoids talking to them for a while, “I just wait it out, or it just blows over.”  

 Paradox Profile 2. Only two Filipina American interviewees met the most stringent 

criteria for showing evidence of the achievement-adjustment paradox. The first participant, 

Nikki, was a first-generation Filipina American from School 2. She identified as a “pretty 
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good…above average” student who is “pretty competitive when it comes to grades.” Nikki 

attributed her academic competitiveness to her focus on future opportunities, and enjoyed the 

praise she received for her successes in school. When asked to describe herself in general, Nikki 

stated: 

I’m Filipino. I migrated here when I was in 4th grade. I moved back beginning of 8th 

grade to the Philippines because I thought it was going to be like better but then I realized 

I had more opportunities here. So, I came back half way through second semester of 8th 

grade. 

 

The second participant, Beth, was a second-generation Filipina American from School 3. 

Beth described herself as an average student based on her grades, but also recognized that her 

teachers most likely think she is a great or above average student. She said, “I’m just a typical 

Filipino American that dances in [the school’s Filipino dance club] with Ginang (Filipino word 

for “Mrs.”), and I’m joining [the community’s Filipino dance club] next month.”  

Discussions with Nikki and Beth shed light on several key issues. Similar to Filipino 

American adolescents who met criteria for Paradox Profile 1, Nikki’s family conflict centered on 

daily disagreements with her father regarding organization and keeping her room clean, while 

Beth showed evidence of family conflict with respect to education and autonomy as well as an 

overall tendency to actively avoid parental disagreements. For example, Beth explained how she 

had succumb to her mother’s plans for her even though she disagreed with her mother regarding 

future educational and occupational goals, “I just agree to it, because with my mom, I don’t have 

any choice in what I want to do…When I suggested becoming a lawyer or something that I 

wanted to do, they’d say no that’s not good.” Beth’s mother also exercised strict parental control 

and limited her autonomy by fighting with her each time she planned to visit her father and half-

brother. While they lived in the same county as Beth, she was seldom allowed to interact with 

them due to arguments with her mother. Interviews with Nikki and Beth revealed themes similar 
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to other adolescents who demonstrated evidence of Paradox Profile 1, however, I also sought to 

call attention to what was unique about the experiences and narratives of these two Filipina 

American adolescents who show evidence of the much more narrowly defined Paradox Profile 2. 

The paragraphs below describe how Nikki and Beth dealt with issues related to family 

separation, parents’ lack of empathy, and encountering racial microaggressions in their school 

contexts.  

Family separation. Both Nikki and Beth expressed their struggles with family separation. 

As a first-generation immigrant, Nikki, was living in the United States with her father while her 

mother and sister continued to reside in the Philippines. Beth experienced separation from her 

father because of her parents’ divorce. Interviews with Nikki and Beth conveyed that they were 

part of families that were simultaneously rife with support and conflict due, in part to a 

difference in the relationship qualities with their mothers as compared with their fathers. Each 

described how one parent was extremely supportive, while their relationship with their other 

parent often felt strained. These family separations were particularly difficult because they 

experienced frequent conflict with the parent that they lived with while they were separated from 

their more supportive parent. Nikki explained that she was constantly taking care of or arguing 

with her father, and though she spoke to and sought out support from her mother and sister often 

via Skype, she had not seen them in person for years. She commented, “I wouldn’t really say I’m 

close to like anyone at home right now. I mean my mom and my sister I’m really close to, but 

they’re in the Philippines.” 

In contrast to the supportive relationship she experienced with her mother and sister, 

Nikki characterized her relationship with her father as combative, “…we always have one 

[disagreements] like all the time…Like there’s so many it’s hard to pick.” She noted that these 
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arguments happen on a daily basis with her father and that they tend to ignore their 

disagreements, “Oh, we just don’t talk for a while and then it all goes back to normal.” Nikki 

explained that because both she and her father get angry (“I argue a lot cuz I don’t like losing”), 

she felt it best not to have explicit conversations about their conflicting perspectives, “…cuz if 

we’re both angry and we would try to like talk it out, it just becomes worse…We just cool it 

down first. We don’t talk about it.” Later in the interview she made further distinctions between 

her relationship with her mother compared to her father:  

See my mom…I wouldn’t really argue with her more of like have a mature talk with her, 

she would like try to understand me and we would give opinions toward each other and 

try to work it out. My dad is just like, “I’m paying for you right now, so you better listen 

to me.” 

 

 On the other hand, Beth had a somewhat contentious relationship with her mother, one 

that she labelled a “love/hate relationship.” Beyond disagreements about grades, Beth mentioned 

that she often fights with her mom regarding visits with her father, “Usually when I want to go 

over to my dad’s, she argues with me…why should I go? Why do I have to be with him?” When 

asked about how often these arguments occur, she stated, “It’s usually just when I want to go 

over…once a month.” When asked about her reactions to these arguments, Beth remarked: 

 I just argue that he’s my dad and I should at least just see him or hang out with my 

younger brother…It stresses me out. I should be able to see him, especially since he’s my 

dad…[my dad] just says that my mom’s crazy and it’s my choice whether or not I wanna 

go or not. 

 

Meanwhile, Beth noted that she rarely sees her father who she described as generally 

supportive of her decisions and someone who motivates her to do well without subjecting her to 

unreasonable educational expectations. Unlike her mother who constantly pressured her to do 

well in school, Beth’s father would “…just say to do the best that I can do. It doesn’t matter what 

grades that I get. It’s the effort that I put into it…It actually pushes me to do what I can do.” 
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Parents’ lack of empathy. Nikki and Beth also expressed a sense of frustration with 

their parents’ general lack of understanding of their educational experiences. Nikki described her 

parents as relatively uninvolved in her academic life. She believed that because her father is an 

immigrant and her mother is still in the Philippines they lack a complete understanding of the 

American educational system and have little empathy for her experiences in school.  

[Nikki]: Actually, I don’t think they’re that supportive cuz like since they live their lives 

in the Philippines, they don’t really understand the educational system here.  And even 

though I try to explain it to them, it’s like they don’t really understand it that much. But I 

don’t think they have any problems with me because they know that I’ll do good. So yeah 

it was never like a problem for them.  

 

[Interviewer]: Okay and what do you think they don’t understand about the education 

system here or your experiences as a student?  

 

[Nikki]: Oh, I don’t think that they understand the intensity of what I had to do to get all 

these good grades. Sometimes they’ll be like, “you’re a bad kid and like a bad daughter.” 

And I’m like, “I’m actually not that much of a bad daughter. You don’t know how it is in 

school and yeah.” …they’re just grounded by that Filipino logic that everything…like 

you need to do everything that your parents tell you to do like stuff like that. But in 

reality I feel like you should like learn from me because I’m like the younger the new 

generation, and I like know the world here more so we can balance it out. 

 

Similarly, Beth expressed that her mother was constantly pressuring her to adhere to her 

academic achievement standards without regard for or even a willingness to understand the rigor 

of AP courses. When asked whether she had ever discussed with her mother the challenges of 

taking AP classes and its rigor in comparison to a regular course, she responded, “When I try 

talking to her about it, she’s just like you can do it, you can do better…like it’s not that hard...I 

kinda try showing her what we’re doing, but she kinda ignores me at that point.” 

 Racial microaggressions. On top of their parents’ lack of understanding of the American 

educational system and their less than empathic reactions to the pressures they feel to 

academically perform, interviews with Beth and Nikki revealed that they were commonly targets 

of racial microaggressions (Nadal, 2011; Sue et al., 2007) in the school context. Like most study 
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participants, Nikki and Beth frequently encountered MMS or assumptions regarding their 

intelligence due to their racial group membership (Nadal et al., 2015). When asked about how 

society perceives Filipinos Nikki said, “A lot of people would probably be like you’re Asian so 

you should be hella smart.” She did state, however, that these expectations were somewhat 

nuanced for her because she was not native-born.  

[Nikki]: Because I started out as a migrant, I would say that it feels like the expectation is 

actually lowered. Because they expect you to relearn everything, and they think that you 

won’t be able to excel that fast. So, it’s kinda good but bad at the same time…I think for 

those people who are not too hyperactive, then I would say it’s a good thing. Cuz they’re 

like oh…the expectation is lowered so even if I don’t do that good, in your eyes it’s still 

doing good. But for some people it’s like, well why do you think so low of me when I 

can do so much better.  

 

[Interviewer]: How do you feel about it…knowing that others might have these lowered 

expectations of you because you’re a migrant?  

 

[Nikki]: I’ll just prove them wrong. 

 

Nikki noted that while most have high expectations for Filipinos doing well in school because of 

Asian model minority stereotypes, this is also combined with lowered expectations because of 

her immigrant status. 

Both Nikki and Beth were also subjected to other types of racial microaggressions. For 

example, although Beth was born in the United States, she recounted that her peers referred to 

her as a “fob,” because she would speak to her friends in Tagalog. This “perpetual foreigner” 

racial microaggression or assumption that she is foreign-born is a microaggression has been 

shown to be a common experience among Asian Americans and Latinos (Cheryan & Monin, 

2005; Devos & Banaji, 2005; Nadal et al., 2015). Beth stated, “People are usually saying stuff to 

either the group of Filipinos…They're always like, ‘Oh my gosh. You guys are FOBs. Oh, you 

better speak from Chinese language.’” Beth’s interaction with her classmates, which she 

described as occurring as often as “every other week, generally,” is also an example of a racial 



116 

 

microaggression which involves the invalidation of interethnic differences (Nadal et al., 2015) by 

implying that Tagalog, a Filipino dialect, is the same as a “Chinese language.” Nikki also noted 

that her peers often subjected her to racial microaggressions which invalidated interethnic 

differences (e.g., all Asians look the same; Nadal et al., 2015): 

[Nikki]: …some people think that Filipinos and Chinese people are the same and they 

would make jokes that you eat dog or whatever…They’re just like I don’t see a 

difference between Chinese people and Filipino people. I’m like they’re different 

ethnicities brah…they’re like still, what’s the difference?  

 

Nikki stated that she eventually gave up on trying to explain each ethnic group’s 

uniqueness as she was frustrated with her peers’ inability to understand Filipinos as distinct from 

those of Chinese-descent.   

Discussion 

 Findings from Study 3 documenting evidence of the achievement-adjustment paradox 

among 30% of Filipino American participants in the current sample (n = 45; Profile 1) show that 

while many academically successful students appear to be well-adjusted, academic achievement 

may come at a cost to the psychological well-being of some Filipina/o youth. Similar to previous 

research which indicate that Filipina adolescents and other AAPI females report greater instances 

of psychological maladjustment compared to their male peers (Dion & Dion, 2001; Javier et al., 

2010; Juang & Nguyen, 2011; Suárez-Orozco, Todorova, & Qin, 2006), Filipina American youth 

in my study were also more likely to exhibit the achievement-adjustment paradox. The lack of 

differences in individual- and school-level factors observed between Filipino American youth 

exhibiting Paradox Profile 2 and their peers is likely due to the small number of participants who 

met the more stringent criteria. Results from quantitative findings, which revealed that the 

likelihood of family conflict was significantly greater among Filipino American adolescents 

exhibiting Paradox Profile 1, further emphasized the importance of family for youth of Filipino 
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heritage (Espiritu, 2003; Fuligni & Masten, 2010; Nadal, 2013). And although family conflict is 

typically associated with less adaptive outcomes (e.g., Fuligni & Masten, 2010; Kuroki, 2015), 

Study 3 findings suggest that perhaps there is something about family conflict within Filipino 

American families which allows for the co-occurrence of high academic achievement and 

psychological maladjustment.  

 Qualitative analyses from Study 3 expanded upon quantitative findings which underscore 

the potential influence of family conflict on Filipino American adolescents’ developmental 

outcomes. Analysis of participant interview data revealed that family conflict often revolved 

around education-related disagreements (n = 7; e.g., parents’ academic pressures and lack of 

understanding of the rigor of courses and nature of the U.S. education system) for Filipino 

American adolescents exhibiting the achievement-adjustment paradox. Even some participants 

who mentioned family conflict regarding strict parental control and autonomy remarked that 

these conflicts were also linked to their parents’ concerns about their ability to balance school 

work with other responsibilities and extra-curricular activities. That family conflict so often 

centered around concerns about education may help explain why this subgroup of Filipino 

American youth were doing well academically while at the same time struggling with stress, and 

depressive and psychosomatic symptoms. Perhaps the parental academic pressures that youth 

experienced supported their academic achievement, and given the robust negative consequences 

of family conflict for Asian American youths’ adjustment (Fuligni & Masten, 2010), 

simultaneously resulted in psychological adjustment difficulties. 

Interviews with participants also revealed that Filipino American adolescents exhibiting the 

achievement-adjustment paradox actively avoided family conflict. This is comparable to 

previous research which indicated that Filipino-heritage youth tend to avoid family conflict by 
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engaging in passive behaviors, like accepting responsibility and escape-avoidance coping 

strategies, and adhering to traditional values such as being respectful of parental authority 

(Bjorck, Cuthbertson, Thurman, & Lee, 2001; Fuligni, 1998). Perhaps by silencing their opinions 

when they disagreed with their parents and avoiding difficult conversations, Filipino American 

youth internalized family conflict and this resulted in internalizing problems such as depressive 

symptoms, stress as well as physical manifestations of these psychological adjustment 

difficulties. 

Qualitative investigation of Beth’s and Nikki’s lived experiences provided further evidence 

of how social relationships within proximal contexts (e.g., family and peers; J. Mistry, 2016) and 

experiences of discrimination shape developmental outcomes among Filipino American 

adolescents. More specifically, Beth and Nikki dealt with issues related to family separation, and 

as targets of racial microaggressions. Family separations, which are unfortunately part of the 

experiences of many immigrants, have negative psycho-social consequences for youth and their 

families (Suárez-Orozco, Bang, & Kim, 2010; Suárez-Orozco, Yoshikawa, & Tseng, 2015). 

Their complicated family relationships, separated from their supportive parent while living with 

a parent with whom they constantly argued, may help to explain why Nikki and Beth evidenced 

the achievement-adjustment paradox. Their experiences of racial microaggressions may also 

contribute to their psychological maladjustment as previous research has demonstrated that these 

subtle forms of racial discrimination are harmful to the psychological well-being of Filipino 

Americans and other youth of color who are targeted (Nadal et al., 2015). While racial 

microaggressions regarding ascriptions of intelligence (i.e., MMS) likely played a role in their 

high levels of academic achievement, perhaps their reports of psychological maladjustment 

resulted from their experiences as targets of microaggressions at school that went beyond MMS, 
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including assumptions about nativity status (i.e., “perpetual foreigner” stereotype) and 

invalidation of interethnic differences (i.e., assumption that all Asians/Asian Americans are the 

same). 

Conclusion 

 Study 3’s mixed-methods approach to investigating the achievement-adjustment paradox 

deepens our understanding of the academic achievement and psychological adjustment of 

Filipino American adolescents, and draws attention to the fact that while some youth may be 

doing well in school, they may not be feeling well. Given that I found evidence of the 

achievement-adjustment paradox among some youth demonstrates that this phenomenon should 

be of concern for those trying to understand the experiences of Filipino American adolescents, 

and underscore the potential risks of MMS which may result in the neglect of critical issues 

encountered by some Filipino American youth. Findings regarding the role of peer relations, 

family conflict and the dynamic relationships between youth and their parents provide additional 

evidence of the significance of family for Filipinos, and highlight that understanding Filipino 

American adolescents’ social relationships is essential to understanding their developmental 

outcomes.  
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GENERAL DISSERTATION DISCUSSION 

 The purpose of my dissertation was to examine Filipino American adolescents’ 

experiences of the MMS, and understand its impact on their academic achievement and 

psychological adjustment outcomes. I also aimed to understand the experiences of those most 

vulnerable to the dangers of the MMS; that is those showing evidence of the achievement-

adjustment paradox. Guided by the integrated conceptual framework for the development of Asia 

American children and youth (J. Mistry et al., 2016), the findings from this dissertation 

demonstrated that the dominant metanarrative of Asians as model minorities permeated Filipino 

American adolescents’ lived high school experiences, and in conjunction with important aspects 

of youths’ proximal environments, such as social relationships at home and school (i.e., family 

and peers) were essential to understanding their developmental  outcomes (i.e., academic 

achievement and psychological adjustment). A discussion of study themes and practical 

implications follows.  

MMS in the Lives of Filipino American Adolescents  

Consistent with the integrated conceptual framework for the development of Asian 

American children and youth (J. Mistry et al., 2016) which underscores the importance of 

understanding diverse youths’ experiences of discrimination, the current dissertation findings 

demonstrated that MMS are a key part of the schooling experiences for many Filipino American 

adolescents. Study 1 illuminated the nuances of MMS in the lives of Filipino American high 

school students. This is an important contribution to the literature as research on MMS often 

focuses on the experiences of East Asian adolescents (David & Okazaki, 2006; see Rodriguez-

Operana et al., 2017 for exception). Results showed that youth of Filipino-heritage encountered 

MMS in their schools and oftentimes endorsed and internalized MMS. Their experiences of the 
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MMS varied as a function of their racial or panethnic identification with stronger internalization 

of MMS among participants who strongly identified as Asian American. On the other hand, 

those who strongly identified as Pacific Islander were more likely to perceive that they were 

targeted as model minorities by others. Study results also shed light on the gendered experiences 

of MMS. Filipina Americans were more likely to perceive that others stereotyped them as model 

minorities and negatively responded to such assumptions about their intelligence, whereas 

Filipino American were more likely to react positively to MMS. Findings underscoring 

differences in experiences of MMS based on gender are comparable to previous research with 

immigrant youth which show variations in the racialized experiences of immigrant boys and girls 

(Suárez-Orozco et al., 2006), and corroborate results from recent research showing that Filipina 

girls as compared with their male peers are more likely to report experiences of MMS (Ocampo, 

2016). Overall, key findings from Study 1 indicate that MMS are important aspects of Filipino 

American adolescents’ lived experiences.  

MMS and Social Relationships Matter for Filipino American Adolescents’ Developmental 

Outcomes 

 Study 2 expanded upon findings from Study 1 and the results highlighted the importance 

of understanding MMS in the lives of Filipino American adolescents. More specifically, I 

examined the extent to which internalization of MMS and perceptions of being targeted as a 

model minority were related to Filipino American youths’ academic and psychological 

adjustment. In this study, I observed that youths’ experiences of MMS along with social 

relationships were related to their academic achievement outcomes. While Filipino American 

adolescents’ experiences of MMS did not predict their psychological adjustment outcomes, 

instead suggesting the importance of family and peer relations, qualitative results regarding their 

affective responses to MMS and coping with the pressures to do well in school shed light on the 
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potentially stressful nature of pervasive MMS. This further validates the relevance of the 

integrated conceptual framework (J. Mistry et al., 2016) which calls attention to the 

developmental implications of discrimination experiences among Asian Americans and other 

youth of color and the influence of social relationships within proximal developmental contexts 

(e.g., relationships with parents, teachers, peers). 

MMS and academic achievement. The quantitative results provided evidence that MMS 

mattered for the academic achievement of Filipino American adolescents more so than their 

psychological adjustment. That youths’ experiences of MMS were quantitatively related to their 

academic more so than their psychological adjustment make sense given that MMS inherently 

involve assumptions about intellect and academic performance. Quantitative results showing 

multiple moderators of the relationships between MMS and academic achievement across 

individual, family, and school levels (i.e., ability attributions, family relationship quality and 

cohesion, and experiences of bullying at school) demonstrated the complexity of MMS and how 

experiences of the stereotype are related to Filipino American adolescents’ outcomes. More 

specifically, positive associations between MMS and academic achievement were found among 

youth who: (1) strongly internalized MMS and attributed academic outcomes to ability (i.e., 

significant interaction: MMS internalization x ability attributions), and (2) believed that they 

were often stereotyped as model minorities, but reported infrequent experiences of school 

bullying (i.e., significant interaction: perceptions of others’ MMS x bullying). The role of family 

relationship quality and cohesion as a moderator of the relationship between MMS experiences 

and academic achievement was more complicated as indicated by significant three-way 

interactions. While MMS experiences (i.e., internalization and perceptions of other’s MMS) 

were positively related to academic achievement among Filipino American boys who reported 
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high quality family relationships and cohesion, MMS internalization was positively related 

academic achievement among Filipina American girls who reported lower levels of family 

relationship quality and cohesion. While it is clear that experiences of MMS have important 

implications for Filipino American adolescents’ academic achievement outcomes, how the 

stereotypes impact their outcomes depends on the attributions that they make about academic 

success and failure, their gender and ratings of family relationship quality and cohesion, as well 

as their experiences of being bullied by peers at school.  

MMS and psychological adjustment. Qualitative results regarding Filipino American 

adolescents’ affective responses to MMS provided some insight and a potential explanation for 

why quantitative data did not indicate a clear positive or negative relationship between MMS 

experiences and psychological adjustment. More specifically, qualitative data from participants 

in the interview subsample showed a range of affective responses to encounters with MMS. 

While some Filipino American youth expressed strong negative affective responses to being the 

targets of MMS, many others’ reactions to MMS were positive or neutral in valence. The range 

of youths’ affective responses (i.e., neutral, positive, negative) to seemingly positive MMS aligns 

with previous studies demonstrating Asian American adolescents’ positive, negative, and neutral 

reactions to MMS (Thompson & Kiang, 2010; Thompson et al., 2016). Some perceived MMS in 

a positive light which in turn has the potential to support positive adjustment and emotional well-

being (Thompson & Kiang, 2010) whereas others perceived MMS in negative ways which 

elicited feelings of disappointment and stress about the pressures to live up to others’ 

assumptions about them based on their race (Kiang et al., 2017). Perhaps these mixed affective 

responses to MMS among Filipino American adolescents muddled a clear positive or negative 

relationship between their experiences of MMS and psychological adjustment outcomes. Still, it 
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is evident from participant interviews that experiences of MMS may be stressful for some 

Filipino American youth – particularly those who struggle academically or feel that their 

academic performance in school is not on par with the expectations set by pervasive MMS.  

Psychological adjustment and the importance of family and peer relationships. Mixed-

methods findings from Study’s 2 and 3 further substantiated that family and peer relationships 

have a strong influence on Filipino American adolescents’ psychological well-being above and 

beyond their experiences of MMS. Overall, high quality family relationships and cohesion were 

associated with adaptive psychological adjustment outcomes among participants while family 

conflict was associated with psychological maladjustment (e.g., more depressive and 

psychosomatic symptoms, perceived stress). Family conflict was also pronounced among the few 

Filipino American youth in the current sample who exhibited the achievement-adjustment 

paradox. These findings are consistent with previous research demonstrating the importance of 

family within Filipino culture (Espiritu, 2003; Fuligni & Masten, 2010; Nadal, 2013) with family 

cohesion supporting positive psychological adjustment (Kuroki, 2015) and family conflict 

contributing to psychological maladjustment (Fuligni & Masten, 2010; Rumbaut, 1994). 

Qualitative results based on semi-structured interviews with participants provided additional 

insight regarding quantitative findings which showed that family conflict and cohesion are key in 

understanding Filipino American adolescents’ psychological well-being. More specifically, 

family conflict and a lack of family cohesion seemed to center around pressures to perform well 

academically and pursue specific educational and career goals set by parents and other family 

members. When parents were supportive either in terms of their encouragement and through 

concrete forms of academic support, however, youth seemed to respond more adaptively to 

academic pressures.   
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 In addition to the importance of family relationships in supporting or impeding Filipino 

American adolescents’ psychological adjustment, mixed-methods results also elucidated the role 

of peer relationships. Findings from survey data suggested that reporting more frequent 

experiences of being bullied at school was positively linked to psychological maladjustment. 

Because participants rarely mentioned personal experiences being bullied at school, qualitative 

findings did not confirm quantitative study results connecting psychological adjustment 

outcomes to bullying. Instead, interviewees brought attention to the importance of peer 

relationships at school in supporting their overall well-being. For example, friends were an 

important source of concrete academic support (e.g., studying for exams, homework help). 

Oftentimes, participants turned to friends as a source of psychological support during stressful 

times of the school year (e.g., final exams or AP exams, project deadlines, following 

disagreements with parents). 

Understanding the Potential Risks of MMS and Achievement-Adjustment Paradox 

 A final goal of my dissertation was to underscore the potential harm that may result from 

the assumptions of MMS by documenting the experiences of Filipino American adolescents 

exhibiting the achievement-adjustment paradox – youth who embodied characteristics of MMS 

based on their high levels of academic achievement, but simultaneously reported poor 

psychological adjustment outcomes. Study 3 documented evidence of the achievement-

adjustment paradox (i.e., Paradox Profile 1 – above average academic achievement and 

psychological maladjustment) among 30% of Filipino American youth in the overall study 

sample, comparable to previous research with youth from Chinese-immigrant families of whom 

25% exhibited evidence of the achievement-adjustment paradox (Qin, 2008). It is worth noting, 

however, that the academic achievement of Filipino American adolescents in the current study 

sample was slightly lower based on GPA (M = 3.40) as compared with Chinese adolescents 
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whose average GPA was 3.76. Lower levels of academic achievement among Filipino youth may 

help explain why evidence of the achievement-adjustment paradox using more stringent criteria 

(i.e., Paradox Profile 2 – GPA of 4.0+ and above average psychological maladjustment) was 

demonstrated by a smaller proportion of participants (11%).  

Findings showed significant positive correlations between exhibiting the achievement-

adjustment paradox and perceptions of others’ MMS. In other words, high-achieving students 

who reported greater than average psychological maladjustment outcomes were more likely to 

believe that they were the targets of MMS. Results also emphasized the importance of social 

relationships, including how family conflict and school bullying experiences contributed to the 

psychological maladjustment of some high-achieving Filipino American adolescents. By 

underscoring the multiple and dynamic influences of discrimination (e.g., experiences of MMS) 

and social relationships within proximal family and school contexts on youths’ academic 

achievement and psychological adjustment outcomes, these findings provided further support for 

employing the integrated conceptual framework for the development of Asian American children 

and youth (J. Mistry et al., 2016) as a useful theoretical lens to understand Filipino American 

adolescents’ developmental outcomes. 

Broad Contributions to the Literature  

In addition to the specific contributions of each study described above, very broadly, my 

dissertation research contributes to our understanding of the heterogeneity of the AAPI 

population (Yoshikawa, Mistry, & Wang, 2016) by focusing on the variability of experiences of 

one understudied subgroup within the AAPI community: Filipino American adolescents. More 

specifically, by demonstrating their range of experiences with and internalization of MMS, social 

relationships, and academic achievement and psychological adjustment outcomes, my 
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dissertation complexifies our understanding of Filipino Americans’ schooling experiences and 

challenges society’s assumptions about Filipinos and other AAPIs as being a homogenous group 

of model minorities.  My dissertation also demonstrated the benefits of employing a mixed-

methods approach. Integration of findings from both quantitative and qualitative data in all three 

studies allowed for a deeper understanding of Filipina/o American adolescents’ lived experiences 

of the MMS, the complexities of their social relationships with family and peers, and how these 

simultaneously influence their developmental outcomes. 

Study Limitations and Future Directions  

 As with all research, findings from this dissertation should be considered in the context of 

certain study limitations. First, given Filipino American adolescents’ mixed reactions to MMS 

during interviews and that survey items did not directly address their affective responses to 

MMS, may help explain why there was no significant association between their psychological 

adjustment outcomes and their internalization or perceptions of others’ MMS. Second, while 

quantitative analyses examined what predicts Filipino American adolescents’ experiences of the 

MMS (i.e., internalization and perceptions of others’ MMS), and their academic achievement 

and psychological maladjustment outcomes, the correlational design of my dissertation study 

constrains any statements that can be made about causation. Along with limitations regarding 

causal inferences, there are a few issues regarding the dissertation study sample that limit the 

generalizability of the findings presented here. More specifically, all data were collected in 

Southern California public schools that offered Filipino as an option to fulfill the foreign 

language requirement and where the Asian American student population was comprised 

primarily of youth from Filipino families. Because students of Filipino heritage represented the 

largest Asian/Asian American group of students at all three school sites and their levels of 
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academic achievement (based on API scores) were higher than their peers of different racial-

ethnic backgrounds, they may have been more susceptible to MMS compared to Filipino 

American high school students in different school contexts with larger, more diverse populations 

wherein Filipino students do not constitute a critical mass of the Asian/Asian American student 

population.  

 In addition to developing quantitative measures which directly assess youths’ reactions to 

MMS, research moving forward should incorporate longitudinal study designs with a larger 

sample of Filipino American youth to address current study limitations. Survey items designed to 

examine the psychological consequences of MMS should draw upon qualitative findings from 

the present dissertation to quantify youths’ affective responses to MMS and measure the extent 

to which they feel academically pressured or motivated by MMS. Future longitudinal research 

involving data collection at multiple time points is necessary to further understand the causal 

relationships between Filipino American adolescents’ experiences of the MMS, their social 

relationships, and developmental outcomes. Moreover, longitudinal research with a larger 

sample of Filipino American youth across different regions and school contexts that vary in 

diversity may also shed light on important developmental implications, such as their changing 

perceptions of MMS (e.g., when do youth become aware of MMS?), and how those of Filipino 

heritage internalize and contend with MMS across the lifespan and in differing social contexts 

(i.e., contexts wherein Filipinos do not comprise a critical mass of the Asian American 

population). Longitudinal research would also allow for a better understanding of the potential 

impacts of youths’ changing perceptions of the MMS on their developmental outcomes (e.g., 

academic achievement, psychological adjustment) later in life and in more diverse contexts. As 

some research indicates that Filipinos may be targets of racism more comparable to their Latinx 
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and African American peers (Nadal, 2008; Nadal et al., 2012; Ocampo, 2016), it may be 

worthwhile to examine Filipino American adolescents’ MMS experiences in schools with more 

diverse Asian American student populations in order to examine differences in the racialization 

of Filipino Americans versus other Asian Americans (e.g., East Asians, South Asians, etc.). 

Longitudinal data would also allow researchers to examine the stability of the achievement-

adjustment paradox, and how its occurrence might change amidst shifting social dynamics 

between Filipino American adolescents and their parents and/or peers throughout development.  

Implications for Home and School Contexts 

 Several implications for Filipino American adolescents’ home and school contexts are 

evident based on key findings across Studies 1-3. First, the findings suggest that although MMS 

are positively associated with Filipino American youths’ academic outcomes, these academic 

advantages may come at a cost to their psychological well-being. MMS may be especially 

detrimental to Filipino American youth who exhibit the achievement-adjustment paradox, those 

who feel pressured to meet incredible academic standards, and those who feel like they do not fit 

the stereotype despite recognizing that others often view them through the lens of the MMS. 

Consequently, parents and teachers should work in concert and make conscious efforts to 

disentangle and combat these MMS to avoid confining Filipino American adolescents to MMS 

and to avoid putting additional academic pressures on Filipino American adolescents. 

Results consistently indicated that family relationships were vital to the well-being of 

Filipino American adolescents. Family conflict and lack of family cohesion or parental empathy 

towards youths’ schooling experiences, in particular, were detrimental to their psychological 

adjustment. Thus, parents should be cognizant of how family conflict, oftentimes sparked by 

differences in parent-child educational and occupational expectations and academic pressures, 



130 

 

have significant bearing on their children’s mental health outcomes. Instead, parents and families 

of youth should try to be understanding and supportive of their child’s goals and aspirations, and 

encourage them to do their best by acknowledging their efforts versus constantly focusing on 

meeting academic performance standards.  

In terms of practical implications for Filipino American adolescents’ school contexts, 

results point to the importance of providing students with safe school environments and 

opportunities to cultivate supportive relationships with their peers. As evidenced through 

interviews with participants, close relationships with friends helped support their academic 

achievement, and also allowed youth an outlet for venting and coping with family conflict as 

well as the daily struggles of being a high school student. Bullying, on the other hand, had 

negative consequences for youths’ academic achievement and psychological adjustment 

outcomes. Accordingly, school officials should make explicit efforts to address existing issues 

with bullying at school and take measures to prevent bullying in the future. This would involve 

engaging parents and youth in promoting bullying prevention efforts, educating teachers and 

students about bullying (i.e., providing youth with opportunities to understand what bullying is, 

and discuss its negative impacts), and establishing school rules and policies that encourage 

positive social interactions and create safe school environments (U.S. Department of Health & 

Human Services, 2017). 

Conclusion 

Most of the research on the schooling experiences of Asian Americans, including the role of 

the MMS and its implications for academic achievement and psychological adjustment 

outcomes, has focused on adolescents and adults of East Asian heritage (e.g., Chinese; see 

Kiang, Cheah, Huynh, Wang & Yoshikawa, 2015). The results presented here, however, provide 
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evidence that experiences of MMS are an important and normative part of Filipino American 

adolescents’ high school experiences starting as early as 9th grade (and possibly sooner among 

some students given their astute awareness of MMS).  Because youth experience and internalize 

MMS in varied ways, teachers and parents should be mindful of the potential negative 

implications of MMS. Furthermore, social relationships within home and school contexts matter 

for youths’ psychological adjustment. Thus, it is important to maintain positive and supportive 

social relationships within these most proximal contexts. To better understand the developmental 

implications of MMS and social relationships within home and school contexts, future 

longitudinal research investigating how Filipino Americans’ internalization and perceptions of 

others’ MMS changes and develops throughout the lifespan (from early childhood to adulthood) 

is warranted. While results from the current study are informative and have called attention to the 

pervasiveness of MMS in the lives of Filipino American adolescents and the significance of 

relationships within home and school contexts, future research is needed to fully understand their 

schooling experiences.  
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APPENDIX A: Parent Demographics Questionnaire 
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APPENDIX B: Survey Questionnaire 
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APPENDIX C: Semi-structured Interview Protocol 
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