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Case Study 1: Evidence Based Practice Report
Theme: School/setting Based Interventions for Learning.
How effective are self-affirmation writing interventions in raising the academic
achievement of Black students in the context of susceptibility to stereotype
threat?
Summary
Writing interventions which entail reflecting upon one’s meaningful personal values, are
conceptualised as self-affirmation exercises. They aim to support students by reinforcing
their self-esteem (Cohen, Garcia, Apfel, & Master, 2006). This brief approach proposes to
alleviate the stress and anxiety that Black students may face, when educated in contexts
where a minority status may rehash negative stereotypes about their academic competency.
This is known as “stereotype threat” (Steele & Aronson,1995). This systematic literature
review critically appraises the effectiveness of school-based self-affirmation writing
exercises, in improving the academic achievement of Black students. Six research studies
including students aged 11-15 years old, were examined. Effect sizes were largely
negligible, with one study reporting a medium effect. The findings propose that whilst selfaffirmation writing exercises can demonstrate statistical effects, the impact of these effects
are insubstantial. Educational Psychologists could alternatively explore self-affirmation
interventions that are tailored to the academic outcomes they propose to improve.
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Introduction
The Psychological Theory of Stereotype Threat
Historical theories of intelligence often highlighted differences in academic ability (via
Intelligence Quotient (IQ) testing) between Black students and students of other ethnic
groups (Neisser et al. 1996). Unfortunately, findings of lower performance on such tests by
Black students, were attributed by Educational Psychologist Arthur Jensen to racial
differences in genetics (Jensen, 1972).
Whilst such views remain unfounded (Neisser et al. 1996), they have had implications in the
enduring existence of negative stereotypes about the academic competency of Black
students. The extent of this impact has been examined within psychological literature as
“stereotype threat” (Steele & Aronson, 1995). Stereotype threat has been conceptualised as
the psycho-social experience of belonging to a group which has been the recipient of
negative typecasts regarding theories of intelligence; whereby awareness of such theories
can contribute to the development of “inferiority anxiety” when faced with threats in an
academic environment (Steele & Aronson, 1995)
Regardless of whether an individual subscribes to the stereotype, simply sharing
membership to their ethnic group can make them susceptible to its effects (Hanselman,
Rozek, Grigg, & Borman, 2017). Such effects include impediments upon one’s performance
and achievement through the experience of arousal and stress (Cohen et al. 2006) and the
development of a negative self-consciousness which prompts personal worries (Taylor &
Walton, 2011). Both experiences are thought to inhibit a student’s ability to effectively
engage in a learning task; through impeding skills such as the ability to manage cognitive
load (Taylor & Walton, 2011). The outcomes of these experiences can extend to attributions
about one’s belonging in academic environments and ability to achieve (Pennington, Heim,
Levy, & Larkin, 2016; Taylor & Walton, 2011); which can aid disengagement and result in
lowered academic performance.
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How self-affirmation writing interventions alleviate the impact of stereotype threat
To reduce the harmful impact of stereotype threat, interventions with a socio-psychological
foundation have been proposed to help students change the way they view themselves in
relation to their academic environment and their ability. These interventions range from
increasing the visibility of role models who negate negative typecasts (Shapiro, Williams, &
Hambarchyan, 2013); promoting intergroup similarities (Rosenthal & Crisp, 2006), teaching
students that intelligence can be malleable (Good, Aronson, & Inzlicht, 2003) and affirming
students’ values to promote belonging and reduce stress (Cohen et al. 2006; Shnabel,
Purdie-Vaughns, Cook, Garcia, & Cohen, 2013).
Nevertheless, all interventions centre on the concept of increasing student belonging within
academic environments and appear to draw upon theories of belonging (Shnabel et al.
2013). Such theories (Baumeister & Leary, 1995; Maslow, 1943) propose that belonging is a
fundamental human psychological need which serves as a prerequisite to be able to selfactualise and achieve one’s full potential. This also includes academic potential; whereby
experimental evidence has shown that social exclusion can lead to large decrements in
school test performance and on IQ tests (Baumeister, Twenge, & Nuss, 2002); through
diminishing information processing, logic and reasoning skills.
Self-affirmation interventions are thought to be most simply and effectively employed prior to
academic testing (Cohen et al. 2006), by having students select a list of values and then
engage in affirmative writing regarding those values. This is thought to negate stereotypes
and consequently reduce the cognitive load and defences (Bowen, Wegmann, & Webber,
2013). Most namely, Cohen et al. (2006) designed a self-affirmation intervention which
demonstrated noteworthy effectiveness for Black students. The intervention was deemed to
have long term effects of raising these students’ Grade Point Averages (GPA) up to 0.41
points and reducing the Black-White student achievement gap by up to 40% (Cohen et al.
2006; Cohen, Garcia, Purdie-Vaughns, Apfel, & Brzustoski, 2009). Thus, this research
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serves as the foundation of this review; whereby replicable studies were sought in order to
establish consensus within the literature on the effectiveness of this intervention.
Rationale and Relevance to the practice of Educational Psychologists
Whilst stereotype threat has existed within literature since 1995, a surge in interventions in
the United States coincided with the No Child Left Behind Act (2002-2015); which focused
on addressing the achievement gap of minority ethnic groups. Extensive literature explores
the achievement gap in the context of stereotype threat amongst Black students (Cohen et
al. 2009; Ladson-Billings, 2006; Steele & Aronson, 1995).
Similarly, within the UK, long-standing concerns over the achievement of some Black
students 1 have been raised (Rampton, 1981) and more recently regarding their exclusion
from school (Rollock, Gillborn, Vincent, & Ball, 2015; Timpson, 2019) and overrepresentation
in alternative educational provisions (Department for Education, 2019). In a review exploring
the achievement gap over the last 25 years (Gillborn, Demack, Rollock, & Warmington,
2017) practice such as specialist provision placements and Ethnic Minority Achievement
Grants (EMAG) have been highlighted as ineffective in ameliorating the gap. Black students
remain one to two and a half times more likely to underachieve (Gillborn et al. 2017). This
extends to university education whereby a 25.3% gap exists between Black and White
students qualifying with a First or 2:1 degree (Higher Education Statistics Agency, 2017).
With the SEND Code of Practice (2014) extending the remit of Educational Psychologists to
work with children and young people until the age of 25, it is paramount to explore schoolbased interventions that can re-shape the educational trajectories and consequently life
outcomes of Black students.
Additionally, another publication by the Department for Education (Graham, White, Edwards,
Potter, & Street, 2019) has placed an emphasis on pupils’ sense of belonging and wellbeing

1 The concerns predominantly centre on children of Black Caribbean / West Indian heritage, although
some data has used the term “Black” to also include children of Black African heritage.
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and the proactive application of equality principles as avenues for school development.
Feeling undervalued and the experience of being negatively racially stereotyped was
highlighted as a factor that prompted disengagement amongst pupils; reiterating the
literature on stereotype threat. Furthermore, Educational Psychologists Hamilton and
Morgan (2018) found that Black students 2 who transferred from alternative provision to
Further Education named belonging as a key factor to their success. The authors
recommended that Educational Psychologists are best placed to work with schools to
facilitate changes in practice, to increase learner attainment, pupil wellbeing and a sense of
belonging. This work can manifest in Educational Psychologists implementing effective
school-based interventions which target belonging and achievement.
Whilst systematic reviews in the UK exist on the concept of stereotype threat (Pennington et
al. 2016), at present there are few systematic reviews that have specifically looked at
interventions which target it. Where these exist, reviews have considered a range of different
interventions as interchangeable or looked at the effectiveness of the interventions through
combining samples of different ethnic groups (Shapiro et al. 2013). This approach makes it
difficult to distinguish the particular effectiveness of an intervention for Black students. In one
review where this has been done (Aronson, Cohen, & McColskey, &, 2009), just three
interventions were considered, yet all were distinctly different. Thus, this review aims to
specifically evaluate the effectiveness of self-affirmation writing interventions in raising the
academic achievement of Black students.
Review Question:
How effective are self-affirmation writing interventions in raising the academic achievement
of Black students in the context of susceptibility to stereotype threat?

2

Contact was made with the authors who confirmed the demographics of their sample
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Literature Search:
A systematic literature search was conducted on 31st December 2019. Table 1 indicates the
search terms entered into ERIC, PsychINFO, Web of Science and The Cochrane Library
databases and the filters applied. The terms include a variation of demographic descriptors
that may refer to students whose ethnicity is Black. In addition, the terms include variations
of the terminology used to measure academic outcomes. Within the literature on stereotype
threat, measures of attainment and achievement have both been used; sometimes
interchangeably (Selm, Peterson, Hess, Beck, & McHale, 2019; Steele & Aronson, 1995).
Terms such as “attainment gap” or “achievement gap” have also been included to gather
studies that consider the impact of interventions in raising attainment of Black students,
relative to pupils belonging to other ethnic groups.
120 studies resulted from the search. Table 2 displays the inclusion and exclusion criteria for
screening studies. Figure 1 – a PRISMA flow diagram illustrates the study selection
procedure. Six studies were included in this review for critical appraisal (Appendix A, Table
7). Appendix A also includes tables of the excluded studies and the rationale.
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Table 1.
Search Terms for Databases
Participants
Black Students
OR Black
American
Students OR
African American*
Students OR
Black Brit*
Students OR
Black Caribbean*
Students OR AfroCaribbean*
students OR
AfricanCaribbean*
Students OR
African* Students
OR African
Descen* Students
Black Pupils OR
Black American
Pupils OR African
American* Pupils
OR Black Brit*
Pupils OR Black
Caribbean* Pupils
OR AfroCaribbean* Pupils
OR AfricanCaribbean* Pupils
OR African* Pupils
OR African
Descen* Pupils

Intervention
AND

Stereotype
Threat
Intervention*
OR Reducing
stereotype
threat*

Outcome
AND

Attainment OR achievement OR
Academic achievement OR
Academic attainment OR academic perform*
OR academic outcome*OR attainment
outcome*
Achievement gap OR
Attainment gap OR academic success OR
attainment success

Note. Filters were applied to limit the search to publications in the English language (as for the purpose of this review, it was not
possible to access or translate literature in other languages) and from the year that the concept of stereotype threat was first
published - 1995 (Steele & Aronson, 1995).
*truncation signifies that searches can yield results for variations of the word. For example, descen* can also yield results for
‘descent’ and ‘descendants’.
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Table 2.
Inclusion and Exclusion Criteria and Rationale for Screening Studies.
Inclusion criteria

Exclusion criteria

Rationale

1. Participants
in the
sample

Any self-identifying Black students
including anyone of African descent
such as African American, Black
Caribbean, Black African, AfricanCaribbean etc.

Other ethnic groups that do not self-identify as Black or of African
descent, studies that included Black students but have no focused
analysis on Black students and studies that do not focus on a
student population.

This review is focused on selfaffirmation interventions for Black
students.

2. Intervention

Self-affirmation interventions carried out
in an educational setting with pupils of
school age (i.e. 5 years old up to and
including 16 years of age – or the
equivalent of Year 1 –Year 11).

Interventions carried out at home or in the community or with
pupils who are not of school age e.g. college or university
students.

Stereotype threat is conceptualised as a
function of situational threats in an
academic environment (Steele &
Aronson, 1995). The review focuses on
school-based interventions.

3. Outcomes

Attainment or achievement outcomes in
relation to academic e.g. GPA and
other measures of test performance.

Non-academic outcome measures e.g. recall or matching tasks
and studies which do not report any outcomes.

The review is focused on academic or
attainment outcome measures. These
have more ecological validity pertaining
to school achievement.

4. Design

Randomised Control Trials (RCT) or
Quasi Experimental Studies which
include a control condition.

Studies which do not implement experimental conditions or are
qualitative or correlational. Reviews, articles and meta-analyses
are also excluded. Follow up studies are also excluded if they
include the same sample or data set as studies already selected
for the review.

In order to establish effectiveness of an
intervention, controlling for additional
variables needs to be considered.
Correlational designs and other nonexperimental designs do not allow for
this (Petticrew & Roberts, 2003)

5. Country
where the
research

Anywhere in the UK, USA or any other
country which is a member of the
Organisation for Economic Cooperation and development (OECD) as
they share educational policies and

Studies conducted in Non – OECD countries and countries where
Black students do not make up a minority population.

Black students who reside in countries
with educational contexts similar to the
UK are included as they may also
experience stereotype threat and be
susceptible to the achievement gap
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Exclusion criteria

Rationale

may be more likely to share an
educational system that is similar in
structure and content to the UK. To be
selected the country must also have a
population of Black students who make
up a minority ethnic group as they are
more likely to experience stereotype
threat than Black students in countries
where they make up a majority of the
population.
Any studies from 1995 to present
published in a peer-reviewed journal

(Gillborn et al. 2017; Ladson-Billings,
2006; Pennington et al. 2016) and thus,
the effectiveness of the intervention may
also be likely to be replicable in a UK
context.

Any studies that are prior to 1995 and publications that are not
from peer-reviewed journals

9

Stereotype threat was first
conceptualised after this period (Steele
& Aronson, 1995). Studies prior to this
period may have a different
conceptualisation of the experience.
Non-peer reviewed publications may
contain evidence that has not been
subject to a rigorous peer review
scientific process.
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Figure 1.
PRISMA Flow Diagram of the Study Selection Process
PsychINFO

ERIC

COCHRANE

WEB OF
SCIENCE

n= 52

n= 9

n=8

n = 51

Duplicates and publications
that were not journal articles
removed

Total records
n= 120

n= 22

Studies removed

Title and abstracts
screened for eligibility

(Appendix A, Table 8)

n=98

n=69

Studies removed

Studies screened at full
text for eligibility

(Appendix A, Table 9)

n=29

n=18

Studies screened in
detailed for methods of
data analysis for the
sample

Studies removed due to:

n=11

Exclusion criteria 4

Exclusion criteria 1
n=4

n=1
(Appendix A, Table 10)
Studies included in the
review
n=6
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Table 3.
Mapping The Field: An Overview of the Included Studies
No. Author/s

1

Bancroft,
Bratter &
Rowley
(2017)

Participants
(included in
analyses)
N=514 (of which
Black students =
118)

Study Design

Description of the
Intervention

Measures

Main Findings

Group-based
experimental
design
Intervention group
(value-affirmation
writing task).

Standardised
math
performance
(State of Texas
Assessments of
Academic
Readiness STAAR for
algebra)

Effects of the intervention were
not significant for Black
students on maths measures.

9th Grade students

The value-affirmation
writing exercise
replication Cohen et
al’s (2006) procedure
(see below).

Age= 14-15 years
old
Gender = 52%
Female and 48%
Male
Sampled from 3
public high
schools.

Control group
(value-free general
writing exercise)

2 exercises were
implemented per term
before tests (this
ranged from a few
days before a test or
up to a week before).

Random
assignment to
conditions at
student level.

School 1 =
predominantly
Hispanic student
body
School 2 =
predominantly
Black student body
School 3 = even
representation of
11
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Participants
(included in
analyses)
Hispanic, Black
and White
students in the
student body
N = 598 (of which
Black students
=152).

Study Design

Description of the
Intervention

Measures

Main Findings

Group-based
experimental
design

Grade Point
Average (GPA)
(End of year)

7th Grade and 9th
Grade students

Intervention group
(three intervention
approaches which
included growth
mind-set training,
struggle-story
approach and a
belonging mind-set
writing exercise)

Intervention approach
1: A Growth-Mind-set
video, real-world
application and writing
exercise focusing on
the idea that
intelligence can be
improved with effort.

A significant effect of the group
of 3 interventions such that
Black students in the treatment
group received higher GPA
grades over the school year.
(The authors note this was
significant only for Black
students with high educational
expectations).

Age 12-13 years
old and 14-15
years old
Gender =
descriptive
statistics not
reported
Sample from 2
Schools
School 1 =
predominantly
Black student body
School 2 = a
public high school
with a
predominantly
White student
body

Control group
(study skills
activities and
general writing
exercises)
Random
assignment
to conditions at
student level

Intervention approach
2: A struggle-story
lesson focused on
learning strategies
celebrities used to
overcome their
struggles and then
writing reflections
about the process.
Intervention approach
3: Belonging mind-set
testimonials from
students at the school
were shared and then
students then wrote
about their own
challenges and how to
overcome them.
12

Pre and Post
surveys on
educational
attainment
expectations
(based on a
National Survey)
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No. Author/s

Participants
(included in
analyses)

Study Design

All participants
were socialeconomically
disadvantaged as
indicated by free
school meals or a
reduced price
lunch.

3

Bowen et al.
(2013)
(Experiment
1)

Description of the
Intervention

Measures

Main Findings

Social Studies
Grades
(quarterly)

Significant effects found for all
students (including Black
students) such that selfaffirmation intervention
reduced underachievement in
Social Studies Grades over
time. However, there were no
significant differences between
ethnicities.

Each intervention
takes 45mins to
administer (approx.
total. 2hrs 15mins).
Administered at 2 time
points: one initial
session followed by a
booster session
approx. 5 weeks later.

N=274 (of which
236 were Black
students)

Group-based
experimental
design

6th, 7th and 8th
Graders
Age = 11-14

Treatment group
(writing a selfaffirmation values
essay)

Gender = 50.4%
Female, 49.6%
Male

Control group
(writing a neutral
essay)

Students sampled
from one school.

Random
assignment to
conditions at
student level

80% of the
students received
the lunch program

Kamaria H. Fleary

The value-affirmation
writing task was a
replication of Cohen et
al’s (2006) procedure
(see below).
The writing exercise
lasted 15 minutes.
The intervention was
administered 2 weeks
prior to the end of the
first school testing
period.
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No. Author/s

Participants
(included in
analyses)
which was
indicative of socioeconomic
disadvantage.

Study Design

Description of the
Intervention

Measures

Main Findings

4

N=886 (of which
227 were Black
students)

Group-based
experimental
design

9th graders

Treatment group
(self-affirmation
values writing task)

The value-affirmation
writing task was a
replication of Cohen et
al’s (2006) procedure
(see below).

Student English
grade for the
term, STAAR
Reading and
Algebra scores.

No significant effects for the
treatment on Black student’s
English grade or STAAR
Algebra grade. However
significant reverse effects were
found for the treatment on
Black student’s STAAR
reading grade (especially for
those attending a school
where the study body was
predominantly Black).

Bratter,
Rowley &
Chukhray
(2016)

Age= 14-15 years
old
Gender= 50%
Female 50% Male
3 public schools
School 1 =
predominantly
Black student body

Control group
(neutral writing
task)
Random
assignment to
conditions at
student level

The writing exercises
lasted between 1520mins.
4 exercises were
administered
throughout the
academic year, at 3
days or less, prior to
school tests.

School 2 =
predominantly
Hispanic student
body
School 3 = student
body was equally
representative of
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No. Author/s

Participants
(included in
analyses)
Black, Hispanic
and White
students.

Study Design

Description of the
Intervention

Measures

Main Findings

5

N=133 (of which
51 were Black
students

Group-based
experimental
design

GPA grades
(termly)

7th graders

Treatment group
(self-affirmation
values writing task)

Students are
presented with a list of
12 values from which
they select 2 or 3.
They then write about
how meaningful each
of the values are
personally to them;
giving two reasons
why and then rating
their agreement with
the values.

Higher grades were achieved
by Black students in the
treatment condition vs control
conditions. Those who
benefitted the most were the
lowest performing students.

Cohen et al.
(2006)
(Experiment
1)

Age=12-13 years
old
Gender = 55%
Female, 45% Male
All the students
were from middle
to lower-middle
class families.

Control group
(values writing task
about other
people)
Random
assignment to
conditions at
student level.

The control group
repeat this process,
instead writing about
why the values are of
importance to
someone other than
themselves.
The writing exercises
lasted 15mins.
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6

Shnabel et
al. (2013)
(Study 1
only)

Participants
(included in
analyses)

Study Design

N=355 (of which
Black students
=169)

Group-based
experimental
design

7th graders

Treatment group
(self-affirmation
values
intervention)

Age = 12-13 years
old
Gender= 52%
Female, 48% Male
The student body
of the school was
around 50/50
between Black
students and
White students.
Middleclass to
lower-middle class
socio-economic
status

Control group
(values writing
exercise focused
on other people)

Random
assignment within
classrooms

Kamaria H. Fleary

Description of the
Intervention
One exercise was
completed in
Experiment 1.
The value-affirmation
writing task was a
replication of Cohen et
al’s (2006) procedure
(see above).
The control group
repeat this process,
instead writing about
why the values are of
importance to
someone other than
themselves.
2 of the 3 cohorts
completed a follow up
exercise one month
later - although only
the first intervention
exercise was included
in the analyses.
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Measures

Main Findings

Post-intervention
change in GPA
from their grades
from the first term
of the 7th Grade.

Significant effects found for
improving the GPA of Black
students in the treatment
condition for the valueaffirmation intervention. (The
authors argue that this was
specifically due to writing
about the value of belonging).
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Critical Appraisal of the Reviewed Studies:
In order to provide a synthesis of the research studies; Gough's (2007) Weight of Evidence
(WoE) framework was employed. It consists of making three judgements (A, B and C)
regarding WoE A - the quality of the evidence in relation to studies of the same type, WoE B
- the appropriateness of the methodology in providing evidence in relation to the review
question, and WoE C – an evaluation of the suitability of the characteristics of the research
evidence to answering the review question. All criteria can be found in Appendices B, C and
D.
In undertaking judgements for WoE A, the Gersten et al. (2005) coding protocol (Appendix
B) was employed as all studies were experimental field designs carried out in schools. The
protocol is suitable as it allows for an evaluation of the quality of the methodologies
employed in experimental group and quasi-experimental designs within education. The
protocol consists of two sub-sets of questions which entail “Essential Quality Indicators” and
“Desirable Quality Indicators.” In order to allow for more scrutiny between the quality of the
evidence in the areas of comparability of the experimental and control groups, fidelity of the
intervention and the use of appropriate outcome measures, the protocol was adapted to
include further sub-questions outlined in the descriptive criteria in Gersten et al's (2005)
publication. Scores from each sub-set of indicators were summed and weighted according
to Gersten et al's (2005) criteria, to give an overall WoE A weighting of Low = 1, Medium = 2
and High= 3.
Each study was then appraised for the suitability of the methodology (WoE B) and the
suitability of the characteristics of the research (WoE C) in providing evidence for the review
question. WoE B judgements were made based on Petticrew and Roberts (2003) typology of
evidence. WoE C was comprised of an average of judgements regarding the implementation
of the intervention, sample, context and the outcome measures utilised. WoE A, B and C
judgements are averaged. This gives an overall weight of evidence evaluation of the extent
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to which each study contributes relevant quality research evidence, to the review question –
WoE D (Gough, 2007) (Table 4).
Table 4.
Weight of Evidence (WoE) Ratings
Studies
Bancroft et al.
(2017)

WoE A
1
(Low)

WoE B
3
(High)

WoE C
1.67
(Medium)

WoE D
1.89
(Medium)

Binning et al.
(2019)

1
(Low)

3
(High)

1.67
(Medium)

1.89
(Medium)

Bowen et al.
(2013)

1
(Low)

3
(High)

1.33
(Low)

1.77
(Medium)

Bratter et al.
(2016)

3
(High)

3
(High)

2.67
(High)

2.89
(High)

Cohen et al.
(2006)

1
(Low)

3
(High)

1.67
(Medium)

1.89
(Medium)

Shnabel et al.
(2013)

1
(Low)

2.5
(High)

2
(High)

1.83
(Medium)

Note. <1.4 = Low, 1.5-2.4=Medium, >2.5=High
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Characteristics of the included studies:
Participants
The review consists of six studies conducted in the United States, published between 2006
and 2019 (Table 5). Taken together, the studies encompassed a total of 2,870 participants,
of which 1,015 were Black students. The samples of Black students ranged from 51 (Cohen
et al. 2006) to 236 (Bowen et al. 2013). Most of the studies reported roughly an equal
balance of male and females in the sample. These studies received higher WoE A ratings as
they reported whether such gender characteristics were comparable across conditions;
increasing the likelihood of eliminating whether experimental effects were due to other
differences in characteristics. One study (Binning et al. 2019) did not report the descriptive
statistics by gender and thus, received lower WoE A ratings on criteria assessing salient
differences between participants. The participants in the study ranged from 11-15 years old
(6th-9th Grade); with four of the six studies replicating the methods of the original study by
Cohen et al. (2006), by focusing on pupils in the 7th Grade (age 12-13) preparing for
transition to High School; where academic challenges may be more prominent (Binning et al.
2019). Three studies consisted of pupils from public schools (Bancroft et al. 2017; Binning et
al. 2019; Bratter et al. 2016). Two studies included a high proportion of students of socioeconomic disadvantage (Bowen et al. 2013; Binning et al. 2019). Studies which included
schools (or combined school samples) with a more heterogeneous ethnic composition,
received higher ratings on WoE C (Bancroft et al. 2017; Binning et al. 2019; Bratter et al.
2016). This is because the school context of these studies may more readily reflect an
environment of a minority student status; wherein stereotype threat most often occurs
(Hanselman, Bruch, Gamoran, & Borman, 2014).
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Study Design
All studies included in the review employed student-level randomisation procedures with the
exception of the research by Shnabel et al. (2013) which was randomised at class level.
Random assignment at individual level may be less likely to be confounded by existing group
differences in the characteristics of a class (Hutchison & Styles, 2010) and can potentially
heighten the confidence in the intervention’s ability to produce true effects. Thus, the study
by Shnabel et al. (2013) received a slightly lower rating of 2.5 for WoE B as it satisfied all but
one of the criteria for a high rating. All the studies also included control groups which
consisted of Black students. This enabled a comparison of the interventions effectiveness for
Black students as an individual ethnic group and thus received higher ratings. In addition, all
studies included a pre-measure of achievement prior to the intervention taking place and a
post-measure of achievement. With the exception of the aforementioned critiques of Shnabel
et al. (2013)’s randomisation procedures, all studies received high ranks on WoE B.
Intervention
Five studies replicated Cohen et al’s (2006) intervention (Table 3); which entailed students
writing for 15-20 minutes about values that were of importance to them. The control groups
either wrote about the importance of these values to someone else (Cohen et al. 2006;
Shnabel et al. 2013) or a general writing task that was not focused on values (Bancroft et al.
2017; Bowen et al. 2013; Bratter et al. 2016). One study (Binning et al. 2019) implemented a
three-part self-affirmation writing intervention which focused on growth mind-set, struggle
stories and belonging mind-set strategies to overcome difficulties. Each of the three
interventions required a 45 minute delivery. To establish the effectiveness of self-affirmation
interventions; delivery prior to an upcoming testing period was essential to all studies. The
interventions ranged from being delivered between 3 days to 2 weeks prior to school tests.
Studies which implemented the intervention at more than one time point received higher
ratings on WoE C (Bancroft et al. 2017; Bratter et al. 2016; Shnabel et al. 2013) as they
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allow the long-term effects upon grade trajectories to be explored and can provide insight
into critique that a brief one-time intervention can have dramatic effects upon academic
achievement (Bowen et al. 2013). The time between the initial interventions and the booster
sessions, ranged from between one month to one term. Studies which administered the
interventions simultaneous to other interventions received lower ratings for WoE C (Binning
et al. 2019), as it is difficult to disentangle the sole effects of the self-affirmation intervention.
Measures
Three studies (Binning et al. 2019; Cohen et al. 2006; Shnabel et al. 2013) replicated the
use of Grade Point Average (GPA) as a global outcome measure of academic achievement
as in Cohen et al’s (2006) original study. GPA is a teacher rating which can be comprised of
academic scores on assessments for a range of subject areas. However, some researchers
(Siegal & Anderson, 1991) have noted there can be considerable variability across schools
in which subjects are taken into account for the GPA score and whether these subjects are
more heavily weighted. Consequently, some variations in its conceptualisation can exist
meaning it is not a completely standardised measure of academic achievement. However,
for use in field experiments, GPA can give a study high ecological validity. Although, the
reliability of GPA as a measure of academic achievement has been found to range from just
under the acceptable level (.64) to excellent (.94) (Bacon & Bean, 2006). Therefore, studies
utilising GPA as measures received medium ratings on WoE C, compared to studies which
utilised standardised global measures of academic performance (Bratter et al. 2016) such as
the State of Texas Assessments of Academic Readiness (STAAR); which received high
ratings. This measure assesses the student’s application of knowledge and skills from the
curriculum. The Human Resources Research Organization, (2016) reports the projected
reliability of the STAAR from .79-.92 for the subscales of Writing, Reading, Maths, Science
and Social Studies. Additionally, the inter-rater reliability ranges from 86.2-98.8%;
demonstrating very good reliability. Similarly, Bancroft et al. (2017) utilised a singular Maths
measure of the STAAR. One study used Social Studies grades (Bowen et al. 2013) though
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information on the standardisation and reliability of this measure was not available. Thus,
these studies received low ratings for WoE C outcome measures, as their ability to measure
academic achievement is unknown.
Outcomes
Three studies reported significant effects in improving academic outcomes for Black
students (Binning et al. 2019; Cohen et al. 2006; Shnabel et al. 2013). One study (Bowen et
al. 2013) found significant effects of the intervention on all students in the treatment group,
which also included Black students. This study was also the only publication where the
authors reported the effect size (hedge’s g = .57). In order to make a consistent comparison,
effect sizes were calculated using Lipsey and Wilson’s (2001) formula where the
unstandardised Beta regression co-efficient is divided by the standard deviation to give a
Cohen’s d value. Cohen’s (1988) d descriptors were used to describe the effect size (Table
5).
Bowen et al. (2013) reported a medium effect size (d=.57) for self-affirmation interventions
on Social Studies Grades. However, this effect was found for all students in the intervention
group and there were no significant differences by ethnicity; meaning the intervention was
suitable for all students regardless of ethnicity. Even though this study had a medium WoE D
rating, the outcomes of this study would be considered to be of higher value as it is likely that
the findings can be applied in schools as a universal and/or targeted intervention.
Binning et al. (2019) also found significant effects upon GPA, but these were negligible
(d=.11) and only pertained to Black students with high educational expectations. This study
also had a medium WoE D rating. Whilst the outcomes of this study pertain to a specific
group (i.e. Black students with high educational expectations), the findings from this study
may be considered to be of minimal value in that the intervention shows outcomes for a
group that may be least likely to present needs for an educational intervention. Thus, the
intervention may be ineffective for the most vulnerable Black students who may be
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underachieving. Nevertheless, the intervention maybe useful in supporting Black students
with high educational expectations to continue to thrive in their progress.
The original intervention designed by Cohen et al. (2006) found significant effects of the
intervention on GPA for Black students, but again, these effects were also negligible (d=.18).
This study also received a medium WoE D rating, and despite receiving a high WoE B rating
for its methodology, it seems that its ability to produce substantial targeted effects for Black
students was minimal. Thus, the findings of this study may mean that the intervention may
only have a very small real-world effect for Black students.
Shnabel et al. (2013) also found significant effects of the self-affirmation intervention upon
GPA and this was a marginally small effect (d=.2) and only met Cohen’s (1988) descriptive
criteria after rounding up the original value of d=.195. Similarly, this study also had a WoE D
rating of medium and again it is likely that the outcomes of the intervention are well
exceeded by the level of investment required by students and teachers.
Lastly, Bratter et al. (2016) was the only study to report significant reverse effects of the
intervention in reducing reading grades (d=-.08), although these were also negligible.
Interestingly, this study was the only study to receive a high ranking for WoE D. It seems that
despite high quality evidence and a sound methodology, the interventions ability to predict
either an increase or a decrease in academic performance is not substantial enough to be
recommended for use in educational settings.
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Table 5.
Effect Sizes for Intervention Outcomes
Study

Sample
Size

Measure

Outcomes

Reported
Statistics

Bancroft et
al. (2017)

N= 514

STAAR
algebra
grades

β=71.505
SEM =
137.927
Calculated
SD = 3127.02

Binning et
al. (2019)

N = 598

End of year
GPA

Bowen et
al. (2013)

N = 274

Quarterly
Social
Studies
Grades

No significant
effects of the
intervention
found for
Black
students.
A significant
effect
(p<0.01) of
the group of 3
interventions
was found,
but accounted
for by Black
students with
high
educational
expectations.
Significant
effects
(p<0.01) of
the
intervention
found for all
students

β=0.25
SEM = 0.09
Calculated
SD=2.2

Power
Effect Size
(Calculated
with G*
Power) and
sample size
required
0.95
d=.02
N=863
Underpowered

95% CI

Descriptor

WoE D
Descriptor

-0.150.20

Negligible

1.89
Medium

0.95
N=215
Sufficiently
powered

d=.11

-0.050.27

Negligible

1.89
Medium

Converted
to Cohen’s
d=.57

-

Medium*

1.77
Medium

Hedges g =.57 0.95
N=38
Sufficiently
powered
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Study

Sample
Size

Bratter et
al. (2016)

N = 886

Cohen et
al. (2006)

N = 133

Measure

Outcomes

(including
Black
students), but
this did not
differ by
ethnicity.
STAAR
No significant
reading,
effects of the
algebra
intervention
and English found.
grades
Significant
(p<0.001)
reverse
effects found
for Black
student’s
STAAR
reading
grades.

Fall term
GPA

Significant
effects
(p<0.05) of
the
intervention
found for
Black
students

Kamaria H. Fleary

Reported
Statistics

Power
(Calculated
with G*
Power) and
sample size
required

Effect Size

95% CI

Descriptor

WoE D
Descriptor

Intervention
regressed on
STAAR
reading when
interaction
effects
between
school type
and treatment
are included in
the model.
β=97.80
SEM=41.98
Calculated
SD=1249.57
β=.29
SEM=.14
Calculated
SD= 1.61
(Values
obtained from
the online

0.95
N=281
Sufficiently
powered

d= -.08

-0.210.05

Negligible

2.89
High

0.95
d=0.18
N=155
Underpowered

-0.160.52

Negligible

1.89
Medium
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Study

Shnabel et
al. (2013)

Sample
Size

N = 355

Measure

GPA

Outcomes

Significant
effects (p<
0.001) of the
valueaffirmation
intervention
when it
focused on
belonging for
Black
students

Kamaria H. Fleary

Reported
Statistics

supplementary
information)
Intervention
(focused on
belonging
values only)
regressed on
outcomes
β=.347
SEM = .095
Calculated SD
= 1.79

Power
(Calculated
with G*
Power) and
sample size
required

Effect Size

95% CI

Descriptor

WoE D
Descriptor

0.95
N=130
Sufficiently
powered

d=.2
(only
significant
through
rounding
up d=.195)

-0.010.40

Small

1.83
Medium

Note. Cohen’s d effect sizes are typically assigned the labels of “small” if d=0.2, “medium” if d=0.5 and “large” if d=0.8.
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Conclusions and Recommendations:
Summary of the Review
This review examined the effectiveness of self-affirmation interventions in raising
achievement for Black students in the context of susceptibility to stereotype threat. Of the six
studies reviewed, five studies were of medium quality and one (Bratter et al. 2016) was
ranked as high. Five of the studies attempted to replicate the original intervention devised by
Cohen et al. (2006) enabling the review to explore how replicable the findings of the
intervention were.
Four studies reported significant effects. Of these four, three employed GPA as an outcome
measure suggesting that the intervention has little effects on individual standardised
measures such as the STAAR, but can be effective upon overall academic achievement
measures such as GPA. However, only one of these reported a medium effect size, whilst
the others were marginally small or negligible. Of note, Bratter et al. (2016) found evidence
of self-affirmation interventions demonstrating reverse effects in reducing academic
achievement for standardised reading outcomes (STAAR – Reading); although the effect of
this was also deemed negligible.
Overall, the findings of this review suggest that whilst self-affirmation interventions are
simply employable classroom strategies that have statistically significant results, the effect
sizes generally suggest that the extent of the impact upon the academic achievement of
Black students is negligible. This is supported by prior views (Bowen et al. 2013) that has
raised scepticism over Cohen et al’s (2006) proposal of a15 minute intervention contributing
to dramatic changes in academic achievement.
As a socio-psychological based intervention, it is plausible that the medium effects
demonstrated by Bowen et al. (2013), could have been due to a focus on Social Study
Grades as an outcome. This measure of sociological knowledge could be said to be closely
related to the socio-psychological content of the intervention. It is reasonable to hypothesise
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for studies which utilised GPA as an outcome, whether the effects are due to higher
weighting or inclusion (Seigal & Anderson, 1991) of socio-psychological subjects as part of
their GPA; resulting in contributing more prominently to the overall effects found in measures
of academic achievement. Null effects found on individual measures (e.g. STAAR algebra)
may be due to the unlikelihood of the socio-psychological self-affirmation intervention
targeting factors such as motivation or specific learning needs, which may prevail even if
stereotype threat has been alleviated (Aronson et al. 2009).
Limitations
This review contained extensive inclusion and exclusion criteria which afforded only six
studies to be critically appraised. Much more research presently exists on the impact of selfaffirmation interventions in contexts where threat is deemed to be higher (Hanselman et al.
2014). The studies included in the present review, did not explicitly manipulate the
experience of stereotype threat and rather presumed homogeneous susceptibility to its
effects based on ethnic group membership. This may not be the case as Binning et al.
(2019) demonstrated variations in effects amongst Black students with different educational
expectations. It is likely that a more comprehensive review that encompasses studies with
explicit manipulation of stereotype threat such studies, may yield different conclusions.
Secondly, this review began with an attempt to explore whether self-affirmation interventions
could be applicable to a UK context. This was not possible as the studies included in the
review were all conducted in the United States and largely by persons belonging to the same
research teams. Thus, a more comprehensive review could allow for potential variations in
effectiveness of the intervention by context to be explored, as well as to gather a wider range
of evidence from a range of independent researchers.
Lastly, this review included a range of studies which all utilised various outcomes measures
of academic achievement and this limits the ability to draw a consensus on the findings with
regards to academic achievement.
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Areas of Further Research
Future research may wish to specifically explore self-affirmation interventions that focus on
the affirming academic competency. For example, teaching concepts of malleable
intelligence has been found to effectively improve standardised test performance for minority
students (Good et al. 2003). In line with the outlined limitations that self-affirmations rooted in
belonging may not change motivation, effort or learning needs, (Aronson et al. 2009), it is
likely that interventions which focus on malleable intelligence, may specifically target the
outcome measures of standardised test performance more effectively.
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.
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Black students
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1= Sample does not focus on
Black students

1= Sample does not focus on
Black students

4= Non-empirical publication

1= Sample does not focus on
Black students

1= Sample does not focus on
Black students

4= Non-empirical publication.

1= Sample is not focused on
Black students

1= Sample is not focused on
Black students.

1= Sample does not focus on
Black students
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Studies Excluded at Full Text Review
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Table 10.
Studies Excluded After Examination of Method and Data Analysis
Reference
Borman, G. D., Grigg, J., & Hanselman, P.
(2016). An Effort to Close Achievement
Gaps at Scale Through Self-Affirmation.
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Borman, G. D., Grigg, J., Rozek, C &
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Intervention on Students’ Academic
Outcomes across Middle and High School.
In Society for Research on Educational
Effectiveness. 1-11.
Cohen, G. L., Garcia, J., Purdie-Vaughns,
V., Apfel, N., & Brzustoski, P. (2009).
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achievement gap. Science, 324(5925),
400–403.
Hanselman, P., Bruch, S. K., Gamoran, A.,
& Borman, G. D. (2014). Threat in Context:
School Moderation of the Impact of Social
Identity Threat on Racial/Ethnic
Achievement Gaps. Sociology of Education,
87(2), 106–124.
Protzko, J., & Aronson, J. (2016). Context
Moderates Affirmation Effects on the Ethnic
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and Personality Science, 7(6), 500–507.

Exclusion and Inclusion Criteria Code
4= The design has combined Black
students with pupils of other ethnicities and
analyses does not permit examination of
individual effects.
4= The design has combined Black
students with pupils of other ethnicities and
analyses does not permit examination of
individual effects.

4= Follow up study combining samples from
another study included in the review

4= The design has combined Black
students with pupils of other ethnicities and
analyses does not permit examination of
individual effects.

4= The design has combined Black
students with pupils of other ethnicities and
analyses does not permit examination of
individual effects.
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Appendix B: Weight of Evidence A
Coding Protocol:
Gersten, R., Fuchs, L. S., Compton, D., Coyne, M., Greenwood, C., & Innocenti, M.
S. (2005). Quality indicators for group experimental and quasi-experimental research
in special education. Exceptional Children, 71(2), 149–164.
This protocol was adapted to also include the descriptive criteria from the published
paper. In addition, I have tailored the questions by providing relevant examples of
criteria that should be considered when exploring the concept of stereotype threat.
Explanations of the adaptations are italicised.
Reference of the study:
Bancroft, A., Bratter, J., & Rowley, K. (2017). Affirmation effects on math scores: The
importance of high school track. Social Science Research, 64, 319–333.
ESSENTIAL QUALITY INDICATORS
A. Quality indicators for describing participants:
Criteria satisfied?
Criteria 1.
Was sufficient information provided to
Overall Quality Indicator
determine/confirm whether the
Met for criteria 1?
participants demonstrated the
☒ Yes
disability (ies) or difficulties
☐ No
presented?
☐Partially met
(For the purpose of this systematic
literature review, the focus of this
question will be refined to focus on
the concept of belonging to an ethnic
group susceptible to stereotype
threat, as a presenting difficulty).

Sub questions
considered
within the
rating

Individuals included in the study met
the requirements of the definition of
susceptibility of stereotype threat
presented?

☒ Yes
☐ No
☐ N/A
☐ Unknown/Unable to Code

Additional demographic and socioeconomic information provided?
(e.g. Ethnicity, Gender, School
Demographics/Student Body, Free
School Meals etc)

☒ Yes
☐ No
☐ N/A
☐ Unknown/Unable to Code

Group differences on salient variables
and characteristics are presented?
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☒Yes
☐ N/A
☐ Unknown/Unable to Code
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Criteria 2.

Were appropriate procedures used to
increase the likelihood that relevant
characteristics of participants in the
sample were comparable across
conditions?

Sub questions
considered
within the
rating

Participants were randomly assigned
to the two conditions?

Administrators of the intervention are
randomly assigned to the two
conditions?

Participants are matched on salient
variables or a stratified assignment
procedure is employed?

Attrition rates between the
intervention and the comparison
group are not substantially different?

Criteria 3.

Was sufficient information given
characterizing the interventionists or
teachers provided? Did it indicate
whether they were comparable
across conditions?
(e.g. all administrators are teachers or
researchers, teachers taught the
same subjects and whether expertise
requirements for delivery of the
intervention are met)?

Kamaria H. Fleary

Overall Quality Indicator
Met for Criteria 2?
☐Yes
☐ No
☒Partially met

☒Yes - within each school
☐ No
☐ N/A
☐ Unknown/Unable to Code
☐Yes
☐No
☐N/A
☒Unknown/Unable to Code
☒Yes - stratified by ethnicity
due to unequal groups
across schools.
☐ No
☐ N/A
☐Unknown/Unable to Code
☐Yes
☐ No
☐ N/A
☒ Unknown/Unable to Codealthough the groups are
similar in sample size
Overall Quality Indicator Met
for Criteria 3?
☒Yes - all teachers were
trained by the researchers
☐ No
☐Partially met

B. Quality indicators for implementation of the Intervention and description of
Comparison Conditions
Criteria 4.
Was the intervention clearly
Overall Quality Indicator
described and specified?
Met for Criteria 4?
☒Yes
☐ No
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☐Partially met
☒Yes
☐ No
☐ N/A
☐ Unknown/Unable to Code

Sub questions
considered
within the
rating

Enough information is provided about
the intervention to allow for replication

Criteria 5.

Was the fidelity of implementation
described and assessed?

Quality Indicator Met for
Criteria 5?
☒Yes - teachers were
required to report on the
success and failure, student
enjoyment and suggestions
for future implementation
☐No
☐Partially met

Criteria 6.

Was the nature of services provided
in comparison conditions described?

Quality Indicator Met for
Criteria 6?
☒Yes
☐ No
☐Partially met

(e.g. conceptual underpinnings,
detailed instructional procedures,
teachers actions and language, use
of instructional material and what
students are required to do and day)?

C. Quality indicators for outcome measures
Criteria 7.

Were multiple measures used to
provide an appropriate balance
between measures closely aligned
with the intervention and measures of
generalised performance?

Quality Indicator Met for
Criteria 7?
☒ Yes - two measures of
maths skills were used – A
PSAT maths exam and
STAAR algebra exam.
☐No
☐Partially met

Criteria 8.

Were outcomes for capturing the
intervention’s effect measured at the
appropriate times?

Quality Indicator Met for
Criteria 8?
☒ Yes
☐No
☐ Partially met

D. Quality indicators for data analysis
Criteria 9.
Were the data analysis techniques
appropriately linked to key research
questions and hypotheses? Were
they appropriately linked to the unit of
analysis in the study?
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Quality Indicator Met for
Criteria 9?
☒Yes
☐ No
☐Partially met
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Criteria 11.
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Did the research report include not
only inferential statistics but also
effect size calculations?

Quality Indicator Met for
Criteria 10?
☐ Yes
☒No - effect sizes not
reported, but statistics to
compute them are available
☐Partially met
DESIRABLE QUALITY INDICATORS
Was data available on attrition rates
Overall Quality Indicator
among intervention samples? Was
Met for Criteria 11?
severe overall attrition documented?
☐Yes
If so, is attrition comparable across
☐No
samples? Is overall attrition less than
☐ N/A
30%?
☒Unknown/Unable to Code

Criteria 12.

Did the study provide not only internal
consistency reliability but also testretest reliability and interrater
reliability (when appropriate) for
outcome measures?

Sub questions
considered
within the
rating

Were data collectors and/or scorers
blind to study conditions and equally
(un)familiar to examinees across
study conditions?

Criteria 13.

Were outcomes for capturing the
intervention’s effect measured
beyond an immediate post-test?

Overall Quality Indicator
Met for Criteria 13?
☒ Yes
☐ No
☐ N/A
☐ Unknown/Unable to Code

Criteria 14.

Was evidence of the criterion-related
validity and construct validity of the
measures provided?

Overall Quality Indicator
Met for Criteria 14?
☐Yes
☒ No
☐ N/A
☐ Unknown/Unable to Code

Criteria 15.

Did the research team assess not
only surface features of fidelity
implementation (e.g. number of
minutes allocated to the intervention
or teacher/interventionist following
procedures specified), but also
examine quality of implementation?

Overall Quality Indicator
Met for Criteria 15?
☐Yes
☒ No
☐ N/A
☐ Unknown/Unable to Code

Criteria 16.

Was any documentation of the nature
of instruction or series provided in
comparison conditions?

Overall Quality Indicator
Met for Criteria 16?
☒ Yes
☐No
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Overall Quality Indicator
Met for Criteria 12?
☐ Yes
☒No
☐Partially met
☐Yes
☐ No
☐ N/A
☒Unknown/Unable to Code
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☐ N/A
☐ Unknown/Unable to Code

Criteria 17.

Did the research report include actual
audio or videotape excerpts that
capture the nature of the
intervention?

Overall Quality Indicator
Met for Criteria 17?
☐Yes
☒No
☐ N/A
☐ Unknown/Unable to Code

Criteria 18.

Were results presented in a clear,
coherent fashion?

Overall Quality Indicator
Met for Criteria 18?
☒Yes
☐No
☐ N/A
☐ Unknown/Unable to Code

1=Low Quality
(Less than 9 of
the Essential
Quality Indicators
are met. Even if
more than one
Desirable
Indicator is met,
the study is still
ranked as Low
Quality)
Number of
Essential
Quality
Indicators
Met
Number of
Desirable
Quality
Indicators
Met

2=Acceptable
Quality
(9 or more of the
Essential Quality
indicators are met
and at least one, but
not more than three
of the Desirable
Indicators)

(8/10)

3=High
Quality
(9 or more of
the Essential
Quality
indicators met
and at least 4
of the
Desirable
Indicators)

Overall
Evidence
Rating
(1-3)

1
X

(3/8)
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Appendix C: Weight of Evidence B
Appropriateness of the study design to answering the review question on the effectiveness
of values-affirmation interventions in raising achievement outcomes of Black students based
on Petticrew and Roberts (2003) typology of evidence.
WOE B Rating and Criteria
HIGH = 3
Randomized Control Trials
(at student level) with:
- An appropriate
control group (which
also contains Black
students for direct
comparison),
undertaking a similar
non self- affirmation
writing task.
- Measures collected
for both pre and post
values affirmation
intervention and the
control condition.
Study
Bancroft et al. (2017)
Binning et al. (2019)
Bowen et al. (2013)
Bratter et al. (2016)
Cohen et al. (2006)
Shnabel et al. (2013)

MEDIUM = 2
Quasi Experimental Study
(Non-random assignment)
with:
- An appropriate control
group
- Pre and post measures
of the self-affirmation
values intervention and
the control condition
- Indication of assessing
difference between
groups before
intervention occurs

WOE B Rating given
3 = HIGH
3 = HIGH
3 = HIGH
3 = HIGH
3 = HIGH
2.5 = SOMEWHAT HIGH
*due to randomisation at the
class level
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LOW = 1
Qualitative, Single Case and
Non-Experimental Designs as
these do not allow for
effectiveness of an intervention
to be measured appropriately. In
addition studies which have:
– No pre-post measures
- No control groups
- Small sample sizes such as
single case experimental
designs.
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Appendix D: Weight of Evidence C
Relevance of the focus of the study to the review question.
Criteria
A) Implementation of the
intervention

B) Sample and context of
the school

WOE C Rating and
Descriptor
3= HIGH
One clear self-affirmation
values intervention writing
task and a control writing
task. The intervention
occurs on more than one
occasion throughout the
school year

Rationale

In order to be able to
evaluate the specific
effectiveness of the selfaffirmation values
intervention, it cannot have
been combined with other
interventions. Whilst the
literature has not developed
a conclusive specification on
2= MEDIUM
how many sessions the selfOne self-affirmation
affirmation intervention
intervention implemented at should occur for, some
one time point in the school researchers have critiqued
the confidence in a brief
year
one-time intervention having
1= LOW
dramatic effects upon
academic achievement
More than one intervention
implemented alongside self- (Bowen et al. 2013). Thus,
studies which employ the
affirmation interventions
intervention at more than
which are not individually
one time point will receive
reported upon.
higher ratings.
3= HIGH
Evidence in the analyses
The sample contains
carried out by Bratter et al.
students from schools
(2016) has found that selfwhere the composition of
affirmation interventions can
ethnic groups in the overall
have reverse effects;
student body is
demonstrating a trend of
heterogeneous.
decreasing academic
achievement for Black
2= MEDIUM
students in schools with a
The sample contains
student body that is
students from a combination predominantly comprised of
of schools which contribute
a majority of Black students.
to the overall sample of
In reference to stereotype
ethnic groups being
threat, Hanselman et al.
heterogeneous
(2014) evidence that
experiences of stereotype
1= LOW
threat most often occur in
The sample is comprised of contexts where there exists
a salience of a marginalised
students from schools that
group. This may be most
are comprised of
likely in school contexts
predominantly one main
ethnic group and this is NOT whereby the student body is
not predominantly
combined with other
comprised of Black
samples for heterogeneity
students. Therefore, studies
and/or the details on the
student body of the school
that report heterogeneity in
51
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C) Outcome measures

are not documented in the
research publication.
3 = HIGH
A standardised global
measure of academic
achievement.
2 = MEDIUM
GPA or another measure of
global academic
achievement which are nonstandardised.
1 = LOW
Only one specific measure
of attainment (e.g. Maths
outcomes/ English) - even if
this is standardised.

Study
Bancroft et al. (2017).

Binning et al. (2019).

Bowen et al. (2013).

Bratter et al. (2016).

Cohen et al. (2006)

Shnabel et al. (2013)

WOE C Rating
A=3
B=2
C=1
A=1
B=2
C=2
A=2
B=1
C=1
A=3
B=2
C=3
A=2
B=1
C=2
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the sample of students will
receive higher ratings.
Achievement is a global
measure of a range of
academic skills and this
would specifically answer
the review question.
Specific measures are also
useful, but limit the
generalisability of the
intervention to raise
achievement as a whole.
Measures such as GPA are
non-standardised teacherratings. Whilst they
comprise a range of
academic skills they can
fluctuate in reliability of
measuring academic
outcomes (Bacon & Bean,
2006). Thus, studies utilising
global standardised
measure of academic
achievement will receive
higher ratings.
Averaged score to give
WOE C final rating
1.67

1.67

1.33

2.67

1.67

A=3 * although they didn’t
use the data from all three
interventions in their
analyses
B=1
C=2
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