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Abstract

This'study examines school climate, racial identity beliefs, and achievement
motivation'belefs within a culturakecological and riskandresilience framework. Data were
drawnfrom alongitudinal study o733 (Mage = 14.49)African Americanadolescent girls. A
linear mixedeffectsmodelwas used to determine if racial identitynensions moderated the
relationship.between school climate and achievement motivation beliefs across four waves.
Results revealethat racial identity (private regard and racial centrality) and ideology
(nationalist) beliefs were associated with higher achiemémetivation beliefs over time,
while racial centrality ang@rivate regard, and a sense of belonging served as protective
factors.Thefindings contribute to the importance of racial identity beliefs and inctaase
visibility of African Americangirls.
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Promoting resilience among African Ameriagins: Racial identity as a Protective Factor

Theretistan ongoing debate in the literature regarding hoel rdentity beliefs
impact African Americarstudents’ academic outcomes. The deficiented perspective has
becomewell’known'in contemporary educational discourse, and suggests that a strong
attachment tone’s racial group places African Americstudents tarisk for poorer
academic achievement and a decreased sense of school connectedness. Much of this work
originated fromFordham and Ogbu’s (1986) “Acting White” hypothesis, which proposes that
African Americanstudents’ underachievement is best undersasaah expressive response
to their historical status and experiences as involuntary minorities in Americardty to
the hypothesis, African Americatudents are afraid of being accused of “Acting White” if
they strive to perform well in school; thus, students instead choose to disengage from the
academic process in an effort to maintain allegiance and authenticity as a member of their
racial group.(e:@:, Farkasleras, & Maczuga, 200Eordham & ObguFryer & Torelli,
2010; Ogbu, 2004). For instance, Fordham and Ogbu, (1986) found that Black girls (high-
achieving) used more gendgpecfic coping strategies to adapt to their environme&iatrkas
and colleagues(2002) found that in high minority schools Black boys and girls who reported
being a'good student were more likely to be put down by their peers. Lastly, Fryer and
Torrelli (2010) found that high achieving Black boys reported having fewer friends in
comparison to high achieving Black girls.

Yet, the main underlying problematic assumption witls thypothesis is that
academic excellence is positioned asdds with racial identity beliefs among African
Americars, thus intimating that students cannot simultaneously be “Black” and high-
achievers., An.increasing body of recent work has severely ogatleand largely debunked
this hypothesis;yinstead positing that racial identity beliefs promote acadehievement
among AfricansAmerican students (ArcHganks & BehaiHorenstein, 2012; Byrd &
Chavous,.2011; Chavous, RivBsake, Smalls, Griffin, & Cogurn, 2008; Riva®rake et
al., 2014). This,strengths-based approach suggests that having a strong connection to one’s
racial group membership provides a source of academic and psychological support for
African Americanstudents that may buffer against atyge racebased experiences in school
There is a strong base of empirical evidence supporting the strengths-basedhapmmoac

example, Oyserman and colleagues (2001) explored how positive in-group identification (i

This article is protected by copyright. All rights reserved



PROMOTING RESILIENCE 5

being proud to be Black) and awaess of negative egroup perceptions (i.e., racial
prejudice against Blacks) related to academic efficacy among African Ameriddie
school students. The findings provided evidence that for African Amegidarspecifically,
viewing achievement gsart of one’s in-group identification or having an embedded
achievementideology, bolstered academic efficacy.

In the present study, we seek to contribute to this research by further explering th
intersection between race and gender and the uniquefnaeial idently beliefs in the lives
of African Americangirls. More specifically, we were interested in how racial identity beliefs
buffer and mitigate the effect of negative school experiences on academic beliefs and
attitudes. This study will expand upon previous work by examining nationalist and minority
racial ideology beliefswvhich are largely overlooked in other racial identity wespecially
with adolescent populatiorfsee, Small& colleagues, 2007, for exception). Further, our
analyses focsion the racial identity and educational processédrafan Americangirls
specifically_contrary to most research framewoiksocial science that consider the roles of
either race.or gender among African American adolescents (i.e., boys and bets)s also
very little werk.available that considers hérican Americangirls construe their school
environment and how their perceptions relate to motivation and achievement @sotéss,
this study will'add to the small body of research that enhances our understanifincpof
Americangirls’>educational development in relation to their racial identity beliefs.
Focus on African American Girls

Due to the weldocumented gender achievement gap that casts African American
females as well'ahead of their male counterparts in educational attainment and success, there
has been less emphasis on the academic experiences of African American girls (e.g., Carter,
2006). Scholars suggest that African American girls receive more affirmative socialization
from paents around education (Hill, 2001), encounter fewer academic risks (i.e., unfair
disciplinary.practices, lowered expectations from school authoribias)boys (Noguera,
2003), andralso'engender behaviors that are more congruent with schooling contexts
(Fordham#1993). Thus, many studies focus on the plight of African American boys in
educationgsHowever, Chavous and Cogburn (2007) highlight how the dearth of scholarship
available on‘the educational processes of Black girls and women inhibits schbiaysto
understand their unique risks, needs, and resilience strategies in academic contexts.

There are a dearth of studies that specifically consider the racialized gender
socialization of African American girls in relation to schooling, an apprdsathatould better

address the intersectionality of racial identity and gender. Morris (2007) reports that African
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American girls encounter unique educational perceptions and obstacles related to their race
and genderdentity centering on historical negative stereotypes of Black females. Although
the girls in the study were performing well academically, educators deemetbih&oud,
assertive, and unladylike Other work suggests African American girls receive unigue
messages about race and gender thatundgrmine their educational success (Fordham,
1993; Froyum, 2010) but these studies do not focus on the interssmtiafconstructions of
gender and race for African American girls. In her bdaaching Black girls: Resiliency in

Urban Classrooms, Evans-Winter (2005) examines the experiences of wordegs African
American girls,in middle and high school and highlights how the girls draw on networks of
social support to navigate their poorly resourced urban school. Her work demonisatates t

the girlsrely’ on'a community of individuals gupport their academic successl other

studies have illustrated a strong commitment among African American female adolescents to
overcome academic challenges, maintain a sense of school connectedness, and @ichieve th
aspirations to attend college (ArcHganks et al., 2012; Farinde, 2012; Mirza, 1992, 19974a;
Muhammad & Dixon, 2008). Still, none of these studies examine racial identity and
achievement.metivation beliefs among African American girls.

In defining achievement motivation beliefs we used Skinner and Belmont'’s (1983)
theory of motivation, in that, achievement motivation is an internal asset) atiidren and
adolescents draw on to persist. Yet, achievement motivation can be hindered within
environments depending on how the setting meets students’ basic needs. Thus, if adolescents’
internal academic assets are threatened in the academic setting, this could have a deleterious
impact on adolescents’ achievement motivation beliefs. According to Skinneefndri®
(1983, p. 572), engagement involves curiosity and persistence. For instance, exerting effort
being positively engaged in tasks, and having interest and enthusiasaddsic curiosity.
Students exhibiting disaffection, not exerting effort, andheidwing from learning activities
lack academic persi stence.

Racial 1deology:Beliefs

In theseurrent study, we use Sellers, Smith, Shelton, Rowley, and Chavous (1998)
Multidimensional Model of Racial Identity (MMRI) as a conceptual framework for racial
identity, whiehyconsists of centrality, regard (private and public), and ideolatgssén the
current study, the dimensions of racial identity studied weestrality—how central your
racial group membership is to your sense of peiate regard—how positively you feel
about being African American, ampdblic regard—your perceptions about how others view

African Americans. We also explored the nationalist and the minority ideologysbel
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Nationalist ideology emphasizes the uniqueness of being Bhatkaving a preference for
predominantly Black and African American environments. Minority ideology emphabkizes
similarities between Black experiences and other racial and ethnic oppgessps.The
ideology subscales refer to the beliefs associatddracial identity or more specifically, the
meaning-thatindividuals attach to being Black (e.g., attributes, characteastioglues).
Although a plethora of research has explored the extent to which centrality arte prgeard
are associated withdaptive academic outcomes (Chavous, 2000; Chavous et al., 2003;
Sanders, £997), and act as buffering mechanisms against negativelatakexperiences
(Chavous et al., 2008; Dotterer et al., 2009; Sellers & Shelton, 2003; Sellers, Galdwell
SchmeelkConey & Zimmerman, 2003; Sellers, Copeland-Linder, Martin, & Lewis, 2006),
less is known‘about how the ideology subscales operate in promoting academic achievement

For instance,he extant research suggests that ideology may be important for college
students’ grade point average (GPA) and college satisfaction. SelleveuShand Cooke
(2998) found that among African American or Black college students, nationalist (e.g.,
focusing on the uniqueness of being Black) and assimilationist (e.g., focusingilanitéés
between African’American and mainstream views) ideologies wereiatgsbwith lower
GPA.Chaveus (2000) found that nationalist ideology was associated positively with
perceived ethnic incompatibility (e.g., less fit between one’s ethnicityremndinstitution). In
other words, African American students who emphasized the uniqueness of belntgBlac
threatened to express their ethnic identity on their college campus.

Despite these findings and several other studies suggesting the impofteasial
ideological beliefs (e.g., Carter, 2006; O’'Connor, 1999; Sanders),A898 few studies
have empirically explored these dimensions and their role in achievement outcoores
African American youth. In one of the few studies that have expl@@al ideologies and
achievement among African American adolescents, Smalls and colleagues (2007h&bund t
assimilationist.and nationalist ideologies were associated with lower academic persistence. In
addition, the*findings demonstrated that minority ideology (e.g., Blacks should iderilify wi
the oppression:0f other groups) was associated with higher academic persistence, while
assimilationist ideology was associated with lower academic curiosity.

Thus;we were interested in the ways in whieltialidentity beliefs protecifrican
American girls across racially diverse school districts (e.g., predominately White,
predominately Black, and racially and ethnically diverse), and in various agpd¢e
schal climate (peer to peer interracial interant racial climate, teacher support, and sense

of belonging). Since we were most interested in the racial ideologies tbgiorated
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students’ selwareness about their racial status in terms of being Blacinority, we did
not include the assimilianist ideology (adapting oneself to mainstream values and ideals) or
humanist ideology (adopting a race-less persona) subscales. In summary ahespuely
will focus on the following racial identity beliefs and racial ideology subscales: racial
centrdity®(describing oneself as Black), private regard (being proud to be Black), nationalist
ideology, and minority ideology.
Racial |dentity Beliefsin Context

Researchers theorize that identity is linked to motivation in important wayfs tlsat
individuals are motivated to perform actions that are congruent with their social and personal
identities (Qyserman, 2009). Such motivation may be important for understanding adolescent
academic motivation and achievement. In one of the few longitudinal studiésbéesthat
explore racial identity beliefs in connection with academic achievement, Chavous, Bernat,
SchmeelkeCone, Caldwell, Kohn-Wood, and Zimmerman (2003) examined links between
dimensions of racial identity, academic beliefs, and academic perfoeraamang African
American high school students, who were followed frofigrade until two years later.
Results indicated that students’ racial identity beliefs were indeed supportive of their
academic achievement. Private regard was positively assowiditestchool attachment,
relevance, efficacy, and importance. A similar relationshipfaasd for racial centrality,
school relevanceand efficacy. In addition, students who were higher in private regard and
centrality beliefs were also more likely to &gending college. This study suggests that racial
identity is promotive of educational success throughout adolescence and intal etiniycal.

Chavous and colleagues (2008) also found empirical support for the notion that strong
racial identity beliefs buffered adolescents from the negative impact of perceived racial
barriers in their school environment. In that study, African American girls who reported more
school-based racial discrimination in tHeahd 11" grade were at risk for lower achievement
scores. Eurther,for girls who scored lower in centrality (i.e., importanezefto one’s self-
concept), peerracial discrimination was associated with decreased beliefs about school
importance=Conversely, girls with a stronger sense of racial centwalie buffered against
the negativerimpact of pebased racial discrimination on their academic beliefs. However,
there are alsowery few studies available that focus explicitly on theorelaipp between
racial identity beliefs and academic achieven@nong African American girls

Thus, our primary research focus involves examining how school climate (e.g., racial
climate, supportive teacheisterracialinteractions, and sense of belonging) influences the

achievement motivation beliefs (e.g., academic curiosity and academic persistence) of
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African American adolescent girls. Our focus on the various dimensions of scinwatiecli

(e.g., sense of belonginigterracial interactions, racial climate, and supportive teachers) was
to understand the myriad experiences within the middle and high school settingsdan Afr
American girls. Adolescents in middle and high school are more likely to move fasstol
class throughout the day, interact with different teachers, peers, and staff (see Brand et al.,
2003). Asa result of this movement, adolescents encounters within the schookbeipies
academic behavior. Additionally, the research suggests that school belongingnakkya he
racial climate, crossthnic peer interactions, and supportive teachensipte positive

outcomes (e.gs, Graham, Monniksma, Juvonen, 2014; Klem & Connell, 2004; Graham,
Munniksma, Juvonen, 2014).

On the'basis of previous studies, we considered the social position and context of
African American girls and the impact on theihsoling experiences. First, we hypothesized
that achievement motivation beliefs would differ based on girls’ perceptions oitizgos
negative school climate. More specifically, girls reporting a positive climate would report
higher academic persistanand curiosity in comparison to girls reporting a more hostile
racial climate,fewer interracial interactions, less teacher support, and a lower sense of
belonging.For.the current study, a positive school climate refers to high percepbtions
teacherisuport, a positive racial climate, more interracial interactions among students, and a
strong sense,of belonging.

The second goal of the study was to examine how racial identity beliefs influence
achievement motivation beliefs. Based on previous literature, we hypothesizadtier
racial centrality and private regard would be associated with more academic curiosity and
persistence. Given the literature on nationalist ideology (Smalls et al., 2007), we predict that
nationalist beliefs would be associateith lower achievement motivation beliefs and that
minority ideology would be positively associated with achievement motivation beliefs.

The'third/goal of the study was to explore how racial identity beliefs modbeate t
relationship*between school climate perceptions and achievement motivationddrefs
time. We predicted that racial centrality and private regard would serve as protective factors
for Africans/American girls’ sense of academic curiosity and persistence amidst perceptions of
a negativeschool climate. Again, given the dearth of research on nationalist and minority
ideology in relation to achievement, no hypotheses were generated.

Guiding Framework
To guide our current study, we used Garcia-Coll and colleagues’ (1996) conceptual

model: the Integrative Model for the Study of Developmental Competencies in tfinori
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Children, which highlights the intersection of adolescents’ social identity position in society
(e.g., race, class, and gender) with their experiences in larger, environmerggisc@g.,
school settings). This model is particularly useful in understanding the conggefitihe
formation of racial identity and gender identity development within particulaextrat
settings,'suchas learning environments. For instance, the context of schooling involves
multiple nested levels (e.g., classrooms within schools) that play umigseim the lives of
adolescents (e.g., Eccles & Roeser, 2011), in which experiences within this saffisgape
adolescentsachievement motivatiobeliefs.

Previous research has found associations between school climate and achievement
motivation beliefs, however it is understudied amongst African American girls. The little that
is known suiggedhat African American boys’ perceptions of the school climate has a more
deleterious impact on their developmental competencies (e.g., Kuperminc, Leadbeater,
Emmons, & Blatt, 1997; Kuperminc, Leadbeater, & Blatt, 2001; Way, Reddy, & Rhodes,
2007).0ther studies find thagirls encounter unique experiencesha classroom, however,
these studies have little to no samples of African American(gids, Brown & Gilligan,

1993; Crick«&R0se, 2000; Klein et al., 1994; Loukas & Robinson, 2004; Rys & Bear, 1997).
Building onithe work of Loukas and Robinson (20@4g,explore different aspects of school
climate.” Forinstance, Loukas and Robinson (2004) found that girls reporting lower
satisfaction and more friction within the classroom reported higher levels of depressive
symptoms.

Lastly, we drew on Fergus adimmerman’s (2005) Risk and Resilience Framework
to better understand how African American girls’ racial identity beliefs may moderate the
relationships between school climate and achievement motivation. Overaliggessthe
following: African Americangirls’ racial identity beliefs serve as culturally strengtsed
assets, serving as protective in the presence of risk factors. We used the following models to
describe.the.role of racial identity beliefs: protective and a protegtotective model. The
protective modeli'suggests that girls who are exposed to a negative school climate would have
lower achievement motivation beliefs; however, if girls endorse higher levels of racial
identity beliefs (i.e., racial centrality, private rega&dninority idedogy), these racial
identity beliefs,will serve as a protective factor for African American girls who encounter a
negative school climate. In tipeotective-protective model, both perceptions of a better
school climate and positive racial identity beligisuld result in higher achievement
motivation beliefs (e.g., Brook, Gordon, Whiteman, & Cohen, 1989; Byrd & Chavous, 2011).
For instance, Byrd and Chavous (2011) found that for African American adolescents, those
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with higher levels of private regard and racial centrality, and who reported i@gstiool
climate (i.e., teacher and peers) had higher levels of intrinsic motivegigporting a
protectiveprotective model.

Thus, drawing on Garcia-Coll and colleagues (1996) integrative model and Fergus
and Zimmerman (2005) risk and resilience model, the unique interplay between social
position (e.g., race and gender), context, and protective mechanisms delineate our
understanding of African American girlsthooling experiences.

Methods
Participants

Data.were drawn from a longitudinal study that examines how cultural, racial, and
socioeconomic contexts influence the developmental competencies ofoBlafrican
Americanchildrén. The study followed a cohort of 1587 adolescents in te@"7and '
grade school year across four waves of datimlescents’ age ranged from 12 to 16 years of
age at Time 1. Our focus in the present study concernexkpieeiences of African American
girls, and the final analyses resulted in a sampk88Black adolesent girls Mage = 14.49,

D = 1.62).All.adolescents were invited to participate in the stWlg.imputed missing data

using the estimation maximization algorithm that replaces missing values with iterative
maximum likelihood estimations (Schafer, 199Fprty-three percent of parents were

married and 43.4% of the families reported an average of two children living in the
household. Parents who had more than one child completed the demographic suwereand
instructed to select the youngest child thatipipated in the study to indicate their responses

to the survey. All questions answered by the parents were answered in reference to this child.
Thus, the sample consisted of the youngest child only.

Procedures

African American adolescents were retedifrommiddle schools and high schools
acrosghree socioeconomically diverse school districts located in the Midwest during the
2010-2013academic school yearse school districts selected for the current study was
based on thewvariation of socioecomno and raciabr ethnic composition status of
adolescents’in diverse school conte®thool District 1 was racially arethnicallydiverse
with approximately 46% White, 36% African American, and 14% Asian American s dent
with another 4% identified agteerin the middle schoolN = 785). The high school was 60%
White, 26% Black, and 14% othed € 1054).Twenty-two percent of the schoalsceived
free and reduced luncBchool District 2 was predominately African American (932l
66% to 82% were eligible for free or reduced luachoss the middIEN = 536) and high
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school (N = 1476). School district 3 was predominately White. In the middle scNool (
756) there were 63% White, 20% Black, and 17% other and in the high shhoaB@3)it
was 64%White, 21%Black, and 14% other. Free and reduced lunch ranged from 24% to
30%. Overall, in this study we were also interested in how attending schoolslibizic
were racially-and ethnically diverse, predominately White, and predominatek/ \Btadd
impact achievement motivation beliefs. Thus, we controlled for school minority status, i
addition to parents” educational level. Information packets were sent home, artd pacen
or legal guardians gave consent by signing and returning the consent form before
administration of the survey. Adolescents also signed assent forms the day of the survey
administration. Students who participated were compensated with a $20.00 giéircard f
completing’a 30:45 minute survdwgstitutional Review Board (IRB) was appexd for ths
study.

M easures

Achievement motivation beliefs. We examined adolescents’ academic persistence
and academic curiosity using adapted items from the Scale for Academic Engagement
(Wellborn, 2991). The academic persistence subscale was four items and included statements
such as, “When/l do badly on a test, | work harder next time.” The academic curiosity
subscale was comprised of two items (e.g., | participate when we discuss new material).
Responses ranged from 1 (not at all true) to 4 (very true). Responses were avefaged wit
higher scores representing higher levels of academic persistence and academic curiosity.
Cronbach’s alpha for these subscales were .71 and .69, respectively.

School climate. Adolescerg’ school climate was measured wiigms from the
Inventory of School ClimateStudent (ISES) Scale (Brand, Felner, Shim, Seitsinger, &
Dumas, 2003). The original scale B&m scale was designed to evaluate school climate and
cultural pluralismFor the current study, we used 21 iteret #xamined adolescents’
perceived experiences with teachers and peehsol climate, supportive teachers,
interracial interactions, and sense of belonging). Theschool racial climate subscale was
comprised=oefnine items (e.g., At my school, studentdlofcial groups are treated equally),
the supportive teacher s subscale was comprised of 6 items (e.g., At my school, teachers go
out of their way.to help students), timterracial interactions subscale included 2 items (e.g.,
At your school, how often do students work together in the class with others of different
racial backgrounds?), asdnse of belonging included 4 items (e.g., At my school, | feel like

| belong when | am at school). The responses ranged from 1 (never) to 5 (always).
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Cronbach’s alpha&alues demonstrated high reliability for these subscales, at .80, .87, .74, and
.83, respectively.

Racial identity beliefs. Adolescents’ racial identity beliefs were measured with items
from the Multidimensional Inventory of Black Identifyeen scale (&ttham, Sellers, &
Nguyen,”2008)"Four subscales were used: racial centrality, private regard, isational
ideology, and minority ideology. The racial centrality subscale was comprise@efitidnms
(e.g., Being Black'is an important part of who | antje private regard subscale was
comprisedyof three items (e.g., | am happy | am Black). Nationalist ideology was senpr
of three items (e.g., Black parents should surround their children with BlactdaBiack
books), and minority ideology was comprised of three items (e.g., people of all minority
groups should stick together and fight discrimination). The responses ranged fronty1 (real
disagree) to'5 (really agree). Higher responses were indicative of higher endorsement of each
racial identity beliefCronbach’s alpha for these subscales are .58, .79, .72, and .55,
respectively.The measurement for the MHleen scale was validated and constructed for
African Americans within the United States. The scale has been used in numerous studies to
assess raalidentity, achievement motivation beliefs, and psychological well-being (e.g.,
Scottham et al.,/2008; Smalls et al., 2007; Rowley et al., 1998).

Demographic and control variables. The demographic and control variables in the
study includedradolescentsje, adolescemeéportof parent’s educational level, and school
district minoritystatus.Table 1 provides the means and standard deviations for the study
variables across four waves of data.

<insert Table 1>
Results
Linear Mixed Effects M odel

The pesent study analyzed longitudinal data using linear mixed models (LMMS)
procedurelin. SPS31D statisticaboftware package. The methedables researchers to study
change overtime and may include both fixed and random effects. Advantages of LMMs
includethesfellewing: the use of timevariant and timevarying covariates, accommodation
of data available for all subject participants without dropping from the andlysit
missing data; additional covariance structures, inclusion of random effectastnd |
unbalances longitudinal data sets (e.g., West, 2009; West, Welch, & Galecki, 2007). In this
study, schootlistrict minority statusparent’s educational level, time, rad@déntity and
ideology beliefsand the school climate variables were treatetixedeffects because of our

interest in the specific differences between girls considered in the $tuglynetric of time is
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the occasion of the study that was added to the model to test the linear effect of time on
achievement motivation belief§o test the linear effect of time on academic curiosity and
academic persistence, Time=D (initial assessment) at wave 1, Time 2 at wave 2, Time

3 =2 at wave 3, and Time 43=at wave 4 (at final assessment). Centering time allows the
intercepttorbenterpreted as an estimated initial status (see Peugh & Enders, 2005).

There were threkevels in the individual growth curve model. Level 1 model
represents the change each student in the sample is expected to experience (wer time
repeated meases over time). At this level, focus is on the students and describes the
developmental.changes for each student (i.e., variation within the individualroegr Tihe
level 1 model estimates the average witparson initial status (intercept) and theeraf
change over time (slopehhelevel 2 modetefers to the betweenithin predictors to
explain variation in the intercept (initial status) and slope (growth. ratégvel 3, we can
model differences in growth between students within school dssfiriet, school climate)
using the general modeling framework to examine variation in level 2 randonepttard
slope predictors
Unconditional.Mean Model (Model 1)

There were significant interindividual differences. Thiftyee percent of the total
variation in‘academic curiosity was due to interindividual differenceseias also 47% of
the total variance in academic persistence that was due to interindividual differences. In other
words, the estimated average stability of academic curiosity 8%saBd 47% for academic
persistence. Thus, an individual growth curve model is required as the ICC is above 25% of
the variance for both achievement motivation beliefs (see Heinrich & Lynn, 2001).
Unconditional Linear Growth Model (Model 2)

In this model, time was added. This baseline growth curve model examines student
variation of.the growth rates. The findings in the academic curiosity individoatlyicurve
model suggest.that linear growth was constant over fme.Q1, SE = .02p>.05).For
academic persistence, the significant values in both the intercept and slope indicate that the
initial statussand growth rate were not constant over titwe-(04, SE = .02p<.05).The
mean estimated initial status andelim growth rate for the sample was 3.18 and -.04,
respectivelyThe classification variable, adolescent ID (individual adolescent) is a unique
identifier for girls and will be considered as a random factor in the analysis. The residual
maximum likelihood stimation (REML) will be used for estimating because it produces
unbiased estimates of the covariance parameters (see West, Welch, & Galecki, 2007, p. 28).
Linear Growth Model (Adding Predictors)
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In the final model, demographics (school district minastatus, adolescent age, &
parent’'s educational level), school climate variables (racial climate, interracial interactions,
supportive teachers, & sense of belonging), and racial identity and ideology vaiabiais
centrality, private regard, minoritgeology, & nationalist ideology) were added.
Academiepersistence. The results revealed that adolescent age was significantly negatively
associated witacademic persisten¢B=-.03,t = -2.97p = .003), with younger adolescents
reporting lower academic persistence over time. Private reBard(7,t = 2.68,p =.007)
and minority ideology was associated with academic persistence oveBtim8g,t = 2.89,

p = .004).Schogl racial climateR = .20,t = 6.72,p =.001) and sense of belongimy(.11,
t =4.82,p =,.00X)was significantly positively associated with academic persistence over
time (see Table 2)

To examine the relationship between time, school climate, and racial identity and
ideology beliefs we included all the school climate ancatagentityand ideologyariables.

All pairs of twoway interactions terms and threay interactions terms were examined.
Dawson and Richter (2006) test for differences between slopes was used to determine
significance«Ehere were two significant threeay interactionstime x private regard x
interracial interactionB = .09,t = 2.66,p = .008) and time x private regard x sense of
belonging B=-.07,t =-2.63,p = .009).For Black girls with higher levels of private regard
those with lower interracial interactions at the initial status reported higher academic
persistence than those with higher levels of interracial interactions. Yet, ovdottithese
with low leyvels of interracial interactions coupled with higher levels of private regard,
acadent persistence increased over time with similar levels in comparison to girls with
higher levels of private regard and interracial interactions.

There were also significant slope differences for Black girls reporting higher levels of
private regar@andlow interracial interactions and low private regardilow interracial
interactions..Mré specifically, we found that Black girls who reported lower levels of private
regard and-lower interracial interactions had lower levels of academic persistence than Black
girls with higher'private regard and lower interracial interactions at the initial status. Over
time, their.academic persistence was similar. Lastly, Black girls with lower levels of private
regard and higher levels of interracial interactions hadeinigbademic persistence than girls
with lower levels of private regard and lower levels of interracial interactions at the initial
status.Yet, over time girls with lower levels of private regard and higher levels of interracial
interactions reported loweicademic persistenoeer time than girls with lower levels of

private regard and lower levead§ interracial interactions (see Figure 1).
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<insert Table 2

<insert Figure 1>
Analysis revealed significant differencies time x private regard x sense of belongiag
shown in Figure 2. We found that for Black girls with higher private regard and higher level
of sense"ofbelonging at time 1 reported higher academic persistence than those with highe
levels of private regard and lower sense of belonging, such that over time Black girls high i
both private regard and sense of belonging had hlghels of academic persistence than
those withghigh private regard and a &nwense of belonging.

Similar findings were also found for girls with low privatgaed and a high sense of
belonging."We found that girls high in both private regard and sense of belonging had higher
academic persistentieanthose with low private regard and high sense of belonging at initial
status. However, over time academic persistence beliefs of both groups are similar
underscoring the importance of a sense of belonging.

Lastly, girls with low private regard and low sense of belonging had lower levels of
academic persistence at initial status than girls high in private regaldgmich sense of
belonging. Additionally, this trend remained the same over time for girls low iateriv
regard and.sense of belonging as they had lower levels of academic persigtericae

<insert Figure 2>
Academic curiosity. In Table 3 wefoundthat private regard3(= .07,t = 2.22,p = .026) and
nationalist ideologyl = .06,t = 2.60,p = .009) was associated with academic curiosity over
time. School racial climatéB = .17,t = 4.96,p = .001), supportive teacheB £ .07,t = 2.25,
p = .024), interracial interaction®8(= .07,t = 2.77.p = .006), and sense of belongirgr(.10,
t = 3.89,p = .001)also significantly positively predicted higher academic curiosity over time.

Similar to the academic persistence, a series ofaypinteradons and thresvay
interactions were examine@lhere were two significant threeay interactions: time x
nationalist'ideology x supportive teachdss<-. 07,t = -2.18,p = .029)and time X racial
centrality x#interracial interaction8 € -.08,t =-2.34,p = .019).

Thefindings revealed for time x nationalist ideology x supportive teatitargirls
with lowernationalist ideology beliefs and higher levels of supportive teachéisviar
levels of academic curiosity than girls with low nationdiisliefs and low levels of
supportive teachers at time 1. However, over time girls in both low nation@sbgy and
low supportive teachers reported lower academic curiosity over time (see Figure 3).

<insert table 3>

<insert figure 3>
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As shown in Figure 4, girls withigh racial centrality and high interracial interactions
reported higher academic curiosity beliefs than those high in racial centrality with lower
levels of interracial interactions at the initial status. However, as time progressed girls
reported similar levels of academic curiosltgstly, girls with high racial centralitgndiow
interracial interactions at the initial status reported lower levels of academic curiosity than
girls low in'racial centrality and low in interracial interacis. Yet over time girls lower in
both racial'centrality and interracial interactions reported lower levels of academic curiosity
than thoseywith higher levels of racial centrality and low levels of interracial interactions.
<insert figure 4>
<insert table4>
Discussion

In this study, we examined the ways in whidhican Americangirls’ perceptions of
school climate and racial identity beliefs related to achievement motivation beliefs. We also
explored how racial identity beliefs and school climate ictexhto explain achievement
motivation-beliefsWe hypothesized that African American girls who perceived a better
school climate.would have higher achievement motivation beliefs compared twhgrls
perceived ‘aworse school climate. We also hypothesie¢dacial centrality, private regard,
and minority ideology would be positively related to achievement motivation helieile
nationalist ideelogy would be negatively related. Finally, we hypothesized that racial
centrality and private regard would peotective factors for African American girls in the
presence of negative school climate experiences. Our hypotheses were partially supported.
We found tha#African Americangirls who perceived a more positive racial climate, more
teacher supportnore interracial interactionand a stronger sense of school belonging also
had higher academic curiosity and academic persist®agal identity attitudes and school
climate constructs were related to the two achievement motivation beliefs in different ways.

First,.our’hypothesis that perceptions of a positive school climate would tesltela
higher achievement motivation beliefs was partially supported. A positive schi@dl ra
climate, ineluding more teacher support and a stronger sense of belonginglatesto
both higheracademic curiosity and persistence. This indicateaftietn Americangirls
benefit academically from a school setting in which they feel there is racial harmony, feel
supported by their teachers, and feel they belong in th@lkséiting. While other studies
have demonstrated the importance of these constructs with African Amsgiitghes of both
adolescent girls and boys (Kuperminc et al., 1997; Nasim, Roberts, Harrell, & Young, 2005;

Smalls et al., 2007), our study further confirms the need to understand how the dhcialize
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nature of schooling impac#srican Americangirls. Additionally, interracial interactions
were positively related to academic curiosity, but not persist®¥ice academic curiosity
may involve more interactional tasks in the classroom (e.g., participatingsn clas
discussions), the academic persistence items in our study involved items that were more
individualized+(e.g., persistence after failure on an exam). Thus, inteirderalctions may
be more impctful for tasks that involve classroom (and potentially classmate) engagement
Second, based on previous literature we hypothesized that racial centrality priva
regard, and minority ideology would be positively related to achievement motivatiefspeli
while nationalist ideology would be negatively related. We found that privatedregar
positively related to academic persisteace academic curiosity over time, supporting our
hypotheses. The positive association between private regard and agaeiesmsience
suggests that private regard alloifsican Americangirls’ to constructively contend with
negative stereotypes about African Americailerachievement (Crozier, 2005).
Additionally, Mueller and Dweck (1998) found that when Black, White, aisgadhic
students were praised for their effort (versus their intellect) during tesgletion, students
were moreikely'to display task persistentkus, positive attitudes about the Black
communityamay: help students disregard stereotypes that Blaplepae innately less
intelligent thantheir White counterparts, which may encourage them to think abdemaca
achievement.in‘terms of effort rather than an innate ability that Black peoplet possess.
This may then encourage persisteand curiody in the face of academic challenges
because they believe that academic achievement is available to anyone who puts in the effort.
We found that minority ideology was positively related to adgdemic persistence
partially supporting our hypothes&3ur results replicate those of Smalls and colleagues
(2007), who found that minority ideology was related to higher academic persistence in a
sample of ‘African Americaadolescent boys and girls. However, we extend that study by
being the first.to'demonstrate the positive effects of minority ideology b&diefdrican
Americangirlsspecifically. Minority ideology may act to encourage girls in similar ways to
racial centrality‘and private regard. That is, students who understand oppressive systems have
historically-acted to marginalize certain groups, (1) may feel encouragesbtodiywn such
systems through educational attainment, which may therefore lead to higher aehnievem
motivation beliefs, and (2) may be able to disregard stereotypes that Black individuals are
inherently or culturally deficient in academics as tactics of discrimination and oppression.
Minority ideology may also act to encourage coalition building among students of color in

the school context, which may improve sense of belongirtheaoourage achievement
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motivation among students who feel empowered to break down oppressive power structures
by succeeding themselves. Because the school districts in which our students were enrolled
varied according to racial demographics, ranging freajority minority to majority White to
overwhelming majority African American, we cannot draw firm conclusions abouhetet
minority ideology encouraged coalition building, but we encourage future studies to explore
this potential mechanism.

Nationalistideology was positively related to academic curiosity but not with
academic persistenc®revious research shows that nationalist ideology in Black college
students was related to lower GPA (Sellers, Chavous, & Cooke, 1998), and persistgnce
be more closely related to academic achievement, given it predicts effort after academic
challenge #Nationalist ideology may however predict more intrinsic motivatioano dad
gain knowledgédrom various class topics, but may cause disillusion regarding traditional
notions of academic success, given historical discrimination against peoplerof Tols,

African American girls who endorse nationalist ideology may feel engaged inoclassr
discussions or subjects, but may not place high value on traditionalemviensuccess. They

may also feekthat the academic system is rigged and may therefore be less likely to persist if
they feel their persistence is not meaningful in a system in which their group is marginalized

Third, we hypothesized thedcial identityand ideologyattitudesvould moderate the
relationships.between school climate and academic motivation ml&fsimeand found
significant interactionfor academic curiositgnd academic persistenéerst, our findings
suggest that private regard and racial centrality served as buffers for Blackgiporting
the assertion that racial centrality, along with other positive racial identity attitudes, may act
in ways that protect African American students from negative cues from theremeint
(NeHdett, RivasDrake, & Umana Taylor, 2012). This work furthers that of Chavous and
colleagues.(2008), who explored the relatiopdetween racial identity and academic
outcomes separately for African American adolescent boys and girls and foundritteat Af
American girls'who had gh racial centrality were buffered against the negative association
between peerdiscrimination and school importance.

In_our'study, we found that feeling positive about being Black and feeling support and
belonging at'sehool may be especially importan#frican American girls’ classroom
engagement and curiosity. Given the ways in which private regard buffered against the
negativeeffects of a lowesense of belonging, feeling connected to the school may also work
together with racial identity attitudés improve academic outcomes. This is consistent with
the notion put forth by Evans-Winter (2005) that Black girls utilize community support to
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overcome risk factors (e.g., documenting the unique lived experiences of girls adraslor
providing a suppone climate) in urban schools. Future studies should examine the extent to
which sense of belonging acts as a mechanism by which private regard and racial centrality
predict higher academic motivation and achievement.

Privatesregard and racial centrality despite low or high frequencies of interracial
interactionsvereprotective for Black girls over time. However, when Black girls regabrt
lower levels of interracial interactions despite having higher or lowersle¥glrivate regard,
academicpersistence is similar over time. This may be because they are in a context where
thar sense of self is not being challenged. For instance, internatgedactions sucaleof
the Inventory of'School Climatskedstudents, “At your school, how often do students work
together inithe class with others of different racial backgrouritis?dy be hat Black girls
tended to be in"fmore homogeneous environmatask girls were alsanore likely to report
lower academic persistence if they reported lower levels of private regard and high interracial
interactionsFor this finding, we speculate treame interracial interactisrin the classroom
may be challenging ttheir sense of self. Classroom observations would help researchers and
educators understand how thesersrtdons take place and under what conditions.

Another interesting finding was for Black girls reporting a higher sense of belonging.
Black girlsendorsing higher or lower levels of private regard and a higher sense of belonging
reportedhigheracademic persistenaeer time. It could be that having a higher sense of
belonging in'school encourages academic persistence and over time is not challenging to
Black girls racial identity beliefs. Students who feel as if they belong in a school context
may feel ike they have more to offer and their voices are being heard and not being silenced.
Future researchishould continue to understpaditatively what sense of belongingeans
for Black girls to further understand ways to promote positive development.

Lastly, in this study we also found that students low in racial identity beliefs and who
reported little.tono interactions within school whether it be a sensearfgiet), supportive
teachers, orinterracial interactions were more likely to report lowelslef academic
persistencesand curiosity over tinfdese findings suggest that these girls may rislat
socioemotionally and academically. Future research should consider a mixed-methods
approach to‘understand these findings.

Limitations

While thisstudy provides further understanding of the ways in which the school

climate and racial identity beliefs of African Ameriogins relate to their academic

outcomes, there are a few limitations worth noting. For exawpide adolescents’ racial
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attitudesand perceptions of school climate may lead to more positive academic outcomes as
posited hergadolescents who are doing well in school may engender support from teachers
and peers, creating a feedback loop by which adolescents’ achievement leads/& posit
feedback in the environment, which then promotes positive feelings about both school
climate and-racial identity. Thus, future research should use lagged effects to explore
directionality further.

Additionally, while our study is one of few to examihe associations between racial
ideologiesgand academic outcomes with an adolescent sample, future studies should also
explore the.ways in which humanist and assimilationist ideologies relate to academic
motivation beliefs and academic achievement. Theséa other ideologies considered
within the Multidimensional Model of Racial Identity along with the minority and nationalist
ideologies examined within this study. Studiese shown that assimilationist ideology has a
negative association with GPA among Black college students and lower academic persistence
among Black adolescents (Sellers et al., 1998; Smalls et al., 2007), and othehriesea
shown a pasitive relationship between humanist ideology and academic outcomes (Nasim et
al., 2005). Fhus; nre work is needed to explore the humanist and assimilatideisibgies
in order to'have'a more complete understanding of how the various aspects of the MMRI
affect African American girls’ achievement motivation beliéfdditionally future research
shoutl also censider public regard as societal views could impact the way persons of color
define themselves. Despitge results of this study regarding internal adsased on racial
salience, racial pride, attitudes and beliefs about being an African Asmeyiid, for girls of
color, societal perceptions about their racial and gender status may have a detrimental impact
on various developmental competencies.

Another important limitation to note is the low reliabilities of the MIBden Scale
(see Ponterait& Ruckdeschel, 2007). The low reliabilities foesie scales decredbe
power of the analyses and increases the chance of underestimating the true relationships
betweerracialidentity and achievement motivation beliefs. Howedespite the low
reliablitiessfound in the development of the MiBéen scalgthe items were internally
consistent.with items from the longer scal8sottham et al., 2008). Thus, despite the low
reliabilities, there is support for the construct validity of this scale. Fatuckes can be
designed with stronger measures to further understandléhefracial identity beliefs and
achievement motivation beliefs.

Additionally, a person-centered approach may provide further understanding of how

combinations of racial identigttitudes work together to predict academic outcomes. While
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it is important to understand how racial identity attitudes individually relate to academic
outcomes, future research should further explore how the combination of individuials’ rac
identity atitudes relates to achievement motivational beliefs. For example, adolescents who
are high in both nationalisand minority ideology may have better outcomes than
adolescents'who are high in nationalism, but low in other ideologies. Additionally gprivat
regard may have a more prominent association with academic outcomes for adolescents who
feel race is'more central to their setfincept, compared to adolescents who feel race is less
central. Thus, more research is needed to understand the dynamic nedaia afentity and

its effect on.achievement motivational beliefs.

While our study focused on school climate as an important factor in encouraging
academic motivation, more research is needed in order to understand the factoay that m
contribute to saébol climate, including racial demographics of the students, teachers, and staff
in schools. That'said, in our study we did not directly measure the racial and ethnic
composition of each of the schools and the opportunities for interracial contact. Future
research should consider the frequency and opportunities for interracial cattiactive
school setting=While such an exploration is beyond the scope of the current study, given that
the students in_our study were from many schools within three districts withviiggon in
their racial demographics, future work should explore ways to encourage positige scho
climate, as it plays an important role in encouraging academic motivationigaf
American girls.

Finally, while this study sought to urmdéand the achievement motivationAdfican
Americangirls from an intersectional lens, we focused specifically on their racial identity and
not their gender identity. Future studies should seek to understand hovamdaahder
identity attitudes intesect to influence Black girls’ academic outcorasghe social
construction of gender is particularly important. Thwkile our focus was on racial
ideology,.it's.important to explore the gendered socialization of African Aaegirls.For
example, negave stereotypes about women and girls in STEM fields, and the related
consequencesssuch as stereotype threat (Spencer, Steele, & Quinn, 1999), mayynegativel
influence.academic curiosity or persistence, especially in STEM related courses.
Additionally,"sgecific stereotypes about Black women may lead teachers to see them as more
disruptive or loud (Fordham, 1993; Morris, 2007), which may lower perceptions of teacher
support in the classroom. Thus, more intersectional work is needed to fully undérstand
academic experiences, risks, and strengths of Black girls.

Conclusions
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In conclusion, while many recent studies have focused on the academic plight of
African Americanboys, this study demonstrates that race matteiffman Americangirls,
too. As mentionedifrican Americangirls are also at potential risk for being perceived as
more disruptive and disrespectful in the classroom context (Brown, 2010; Froyum, 2010; Lei,
2003; Morris;2007) and thus, more research is needed to explicate factorsniwepro
academic /motivation and achievement in African Amergpas.

In our study, we found that racial identity and positive perceptions of school climate
both directly relate to more positive achievement motivation beliefs. Addiyomad
demonstratethat racial identity attitudes act as a protective factor amidst a hostile or
negative sehool climate, consistent with previous research (Chavous et al., @Q66&: et
al., 2009; Sellers et al., 1998; Smalls et al., 2007; Thomas, Caldwell, Faisorks&rlac
2009). This study furthers our understanding of the strengthAfifieain Americangirls
bring to their academic experiences and, specifically, the ways in which their racial identity
beliefs act an asset rather than a risk fadtte.look forwardo future research that takes an

intersectional approach to improg the academic success of African Amerigats.
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Table 1

Mean and Standard Deviations for Selected Variables

30

M D M D M SD M SD

(Time 1) (Time 2) (Time 3) (Time 4)
School Racial Climate 3.68 (.80) 3.55 (.93) 3.60 (1.38) 3.42 (.89)
School Climate (TS)  3.28 (.87) 3.27 (.89) 3.27 (1.27) 3.25 (.92)
School Climate (RI) 3.47 (1.09) 3.53(1.02) 3.66 (1.52) 3.78 (.89)
School Climate (SOB) 3.05 (1.03) 3.09 (1.16) 3.07 (1.60) 2.79 (1.06)
Racial Celrality 3.78 (.82) 3.85 (.83) 3.86 (1.34) 3.82 (.90)
Private Regard 4.33 (.81) 4.27 (.81) 4.08 (1.24) 4.12 (.74)
Minority Ideology 3.97 (.78) 4.00 (.74) 4.21 (1.18) 3.99 (.76)
Nationalistildeology 2.83 (.95) 3.19 (1.02) 3.64 (1.71) 3.59 (.90)
Academe.Curiosity 3.16 (.72) 3.10 (.77) 3.53 (1.30) 2.97 (.79)
Academic Persistence 3.18 (.63) 3.13 (.70) 3.19 (1.02) 3.02 (.62)

Note. School Climate (ST) = Supportive Teachers, School Climate (RI) = Racial Interactions,

School Climate (SOB) = Sense of Begingness.
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Table 2
Fixed and Random Effects of School Climate, Racial |dentity Beliefs, on Academic
Persistence
Coefficient(SE) t Statistic p

Fixed Effects

Academic Persistence (intercept) 2.99 (.29) 10.52 roxk
School District

Racially-& Economically Diverse 222 (.14) 1.50

Predominately Black .086 (.14) .600

Predeminately White -.085 (.14) -.590
Time .030 (.02) 1.22
Adolescent'Age -.038 (.01) -2.97 o
Parent.Education -.001 (.01) -.207
Racial Centrality -.015 (.02) -.541
Private Regard .077 (.02) 2.68 o
Minority Td€ology .082 (.02) 2.89 o
Nationalist.ldeology -.035 (.02) -1.55
School Racial Climate .207 (.03) 6.72 ok
Time x-Raeial Cefnality -.004 (.02) -.180
Time x Private Regard -.034 (.03) -1.07
Time x.Minority Ideology .028 (.02) 1.00
Time x Nationalist Ideology -.021 (.02) -.955
Time x School Racial Climate -.010 (.03) -.338
Racial Centraty x School Raal Climate -.019 (.04) -.479
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Private Regard x School Racial Climate .043 (.04) .978
Minority Ideology x School Racial Climate -.040 (.04) -.981
Nationalist Ideology x School Racial Climate .007 (.03) .252
Time x*Centrality x School Rzal Climate .031 (.03) 914
Time x Rrivate Regard x School Racial Climate -.041 (.04) -.854
Time X Minority Ideology xSchool Racial Climate .075 (.04) 1.83

Time x Nationality Ideology x School Racial
Climate -.015 (.03) -.483
Note. *p<.05, **p<.01, **p<.001. Reference group for school district are students that transferred to aclmbloédsstrict during the study.

ST=Supportive teachers. RI=Racial interactions. SOB=Sense of Belongingness.
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Table 2 (continued)

Fixed and Random Effects of School Climate, Racial Identity Beliefs, on Academic Persistence

Coefficient(SE) t Statistic p
School Climate (ST) .018 (.02) .649
Time x School Climate«(S¥) .070 (.02) 2.35 *
Racial Centrality x Schoollinhate (ST) -.008 (.03) -.206
Private Regard x School Climate (ST) .001 (.03) .004
Minority Ideology x Sehool Climate (ST) .001 (.03) .027
Nationality Ideology x . Scheol Climate (ST) .029 (.03) .931
Time x Centrality x ScheolClimate ($T .039 (.03) 1.00
Time x Private Regard x/School Climate (ST) .034 (.04) .837
Time x Minority Ideology X School Climate (ST) -.041 (.03) -1.05
Time x Nationalist Ideology x School Climate (ST) -.041 (.03) -1.30
School Climate (RI) -.030 (.02) -1.38
Time x School Climatex(Rl) .001 (.02) .040
Racial Centrality x School Climate (RI) -.013 (.03) -.440
Private Regard x School Climate (RI) -.053 (.032) -1.67
Minority Ideology x Schegl Climate (RI) .044 (.03) 1.41
Nationality Ideology.x*School Climate (RI) -.024 (.02) -1.04
Time x Centrality x School Climate (RI) -.048 (.03) -1.45
Time x Private Regard.x School Climate (RI) .099 (.03) 2.66 o
Time x Minority Ideology*:School Climate (RI) -.061 (.03) -1.70
Time x Nationalist Ideolegy x School Climate (RI) .040 (.02) 1.47
School Climate (SOB) 112 (.02) 4.82 wx
Time x School Climate (SOB) -.055 (.02) -2.23 *
Racial Centrality x School Climate (SOB) -.007 (.03) -.246
Private Regard x $ool Climate (SOB) .050 (.03) 1.48
Minority Ideology x Schoel‘Climate (SOB) -.017 (.03) -.579
Nationality Ideology %:School Climate (SOB) .001 (.02) .052
Time x Centrality x School Climate (SOB) -.001 (.02) -.054
Time x Private Regard chool Climate (SOB) -.077 (.02) -2.63 *x
Time x Minority Ideology x School Climate (SOB) -.010 (.02) -.363
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Time x Nationalist Ideology x School Climate (SOB) .025 (.02)

.979

34

Note. *p<.05, *p<.01, **p<.001. Reference group for school district are students that transferred to another sticiawing the study.

ST=Supportive teachers. RI=Racial interactions. SOB=Sense of Belongingness.

Table 3
Fixed and Random Effects of School Climate, Racial Identity Beliefs, on Academic Curiosity
Coefficient(SE) t Statistic p

Fixed Effects

Academic Curiosity (intercept) 3.42 (.32) 10.69 kk
School Distriet

Racially & Economically Diverse -.094 (.16) -.588

Predominately Black -.127 (.15) -.813

Predominately White -.181 (.15) -1.13
Time .008 (.02) 312
Adolescent Age -.021 (.01) -1.52
Parent Education .002 (.01) 344
Racial Centrality .040 (.03) 1.24
Private Regard .074 (.03) 2.22 *
Minority Ideology .055 (.03) 1.70
Nationalist'fd€ology .068 (.02) 2.60 o
School Ragial Climate 176 (.03) 4.96 e
Time x Racial Centrality .032 (.03) 1.07
Time x Private Regard -.099 (.03) -2.76 o
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Time x Minority Ideology .001 (.03) .044
Time x Nationalist Ideology -.009 (.02) -.372
Time x School Racial Climate -.029 (.03) -.841
Racial Centrality x School Racial Climate -.007 (.04) -.158
Private Regard x School Racial Climate -.019 (.05) -.379
Minority Ideology xSchool Racial Climate -.036 (.04) -.754
Nationalistddeelogy x School Racial Climate -.002 (.03) -.072
Time x Centrality x School Racial Climate .064 (.03) 1.64
Time x Private'Regard x School Racial Climate -.072 (.05) -1.34
Time x Minority Ideology x School Racial Climate .010 (.04) 230
Time x Nationality Ideology x School Racial Climate .012 (.03) .359

Note. *p<.05;**p<.01, **p<.001. Reference group for school district are students that transferred ta anbtie district during the study.
ST=Supportive teachers. RI=Racial interactions. SOB=Sense of Belongingness.

Table 3 (continued)
Fixed and Random Effects of School Climate, Racial Identity Beliefs, on Academic Curiosity

Coefficient(SE) t Statistic p
School Climate (ST) .075 (.03) 2.25
Time x School Climate (ST) .093 (.03) 2.79 *x
Racial Centrality x School Climate (ST) -.048 (.04) -1.06
Private Regardx, School Climate (ST) -.082 (.04) -1.80
Minority Ideology x School Climate (ST) -.096 (.04) -2.19 *
Nationality Ideology x School Climate (ST) .004 (.03) 114
Time x Centrality x School Climate (ST) .004 (.04) 101
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Time x Private Regard x School Climate (ST) .083 (.04) 1.83
Time x Minority Ideology x School Climate (ST) .039 (.04) .878
Time x Nationalist Ideology x School Climate (ST) -.078 (.03) -2.18 *
School Climate (RI) .070 (.02) 2.77 *
Time x School.Climate (RI) -.012 (.02) -.452
Racial Centrality x.School Climate (RI) .028 (.03) .788
Private Regard x School Climate (RI) .016 (.03) 444
Minority Ideclogy x School Climate (RI) -.014 (.03) -.405
Nationality Ideology x School Climate (RI) .008 (.02) .298
Time x Centrality;x School Climate (RI) -.088 (.03) -2.34 *
Time x Private.Regard x School Climate (RI) .002 (.04) .051
Time x Minaority=ldeology x School Climate (RI) .004 (.04) 116
Time x Nationalist Ideology x School Climate (RI) .033 (.03) 1.09
School Climate (SOB) .104 (02) 3.89 ok
Time x Schaol Climate (SOB) -.005 (.02) -.187
Racial Centrality x School Climate (SOB) -.013 (.03) -.390
Private Regard™x School Climate (SOB) .105 (.03) 2.68 *x
Minority Ideology x School Climate (SOB) .067 (.03) 1.88
Nationality [deology x School Climate (SOB) -.007 (.02) -.256
Time x Centralitysx School Climate (SOB) -.005 (.02) -.200
Time x Private"Regard x School Climate (SOB) -.010 (.03) -.320
Time x Minority Ideology x School Climate (SOB) -.037 (.03 -1.12
Time x Nationalist Ideology x School Climate (SOB) -.017 (.02) -.598

Note. *p<.05, **p<.01, **p<.001. Reference group for school district are studentsréraférred to another school district during the study.

ST=Supportive tea@rs. RI=Racial interactions. SOB=Sense of Belongingness
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Figure 1. Aeademic persistences a function ofime, private regardracial pride), school climatdarfterracial interactions
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Figure 2. Aeademic persistenaes a function ofime, private regard (racial pride), aschool climate (sense of belongingness).
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Figure 3.-Academic curiosity as a function of time, nationalist ideology, and school el{sugportive teachers).
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Figure4:=Academic cunsity as a function of time, racial centrality, and school climate (interracial interactions).
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Table 4

Slope Difference Test

Variables

Pair of Slopes

t-value for slope difference

p-value for slope difference

Academic Persistence

Time x PrivatesRegard x Interracial Interactions

Time x Private Regard x Sense of Belonging

Academic Curiosity

Time x Nationalist x Supportive Teachers

Time x Centrality x Interracial Interactions

(1) and (2)
(1) and (3)
(1) and (4)
(2) and (3)
(2) and (4)
(3) and (4)
(1) and (2)
(1) and (3)
(1) and (4)
(2) and (3)
(2) and (4)
(3) and (4)

(1) and (2)
(1) and (3)
(1) and (4)
(2) and (3)
(2) and (4)
(3) and (4)

(1) and (2)
(1) and (3)
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-2.150
-1.291
494
1.102
2.26
1.632
-3.184
-2.653
-2.387
0.482
0.948
0.621

347
1.016
.0972
-1.194
.789
3.129

-2.150
-1.291

.032*
197
.622
271
.024*
.103
.002**
.008
.017*
.630
.343
.535

729
310
.332
.233
430
.002**

.032*
197



(1) and (4) 0.494 622

(2) and (3) 1.102 271
(2) and (4) 2.26 .024*
(3) and (4) 1.632 103

Note. * p<.05¢*% p<.010
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