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The current study examined the relationship between the three components of racial-

ethnic identity (REI)- Connectedness, Embedded Achievement, and Awareness of Racism- and 

academic engagement in middle school African American (n=62) and Latino (n=30) youth.  We 

hypothesized the three components of REI would be able to predict academic engagement in the 

youth, as well as an interaction between ethnicity and the REI components.  A hierarchical 

regression revealed Connectedness and Embedded Achievement were both accurate predictors of 

student’s academic engagement.  In addition, an interaction between Embedded Achievement 

and ethnicity was also present in the current study.  The results indicate that African American 

youth who have higher levels of Embedded Achievement are more likely to have a higher 

academic engagement levels while the academic engagement of Latino youth remained fairly 

constant regardless of level of Embedded Achievement. 
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INFLUENCE OF RACIAL-ETHNIC IDENTITY ON MINORITY STUDENTS’ PERCEIVED 

ACADEMIC ENGAGEMENT 

 The persistent achievement gap between White students and ethnic-minority students is 

well documented. In 2009, 41% of White, 14% of African American, and 17% of Hispanic 8th 

graders performed at or above the proficiency level on National Assessment of Educational 

Progress (NAEP) reading assessments, while 44% of White, 12% of African American, and 17% 

of Hispanic 8th graders performed at or above the proficiency level on NAEP math assessments 

(http:// nces.ed.gov). In order to decrease the achievement gap between White and ethnic-

minority students, it has been suggested that ethnic-minority youth with increased levels of 

racial-ethnic identity (REI) can have improved and sustained school success (Altschul, 

Oyserman, & Bybee, 2006).  School is a significant context for youths to develop their own 

identity.  However, African American and Hispanic youths must also cope with negative 

academic stereotypes surrounding their racial-ethnic group when developing their identity.  

According to Altschul and her colleagues, these negative academic stereotypes can include 

inability to understand or complete assignments, laziness, and lack of interest or motivation to 

succeed.  In addition to negative academic stereotypes based on racial-ethnic group membership, 

Hudley and Graham (2001) found that youths from diverse racial-ethnic groups’ rated African 

American and Latino males least likely to succeed, least likely to work hard, follow school rules, 

and receive high grades.  In order to examine how REI predicts various academic and school 

outcomes among African American adolescents, Oyserman and her colleagues have examined 

the effectiveness of a tripartite model of REI which includes the components connectedness, 

awareness of racism, and embedded achievement (Oyserman, Gant, & Ager, 1995; Oyserman, 

Harrison, & Bybee, 2001; & Oyserman, Bybee, & Terry, 2003).  By examining a 
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multidimensional model of REI researchers are better able to focus on how multiple aspects of 

racial identity can predict student outcomes. 

 

Racial-Ethnic Identity 

 Racial identity has been defined as “an individual’s level of acceptance of his or her 

racial group as a salient reference group” (Smith, 1989). In the current article, the term racial–

ethnic identity is used to acknowledge that one’s sense of belonging to a group of people may be 

based on race—that is, perceived shared physiology (although wide within-group variation 

exists)—as well as one’s ethnicity—that is, common values, beliefs, and practices (Hughes et al., 

2006; Smith et al., 1999).   

 Racial-ethnic identity focuses on two broad components of identity: the importance of 

race-ethnicity to an individual’s self-concept and an awareness of societal racism (Oyserman et 

al., 1995).  These two components are imperative to understanding the race-ethnicity role of self-

concept, but neither identifies how an individual’s race-ethnicity may facilitate or impede 

academic engagement.  Oyserman et al. (1995) proposed a third component of racial-ethnic 

identity called “embedded achievement.”  This third component provides the inclusion of 

academic engagement in the overall racial-ethnic identity model.   

 

Racial-Ethnic Identity Component Overview 

REI Connectedness 

“Connectedness describes the extent to which individuals feel a positive sense of 

connection to their racial-ethnic in-group” (Oyserman et al., 2007).  Connectedness as a 

component of REI focuses on feeling good about being an in-group member.  This component 
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may provide motivation to individuals to engage in in-group behaviors.  However, connectedness 

does not provide youth with positive choices at all times.  The youth still must decide what 

behaviors are right and wrong.   

 According to previous research, by middle childhood children will likely have developed 

a sense of fixed group membership and have become aware of their own group membership 

along with the social ramifications involved in this decision (Bernal and Knight, 1997).  If youth 

do not see their racial-ethnic group membership as part of their self, it is possible they will not 

feel a need to act in ways that are consistent with their in-groups values and ideals.   

 

REI Awareness of Racism 

Awareness of racism involves the need to cope with how out-group members view their 

in-group.  Youth who are said to have a high level of this REI component have a buffer against 

the negative stereotypes from out-group members (Oyserman et al., 1995).  These stereotypes 

can be in the areas of academic achievement, interest, and attainment, as well as many other 

areas.  Awareness of racism can assist youth in overcoming negative feedback from peers 

without allowing it to hinder their self-esteem (Oyserman et al., 2007).  Evidence suggests that 

children act on “racial stereotype information as young as age 6” (Altschul et al., 2006).   

 

REI Embedded Achievement 

Embedded achievement is the only one of the three components of REI that focuses 

specifically on youth’s attention on norms and values related to school.  Embedded achievement 

is described as the beliefs that achievement is a goal that is valued by their in-group and 

therefore provides a specific goal for motivation to do well in school (Oyserman, Gant, and 
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Ager, 1995).  Youth that have high-embedded achievement believe that doing well in school is 

part of being a good group member (Oyserman et al., 2007).  These youth also believe that by 

being a succeeding member of their in-group, they will motivate other group members to 

succeed (Altschul et al., 2006).   

 Oyserman and her colleagues (1995) propose that when all components of the tripartite 

model are combined, embedded achievement can be thought of, as a buffer against the negative 

messages youth will face from out-group members.  These can include the stereotypes of African 

American and Latino academic performances.  Embedded Achievement allows researchers to see 

academic achievement as a defining factor of in-group status.   

 

Racial-Ethnic Identity and Academic Outcomes 

According to Altschul et al. (2006), REI relates to academic success and failure because 

succeeding in school is seen as an important life task while school failure has repercussions 

throughout one’s life.  REI serves to aide and organize youths’ experiences related to race, guide 

their behaviors within social and academic domains, and may help predict how they will respond 

to specific challenges they face in school (Oyserman, Brickman, & Rhodes, 2007).  Research 

suggests that REI may either promote or undermine academic achievement depending on one’s 

views of REI (Steele and Aronson, 1995).   

 Oyserman and her colleagues have studied the relationship between academic outcomes 

and the separate REI components.  “When race was made salient, academic persistence declined 

except among youth high in all three REI components” (Oyserman et al., 1995).  For those youth 

who were high in all three components of REI, persistence did not decline.  This provides 

support for the buffering effect of REI.  When high awareness of racism is combined with 
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feelings of connectedness and embedded achievement, it may promote persistence and 

involvement in school by depersonalizing failures and highlighting the need to continue to try.  

Youth high in all three components should be more concerned about succeeding in school 

whether they are male or female (Oyserman et al., 2007).   

 Males and females also differ in the way that the three components of REI affect their 

academic outcomes.  Oyserman, Harrison, and Bybee (2001) found that the level of concern for 

school increased over time in those youth who were high in all three REI components.  This 

study also found that REI Connectedness predicted improved grades as well as increased study 

time in male students when fall grades were controlled.  Another study done by Oyserman, 

Bybee, and Terry (2003) showed that REI Connectedness could also have positive effects on 

male students in the areas of attendance and more strategies to attain better academic selves.  In 

the same study, female students who were high in REI embedded achievement received higher 

grades than female students low in REI embedded achievement.   

 It has been hypothesized that REI and gender identity may provide complementary self-

schemas (Oyserman et al., 2001).  Male and female students are different when it comes to being 

influenced by their in-group.  Girls are more relational and value other’s opinions (Cross & 

Madison, 1997; Markus & Oyserman, 1989).  This shows that they may benefit from a sense of 

achievement as an important part of their in-group status.  On the other side, male students tend 

to become more autonomous through socialization.  Because of this, male students may benefit 

from REI Connectedness as a different way to value relationships with important others 

(Oyserman, 1995).   

 Despite negative perceptions, African American males have a strong desire to succeed 

academically (Hrabowski, Maton, and Greif, 1998).  However, African American males have a 
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difficult time succeeding if the instructor is unaware of the private lives of the students.  Tatum 

(2005) observed that when teachers reacted negatively to African American male’s physical 

appearance, the students were more likely to do poorly in the class.  Several researchers argue 

that when African American males feel connected to and have pride in their group; they are able 

to achieve academic success as evident by obtaining higher grades (Chavous et al., 2003; 

Oyserman, Harrison, & Bybee, 2001; Oyserman and Harrison, 1999; Fordham, 1996; Fordham 

& Ogbu, 1986).   

 Prior research using the tripartite model of racial-ethnic identity has primarily focused on 

African American students and little is known in regard to REI and Latino youth.  Altschul and 

colleagues (2006) compared African American Racial-Ethnic Identities with Latino Racial-

Ethnic Identities.  Results from this study showed those youths high in Connectedness and 

Embedded achievement had better grades at each point in time (fall of 8th grade year to spring of 

9th grade year).  This relationship proved to be stable across gender, race-ethnicity, and time. In 

addition, Chavez-Reyes (2010) found that adolescent Mexican American students have a positive 

REI. However, these students lacked academic achievement as a result of ethnic and community 

socialization.  This can be supported by third-generation Mexican Americans who graduated 

from high school, but failed to attain higher GPAs or attend and complete college than their 

previous generations. Youth who are from higher socio-economic backgrounds, have higher 

education, greater discrimination experiences, and who live in more culturally diverse 

neighborhoods tend to engage in REI more actively than those from less diverse neighborhoods 

(Hughes et al., 2006).    
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Purpose of Current Study 

The overall purpose of the current study was to examine how the three components of 

racial ethnic identity (Connectedness, Awareness of Racism, and Embedded Achievement) 

predicted the academic engagement of African American and Latino middle school adolescents. 

It was hypothesized that (a) the three components of racial-ethnic identity would predict 

academic engagement in middle school youth, and (b) interactions between ethnicity and 

individual racial-ethnic identity components would be a better predictor of academic 

engagement. 

 

Research Design 

A quantitative design was used to determine how the three components of racial-ethnic 

identity predicted academic engagement in African American and Latino middle school youth.  

A survey was distributed to each of the students and was completed within a one hour time 

period.  Statements in the survey regarding student’s racial-ethnic identity were derived from 

Oysterman et al. (1995). Students were allowed to read the statements silently and were also read 

allowed by a research assistant.  After the students completed the survey, both students and 

answers were converted to numerical values.   

 

Method 

Participants 

 Participants consisted of 92 middle school students (62 African American and 30 

Latino/a) located in 3 suburban cities from 4 different school districts across Texas.  Schools in 

which students were drawn from were ethnically and economically diverse.  The free and 
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reduced lunch rate for participating schools ranged from 22% to 86.5%, with most schools 

exceeding 70%.  Approximately 67% of participants self-identified their ethnicity as African 

American.  Students were pulled from elective periods based on their schedules.  Approximately, 

90% of the sample indicated that their primary language was English and they did not speak 

another language besides English in their home.  Data analyzed for youth who completed all 

three sessions (male = 45, female = 57).  Students ranged in age from 10 years old to 15 years 

old (m = 12.73, SD = 0.992) and were in 6th-8th grades (m = 7.23, SD = 0.71).   

 

Measures 

Racial-Ethnic Identity 

The three components of REI-Embedded Achievement, Connectedness, and Awareness 

of Racism- were analyzed using a 12-item, 4-point Likert scale (1 = strongly disagree, 2 = 

disagree, 3 = agree, 4 =strongly agree), based on Oyserman et al. (1995) survey.  Sample items 

included “It is important to me to think of myself as part of my ethnic group” (connectedness), 

“If I work hard and get good grades, others in my ethnic group will respect me” (embedded 

achievement), and “Some people treat me differently because of my ethnic group” (awareness of 

racism).  Table 1 provides the Cronbach’s alpha, means, and standard deviations of each REI 

component scale. Cronbach’s alpha for Connectedness = 0.76, Embedded Achievement = 0.75, 

and Awareness of Racism = 0.65 in the current study.  Altschul et al. (2006) reported comparable 

Cronbach’s alphas for connectedness, embedded achievement, and awareness of racism, 0.78, 

0.65, and 0.85 respectively.   
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Student’s Perceived Academic Engagement  

 Skinner and Belmont’s (1993) Student Engagement Scale was used to measure student’s 

self-perceived academic engagement. This 15-item scale measured student effort and attention in 

classroom-related activities. Sample items included (e.g., “I try very hard to do well in school,” 

“When I’m in class, I concentrate on doing my work,” “When I do badly on a test, I work harder 

next time”).  Items were evaluated on a 4-point Likert scale (1 = really disagree to 4 = really 

agree). All items were used to calculate a total mean engagement score. Reliability was 

estimated at .78 for the current investigation. Previous studies (e.g., Smalls et al., 2007) have 

utilized this scale with African American adolescent populations and demonstrated adequate 

reliability estimates (α = .71).   

 

Procedure 

Active parental consent and student ascent was obtained for student participation in the 

study in accordance with Institutional Review Board procedures.  Parents were sent home letters 

during the first week of the new school year.  They were provided a self-addressed envelope with 

postage paid to return the consent form in a few weeks.  This study was part of a larger study 

concerned with peer relations, therefore arrays of questions were asked, and those pertaining to 

the study were selected.  Participants were called from their elective period on the days of 

administration to the school’s cafeteria.  A graduate student read the participants the survey 

while undergraduate research assistants walked around to answer any questions.  When the 

students completed all three parts of the survey, they were mailed a $5 gift card.   
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Results 

Correlational Analysis 

Results from Table 2 provide all the correlations between the examined variables in the 

current study. As expected, there were statistically significant correlations between the three REI 

components.  Specifically, results indicated a statistically significant correlation between 

Embedded Achievement and Connectedness was (r = 0.53, p < 0.01).  Results also indicated a 

weaker but statistically significant correlation between Embedded Achievement and Awareness 

of Racism (r = 0.22, p < 0.05) and Connectedness and Awareness of Racism (r = 0.24, p < 0.05).  

Finally, academic engagement was found to have a statistically significant correlation with REI 

Connectedness (r = .35, p< .01) and REI Embedded Achievement (r = .26, p< .01).  Overall, 

correlation analysis indicated that the three REI components were related to the academic 

engagement of middle school adolescents differently.   

 

Regression Analysis Predicting Academic Engagement 

Hierarchical regression analysis was used to examine how the three REI components 

predicted the academic engagement of ethnic-minority middle school students. In the first step, 

age, grade, and gender were entered.  The second step added all REI components (Embedded 

Achievement, Connectedness, and Awareness of Racism).  First, results indicated that when 

predicting students’ perceived academic engagement the overall model was statistically 

significant (F (6, 79) = 2.653, p < .022, R2 = 0.18, adjusted R2 = .11) and accounted for 11% of 

the variance in the student’s academic perceptions.  As shown in Table 3, results indicated 

statistically significant results for connectedness (β = 0.31, p < 0.02).  These results suggest that 
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the academic engagement of the ethnic-minority middle school adolescents in the current study 

was highest when they felt a positive sense of connection to their racial-ethnic in-group. 

Since only one REI component (Connectedness) was shown to be statistically significant, 

structure coefficients were evaluated.  Looking at both the structure coefficients and beta weights 

provides a more complete analysis of results (Courville and Thompson, 2001).  The structure 

coefficient for Embedded Achievement suggest that even though the beta weight is not 

statistically significant, it accounts for 61% of the explained variance (rs = 0.61).  It is important 

to note embedded achievement only does not account for 61% of the total variance.  The 

variance it accounts for is dependent upon the connectedness component of REI.   

 

Interaction between REI and Ethnicity 

The relations between the three components of racial-ethnic identity (REI) and ethnicity 

were examined through a series of hierarchical regression analyses to determine if the three REI 

components varied for African American and Hispanic middle school students. Gender, grade 

and age were entered in the first step, the REI component was entered in the second step, 

ethnicity was entered in the third step, and the interaction between REI component and ethnicity 

were entered in the final step.  

Results indicated the only significant interaction was between embedded achievement 

and ethnicity.  First, results indicated that when predicting students’ perceived academic 

engagement the overall model was statistically significant (F (4, 76) = 3.103, p < .021, R2 = 0.15, 

adjusted R2 = .10) and accounted for 10% of the variance in the student’s academic perceptions.  

The interaction between Embedded Achievement and ethnicity (β = -2.06, p < .001) was 

statistically significant (Table 4).  The results suggest that when African American middle school 
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students had higher levels of embedded achievement they also had higher levels of academic 

engagement while Latino adolescents’ level of academic engagement remained fairly constant 

regardless of level of embedded achievement (Figure 1). 

 

Discussion 

  The purpose of the present study was to determine if minority youth’s racial-ethnic 

identity (REI) predicted their academic engagement.  It was proposed that the three components 

of REI (Connectedness, Embedded Achievement, and Awareness of Racism) would accurately 

predict academic engagement in African American and Latino youth.  It was further 

hypothesized that the interaction between ethnicity and the three REI components would be a 

better predictor of academic engagement then just the REI components alone.  Oyserman et al. 

(1995) proposed a tripartite model to help minority student’s close the learning gap.  In this 

model, three components (Embedded Achievement, Connectedness, and Awareness of Racism) 

interact in order to provide youth with the tools needed to succeed academically.   

 The current study found that only one of the three REI components, Connectedness, was 

significant in predicting student’s academic engagement. Based on this finding, it is expected 

that minority youth that feel connected to their in-group are more likely to do better in school 

than those youth that do not feel connected to their in-group.  This differs from Oyserman et al. 

(1995) where they found all three components of REI were related to academic achievement.  

However, the current study focused on academic engagement instead of academic achievement.  

In addition, African American students were also found to have higher Embedded Achievement 

scores than Latino youth.  This suggests that African American students feel that their group may 

have a more positive representation if an individual succeeds in school.  This is in contradiction 
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to the “acting White” hypothesis (Ogbu, 1991).  According to this hypothesis, minority youth’s 

in-groups make certain that group members adhere to their group norms and reject “white” 

characteristics, such as achieving in school.  However, Latino students remained stable in both 

the connectedness and embedded achievement components.  This could possibly be attributed to 

the low number of Latino participants compared to previous studies, or the level of acculturation 

of each participant.     

 Altschul et al. (2006) found eighth grade youth who were high in both Connectedness 

and Embedded Achievement received a higher GPA than those who were not high in these two 

components.  This study also found support for the relationship between REI and academic 

achievement to be stable across African American and Latino youth.  Like the current study, 

Altschul et al. (2006) did not find any gender differences.  The results suggest REI is associated 

with better academic achievement in minority youth and may act as a buffer against declining 

grades in early adolescence.  This study reported a larger sample size than the current study, as 

well as reporting academic achievement from GPA than from self-report academic engagement 

data.  Altschul et al. (2006) reviewed academic records for each of their participants; this is a 

more exact measurement of academic engagement.  Current study participants reported levels of 

academic engagement.  This may not necessarily be the same as academic achievement for all of 

the participants.   

 Limitations of this study include having a low sample size for both the African American 

and Latino populations, being unaware of the level of acculturation for the Latino students, and 

using self-report data for the engagement measure.  Future research should focus on more exact 

measures of academic engagement in order to cross-reference the self-report data from the 

students.  Level of acculturation should also be taken into account for youth from Latino descent.  
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Different levels of acculturation will likely vary the views of the REI components for each of 

these youth.  First generation Latino students may have different views on REI components than 

those students who are of later generations.   

 

Conclusion 

 Racial-ethnic identity is an important factor to consider when teaching minority youth.  

All of the REI components, connectedness, embedded achievement, and awareness of racism, 

should be involved in school curriculum.  The current study shows that minority youth who feel 

connected to their in-group as well as, believing personal success will benefit the overall group 

are important contributors to academic engagement for middle school minority adolescents and 

therefore should be included in a school’s curriculum.  Teachers and school administrators could 

require these components as an application exercise for commonly discussed topics.  In addition, 

parents can also help their adolescents succeed during the middle school years by conveying 

positive messages to help their adolescents feel connected to their in-group in addition to 

discussing how the personal successes of others from their in-group can have positive 

ramifications for all members of their in-group.     

Table 1  

Racial-Ethnic Identity Descriptive Statistics (N = 92) 

 Mean Standard 
Deviation a 

Embedded achievement 2.9632 0.5602 0.75 

Connectedness 2.9026 0.5962 0.76 

Awareness of racism 2.5354 0.6113 0.65 
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Table 2 

Correlation Matrix for Racial-Ethnic Identity and Sample 

 Age Grade Gender Embedded 
Achievement Connectedness Awareness 

of Racism 
Academic 

Engagement 

Age        

Grade .81c       

Gender .13 .04      

Embedded 
Achievement .13 .19 .10     

Connectedness .08 .16 .10 .53b    

Awareness of 
Racism .17 .07 .07 .22a .24a   

Academic 
Engagement -.13 -.10 .11 .26b .35c .02  

Ethnicity -.03 .06 .03 -.14 .00 -.16 .03 

ap < .05; bp < .01; cp < .001
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Table 3  

Racial-Ethnic Identity to Predict Students’ Perceptions of Academic Engagement  

 
R2 (∆R2) Variable 

Student Academic Perceptions 

 B SE B β rs 

Step 1 0.03 

Age -0.05 0.09 -0.12 -0.75 

Grade 0.02 0.11 0.04 -0.58 

Gender 0.14 0.10 0.16 0.64 

Step 2 0.18 (0.15) 

Age 0.00 0.08 0.01 -0.31 

Grade -0.09 0.11 -0.15 -0.24 

Gender 0.11 0.09 0.12 0.26 

Embedded Achv.  0.12 0.09 0.17 0.61 

Connectedness 0.22 0.09 0.31b 0.82 

Awareness of Racism -0.07 0.08 -0.11 0.05 

ap < .05; bp < .01; cp < .001 
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Table 4 

 Interaction between Embedded Achievement and Ethnicity to Predict Students’ Perceptions of Academic Engagement  

 
R2 (∆R2) Variable 

Student Academic Perceptions 

 B SE B β rs 

Step 1 0.07 

Age -0.09 0.08 -0.22 -0.49 

Grade 0.05 0.11 0.08 -0.38 

Gender 0.19 0.10 0.22a 0.42 

Step 2 0.15 (.08) 

Age -0.05 0.08 -0.19 -0.34 

Grade -0.05 0.11 -0.09 -0.26 

Gender 0.16 0.09 0.19 0.28 

Embedded Achv.  0.23 0.09 0.31a 0.67 

Step 3 0.15 (.00) 

Age  -0.05 0.83 -0.11 -0.34 

Grade -0.06 0.12 -0.11 -0.26 

Gender 0.15 0.10 0.18 0.28 

Embedded Achievement 0.24 0.09 0.32b 0.67 

Ethnicity 0.03 0.05 0.07 0.08 

       

(table continues) 
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Table 4 (continued). 
 

 
R2 (∆R2) Variable 

Student Academic Perceptions 

 B SE B β rs 

Step 4 0.28 (0.13) 

Age  -0.20 0.08 -0.04 -0.25 

Grade -0.10 0.11 -0.17 -0.19 

Gender 0.01 0.10 -0.11 0.21 

Embedded Achievement 1.06 0.25 1.41c 0.49 

Ethnicity 0.85 0.24 1.95c 0.06 

Embedded Achievement x 
Ethnicity -0.28 0.08 -2.06c 0.20 

ap < .05; bp < .01; cp < .001 
 

 



     

19 

Table 5 

 Interaction between Connectedness and Ethnicity to Predict Student Academic Perceptions     

 
R2 (∆R2) Variable 

Student Academic Perceptions 

 B SE B β rs 

Step 1 .071 

Age -0.069 0.082 -0.162 -0.36 

Grade 0.021 0.108 0.037 -0.27 

Gender 0.207 0.096 0.247a 0.87 

Step 2 .20 (.13) 

Age -0.028 0.078 -0.065 -0.29 

Grade -0.065 0.104 -0.115 -0.22 

Gender 0.169 0.091 0.202 0.25 

Connectedness  0.267 0.079 0.372c 0.78 

Step 3 .20(.00) 

Age  -0.027 0.079 -0.063 -0.29 

Grade -0.066 0.106 -0.117 -0.22 

Gender 0.168 0.092 0.201 0.25 

Connectedness 0.266 0.080 0.371c 0.78 

Ethnicity 0.005 0.047 0.012 0.07 

       

(table continues) 
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Table 5 (continued). 
 

 
R2 (∆R2) Variable 

Student Academic Perceptions 

 B SE B β rs 

Step 4 .20 (.00) 

Age  -0.028 0.079 -0.066 -0.29 

Grade -0.066 0.106 -0.116 -0.22 

Gender 0.171 0.092 0.204 0.25 

Connectedness 0.365 0.220 0.510 0.78 

Ethnicity 0.117 0.235 0.272 0.07 

Connectedness x Ethnicity -0.039 0.081 -0.310 0.45 

ap < .05; bp < .01; cp < .001 
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Table 6 

Interaction between Awareness of Racism and Ethnicity to Predict Student Academic Perceptions 

 
R2 (∆R2) Variable 

Student Academic Perceptions 

 B SE B β rs 

Step 1 0.059 

Age -0.074 0.080 -0.173 -0.54 

Grade 0.021 0.106 0.037 -0.41 

Gender 0.175 0.093 0.212 0.45 

Step 2 0.060 (0.01) 

Age -0.076 0.081 -0.177 -0.53 

Grade 0.020 0.107 0.035 -0.41 

Gender 0.174 0.093 0.210 0.45 

Awareness of racism  0.025 0.081 0.035 0.08 

Step 3 0.060(0.00) 

Age  -0.076 0.082 -0.177 -0.53 

Grade 0.020 0.109 0.035 -0.41 

Gender 0.173 0.095 0.201 0.45 

Awareness of racism 0.026 0.083 0.036 0.08 

Ethnicity 0.002 0.049 0.004 0.12 

       

(table continues) 
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Table 6 (continued). 
 

 
R2 (∆R2) Variable 

Student Academic Perceptions 

 B SE B β rs 

Step 4 0.064 
(0.004) 

Age  -0.072 0.082 -0.168 -0.51 

Grade 0.015 0.109 0.027 -0.40 

Gender 0.178 0.095 0.216 0.43 

Awareness of racism -0.102 0.245 -0.143 0.08 

Ethnicity -0.118 0.222 -0.278 0.12 

Awareness of racism x 
Ethnicity 0.051 0.091 0.316 0.13 

ap < .05; bp < .01; cp < .001 
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Figure 1. Adolescent’s level of embedded achievement and ethnicity predicting academic perceptions.
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Figure 2. Adolescent's level of connectedness and ethnicity 
predicting academic perceptions
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Figure 2. Adolescent’s level of connectedness and ethnicity predict academic perceptions.
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Figure 3. Adolescent's level of awareness of racism and ethnicity 
predicting academic perceptions
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Figure 3. Adolescent’s level of awareness of racism and ethnicity predicting academic perception.
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