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ABSTRACT
Previous literature has noted that an achievement gap exist for students of color. Girls of
color are often subjected to higher rates of exclusionary discipline and are often perceived as
being disruptive and promiscuous by their teachers and peers. Researchers have found that
participation in extracurricular activities has a positive influence on students by promoting
positive social interactions with peers and teachers, and thus has the possibility of positively
influencing student academic success. The Educational Longitudinal Study was utilized to
explore the relationships between extracurricular participation and student academic success,
while considering how teacher perceptions and student race may influence these factors.
Bivariate analysis found that participating in interscholastic sports and clubs was associated with
student GPA, but participation in intramural clubs was negatively related to student GPA. These
findings varied by student race. Multivariate analysis indicated that teacher perceptions and
participation in extracurricular activities are positively associated with student GPA. Multivariate
analysis further revealed that while club participation was negatively associated with teacher
perceptions for Latinas, participation in interscholastic sports and clubs was positively associated
with GPA after controlling for teacher perceptions. This study expands on the literature that
explores how student race influences academic success, while considering how teacher
perceptions may play a role.
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CHAPTER I
INTRODUCTION

The education system within the United States operates under a veil of expectations that
presumes opportunities within school systems are natural and equalizing (Noguera 2015).
Therefore, when students struggle within this institution, or are unable to increase their status
upon completion, individuals are more likely to place the blame for lack of success on the
student rather than casting a critical eye over the institution itself. Individuals who have never
had to navigate a minority status may find it difficult to understand that a system that is believed
to level the social field for everyone is deeply flawed and unable to present the same
opportunities for every student who enters through its doors. Students who possess a minority
status often find it difficult to succeed within classrooms that were not constructed to benefit
their variety of lived experiences, and this is especially true for girls of color.
Girls of color experience the frustration of navigating two minority statuses within an
institution. Most minority students recognize that their White counterparts tend to receive
preferential treatment, whereas they often experience heightened disciplinary actions and fewer
positive interactions with teachers and administrators (Crenshaw, Ocen, and Nanda 2016; EvansWinters and Esposito 2010; Ispa-Landa 2013). Girls of color recognize that their experiences are
different from what both White students and male student’s experience, and these inequitable
experiences could magnify misunderstandings within the classroom between girls of color and
teachers. Girls of color may believe that their teachers disregard their needs and academic
abilities while prioritizing the needs of White students and male students (Morris 2012).
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Teachers may believe that girls of color are not motivated or are disruptive, which could
lead them to perceive these students as under-performing and difficult (Watson 2012). Teacher
perceptions may influence interactions with girls of color, which could then negatively influence
their academic success (Blake et al. 2011). While it is important for teachers to be culturally
competent to better serve the needs of minority students, researchers have also shown that
engagement within the school has positive effects on student engagement and teacher
perceptions of students (Fredricks and Eccles 2008; Schwartz, Capperlla, and Seidman 2015;
Goldsmith 2003).
Participation in extracurricular activities and sports is positively associated with academic
success and peer interactions (Knifsend and Juonen 2016; Schwartz et al. 2015; Seow and Pan
2014). Interactions with other students allow students to build connections with their peers, work
on social skills such as teamwork and verbal communication, and gives students the chance to be
active within the school community (Seow and Pan 2014). This study hopes to expand upon
previous literature by exploring how participation in extracurricular activities influences teacher
perceptions, and if this is dependent on the type of activity in which a student is engaged (sports
vs. clubs). This study also seeks to explore if these factors depend on the student’s race.
Furthermore, this thesis looks to add to a growing literature focused on girls of color and their
success within school systems. By using existing data from the base year and the first follow up
of the Educational Longitudinal Study, this thesis examined how participation in extracurricular
activities is associated with teacher perceptions as well as academic success of high school girls,
and how this varies by race and ethnicity.
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CHAPTER II
LITERATURE REVIEW

2.1

Race and Ethnicity in the United States Education System
The education system within the United States is commonly thought of as a means of

leveling the field for all (Apple 1979). Americans tend to believe that no matter the socioeconomic status and social circumstances that an individual may originate from, education
provides every student with an equal chance to wipe their slate clean and begin on a trajectory
that will propel them out of their previous circumstances. Unfortunately, this idea does not ring
true for every student. Despite the fact that Brown v. Board of Education was enacted more than
60 years ago, research finds that schools are still segregated (Morris 2016; Johnson 2014).
Neighborhoods are still racially divided, which influences the racial makeup of surrounding
school systems. Even when schools are racially diverse, classrooms may still be segregated
through a process known as tracking. Researchers have found that teachers and counselors are
less likely to recommend students of color for advanced placement courses, which then
disproportionately separates White students into college prep courses while minority students are
pushed into general education (Knifsend and Juonen 2016; Campbell 2012).
Students’ success in their academic endeavors has the possibility to set students up for
achievement in other areas of their lives, such as better relationships with peers and better wellbeing (Gordon and Cui 2018; Dotterer 2007). Many factors influence the likelihood that a
student will be successful in academic contexts, including classroom factors such as teacher
experience and class size, school level factors such as available funding, the student’s
socioeconomic status, and student race (White et al. 2016; Battle and Lewis 2002). Student level
3

factors such as socioeconomic status and race are often intertwined, as minority individuals are
disproportionately from impoverished backgrounds. Students from impoverished backgrounds
are more likely to lag behind students with more privileged means because they are less likely to
have access to resources that prepare and aid them for school. Previous research has shown that
minority students tend to score lower on reading, mathematics, and science tests when compared
to their White counterparts (White et al. 2016; Gordon and Cui 2018).
While gaps in academic achievement can be caused by structural issues, these gaps can
also occur due to school personnel perceptions of students. Teachers’ perceptions of students
may influence the opportunities a student receives, the expectations that a teacher places on a
student, and the grades that a student receives. Teachers’ perceptions of a student also influences
the type of disciplinary actions a student receives, and research has shown that out-of-school
suspensions can influence the achievement gap that exists between racial groups (Crenshaw et al.
2016).
Students who do not mirror the norms and expectations set in place by the dominant
culture are more likely to receive higher rates of disciplinary actions and are more likely to
experience exclusionary discipline such as being suspended or expelled from school (Fenning
and Rose 2007; Skiba et al. 2002). Individuals who do not conform or ascribe to the standards set
by the institutions are often categorized as being deviant, but this categorization may be based on
differing views of what is and is not acceptable behavior. When looking at how exclusionary
disciplinary practices influence student academic success, researchers have found that students
who are dismissed from classrooms tend to lose out on valuable instruction time (Morris 2012).
Students may not receive the same quality of instruction when they return to the classroom,
therefore it may be more difficult to grasp concepts that the rest of their classmates understand.
4

Since Black and Latina students are more likely to experience instances of exclusionary
disciplinary practices, they are more likely to miss out on valuable instruction time, and are at a
higher risk of falling behind in class.
Several researchers have analyzed the academic achievement gap that exists between
racial and ethnic categories. Out of all the racial categories, Asian American students tend to
succeed the most within classrooms, and researchers have connected this pattern to the model
minority myth, which is the belief that Asian students tend to be naturally talented and successful
(Yoo, Miller, and Yip 2015; Lee, Park, and Wong 2017). White students tend to fall just behind
Asian American students, and their success in school is often attributed to the availability of
resources, as well as being positively perceived by their teachers and peers (Mroczkowski and
Sanchez 2015). Finally, researchers have found that Black girls and Latinas can struggle the most
in terms of academic achievement. There are many findings that help to explain the reasoning
behind this phenomenon, but a common explanation in the literature is that Black girls and
Latinas are categorized as the racial “other”, which leads school personnel to view them as
underachieving when compared to White and Asian American students (Morris 2012; Colón and
Sanchez 2010; Martinez, DeGarmo, and Eddy 2004; Koonce 2012).
2.2

Intersections of Race and Gender in the United States Education System
While girls of color are resilient and many succeed within school systems, they still face

structural issues that can influence their path to academic success. This may be partially caused
by the nature of their marginalized status of being both racial/ethnic minority and female. The
combination of these two statuses may cause the inequality they experience within classrooms to
be magnified (Campbell 2012; Joseph, Viesca, and Bianco 2016) because teachers tend to push
the needs of girls of color to the side to focus on the needs of other students (Morris 2012).
5

Girls of color are faced with the challenge of creating an identity that encompasses the
factors of gender, race, and gendered race (Barric et al. 2016; Carter 2005). Perceptions of Black
and Latina women often reflects the stereotypical ideas that they are loud, disrespectful, and
hypersexual individuals (Collins 2000; Crenshaw 1989) whereas Asian women are often
regarded as quiet, reserved, and dedicated (Yoo et al. 2015). Minority women often have to
formulate a positive social identity, which can become mentally and emotionally draining
because they are constantly having to readjust their identity to fit their environments (Barric et al.
2016). According to Patricia Hill Collins, minority women are often revoked of their freedom
and ability to define themselves, as society has categorized them as the “other” (Collins 2000).
This creates a conundrum where an individual is alienated from the ability to define themselves,
yet they are inclined to constantly adjust their identity and stifle their emotions for fear of being
stereotyped.
2.2.1 Educational Experiences of Black Girls
Black women are stereotyped as rowdy and sexually promiscuous by American society,
and these ideas are often perpetuated in popular media. Symbols of hyper-sexualized Black
women, Black women who are outspoken and sassy, or even the “welfare queen” are popular
stereotypes of Black women perpetuated by the media (Wallace et al. 2011; Collins 2000), and
these pervasive portrayals of Black women shape perceptions of women of color. Morris (2018)
explains that Black women do not view their behavior in a negative manner, but more of a
necessary means of survival in an unfortunate reality. When looking at the act of speaking out
through a historical lens, slaves would speak out against slave owners as a means of defiance and
as a tool to regain power. Morris (2018) explains that Black women have taken on this historical
act of defiance and have applied it in their day to day lives as a means of bringing attention to
6

them within a classroom. The persona of being a “loud Black girl” is often perceived as being a
threat to masculinity, which may lead to the hyper-masculinzation of Black girls (Ispa-Landa
2013).
Despite this historical social explanation that helps us identify present day social actions,
society tends to view young Black girls as adults, and this perception leads to the hypersexualization of young Black girls (Morris 2018). Morris continues by discussing how Black
girls are under siege of a “moral panic”, but in a way that is unique from that of Black boys.
Although Black and White girls may dress similarly, Black girls are more likely to be perceived
as morally deviant because they are seen as “provocative”. Black girls are then criminalized for
how they navigate and survive social encounters (Morris 2012). Others have stated that Black
girls are simply mimicking the actions of Black boys, but this further perpetuates the idea that
Black girls are hyper-masculine, and also silences the narrative of Black girls across American
society (Morris 2012).
Black girls tend to receive more counts of disciplinary actions when compared to their
White and Hispanic counterparts, and are more likely to experience oppressions based on race
and gender since they possess two marginalized identities (Morris 2016). In a study conducted
by Evans-Winters and Esposito (2010), Black girls reported in interviews that most of their
infractions could be attributed to zero-tolerance policies within school systems, which then
created a tumultuous learning environment. Despite the enactment of zero-tolerance policies,
Black girls are often cited with disciplinary infractions over minor occurrences, such as chewing
gum or showing defiance within the classroom (Blake et al. 2011).
Because they experience backlash from their teachers and peers, many Black girls have
begun to speak up within classrooms as a means of defending themselves. This act of self7

preservation is often negatively received by their peers and teachers (Blake et al. 2011). These
negative perceptions may also be fueled by the idea that Black girls violate gender norms more
than other racial and ethnic groups (Crick 1997). By talking back to their teacher or through
asserting themselves, Black girls defy the expected norms of femininity (Morris 2007). This puts
them at a greater risk for experiencing forms of intolerance, rejection, and negativity (Crick
1997).
Research suggests that many Black girls believe that when they talk with attitude, they
are utilizing a medium to resist hostility received by teachers, as well as a way to gain the
attention they need in class to help them be successful (Koonce 2012). Therefore, when their
attitude is met with equal sarcasm and their questions are left unanswered, this can cause
confusion regarding who to trust, and can damage the level of investment a Black girl has in her
school (Koonce 2012). While Black girls are more likely to stand up for themselves, this action
of perceived defiance does create challenges for them within classroom (Koonce 2012). They
may be subjected to forms of alienation by experiencing ridicule from their teachers, and from
being teased by Black and White peers alike who shame them for being loud and annoying (IspaLanda 2013). Teachers are likely to normalize sexual harassment that girls experience, and may
even place blame on the girls for attracting attention due to the way that she dresses or the way
that she acts (Crenshaw et al. 2016).
2.2.2 Educational Experiences of Latinas
Latinas’ experiences within institutions are somewhat similar to what Black girls
experience, but are also unique in many ways. Latinas are often discouraged from engaging in
romantic relationships, and some families focus on maintaining the purity of young Latina girls,
a practice that is usually reserved for Latinas and not Latinos (Raffaelli and Ontai 2004; Colón
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and Sanchez 2010; Mroczkowski and Sanchez 2015). Some Latinx cultures promote traditional
feminine roles as guidelines to how Latinas are expected to act, and these traditional feminine
values influence who Latinas are allowed to interact with. For example, Latina girls are often
prohibited from interacting with boys without parental supervision. Despite these cultural
expectations, popular media has continued to portray Latinas in hypersexualized ways (Sanchez
2017).
Latinas are more likely than White students to experience exclusionary discipline within
school systems. These instances may be magnified because popular portrayals of
hypersexualized Latinas have contributed to the adultification of young Latina girls, similar to
what Black girls have experienced. These instances of exclusionary discipline could also be
attributed to discrimination experiences within these institutions, which tend to be perpetuated by
police officers and teachers (Mroczkowski and Sanchez 2015). Latinas and their families have
also reported that they have faced barriers when it comes to communicating with school staff and
with trying to access resources that aid student academic success (Martinez et al. 2004). These
difficulties in navigating school systems may contribute to the high rates of dropping out
experienced by Latinx students (Martinez et al. 2004; Mroczkowski and Sanchez 2015; Colón
and Sanchez 2010; Benner and Graham 2011). Despite this, Latinas generally do better in school
when compared to their male counterparts, and are also more likely to pursue post-graduate
studies (Colón and Sanchez 2010). Some research suggests that Latinas place more value in
education than Latinos, and this could be attributed to their restrictive upbringing, which may
influence them to pursue social mobility (Colón and Sanchez 2010).
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2.2.3 Educational Experiences of Asian Girls
Asian American students tend to outperform White students academically, and this
success is tied to perceptions of Asian Americans as the model minority. The model minority
myth is the assumption that Asian Americans value hard work, which makes them more
academically and socially successful when compared to other racial categories (Yoo et al. 2015;
Lee, Park, and Wong 2017). According to Hsin (2014), this perception of successful Asian
Americans can be broken down into three explanations: that Asian Americans have obtained
beneficial sociodemographic factors which aides them in succeeding, that Asian Americans are
cognitively superior, or that Asian Americans have an educational advantage.
In terms of the sociodemographic argument, Asian American parents are better educated,
tend to live in more stable houses closer to better school systems, and are more likely to have a
higher family income (Hsin 2014; Tran 2016). It is argued that Asian American immigrants are
perceived more positively because they brought sought-after resources such as human capital and
class specific ideals (Tran 2016). Through obtaining these desirable resources, Asian Americans
were less likely to face forms of discrimination (Tran 2016). When analyzing the cognitive
abilities argument, some believe that Asian Americans outperform other racial categories in
terms of academic achievement and standardized test scores because of genetic differences.
However, many researchers have discredited this idea, and tend to point towards the access of
resources that Asian Americans possess as a way to explain their heightened levels of academic
success (Hsin 2014; Hsin 2018; Tran 2016). Finally, the educational advantage argument
circulates around the idea that Asian American families value education as a means of social
mobility, therefore they foster traits such as attentiveness and motivation (Hsin 2014; Tran 2016;
Zhou and Bankston 2001; Hsin 2018).
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Traditionally, Asian girls are expected to conform to feminine gender roles: they are
expected to be obedient and responsible whereas Asian boys are allowed to be unruly (Hsin
2018; Zhou and Bankston 2001). Asian girls tend to outperform Asian boys academically, and
this could be attributed to the parental control that girls experience (Hsin 2018). Unlike Asian
boys, Asian girls are closely monitored by their family and are expected to devote much of their
time to their studies (Hsin 2018). The combination of gendered expectations and the belief that
performing well academically shows gratitude for parental sacrifices may lead Asian girls to
outperform their male counterparts academically and may influence Asian girls’ participation in
extracurricular activities (Hsin 2018; Zhou and Bankston 2001). Overall, Asian American
families place high expectations on their children in terms of academic achievement, as it is often
used as a measure of success for the family (Zhou and Bankston 2001).
2.2.4 Conclusion of Intersections of Race and Gender
Education is an important step for marginalized groups because it serves as an
opportunity to potentially step out of the constricting binds that society has placed on them. This
is especially true for women because society is constructed in such a way that most women need
an education to be successful within society (Fordham 1993). Women have learned how to
navigate institutions by downplaying femininity as a way to be viewed as equal within these
social institutions. However, this ability to diminish a part of their identity does not always aid
them in every interaction. Teacher and administrator perceptions of students seem to transcend
this act, and the perceptions that professionals hold of girls of color tend to be misguided by
stereotypical societal perceptions. Teacher perceptions have been shown to influence academic
success, which could potentially increase the barriers that girls of color face (Akifyeva and
Alieva 2018; Broh 2002).
11

2.3

Teacher Perceptions of Students
The power dynamic between teachers and students is asymmetric, which makes it easy

for teachers to group students based on academic ability or based on other forms of
categorization (D’hondt et al. 2016). Teachers typically hold power over the success of a student,
and this can be shown through time spent and level of engagement with a student, opportunities
granted, and level of discipline dealt (Akifyeva and Alieva 2018; Broh 2002). It is important to
note that teachers may be unaware that they are engaging with students on different levels, and
that not all teachers knowingly treat students differently. Previous research suggests that teachers
subconsciously hold higher standards for minority students than they do for White students
(Akifyeva and Alieva 2018; Rosenbloom and Way 2004). Therefore, when a minority student is
unable to meet these expectations, teachers may project stereotypical expectations on the student,
putting the blame on their lack of motivation or lack of resources.
These subconscious assumptions of minority students may be guided by the teacher’s
background in terms of the level of experience they have with cultures besides their own
(Watson 2012). Exposure to different cultural groups has been shown to improve cultural
understanding. This can been seen in how White and minority teachers teach, and how they are
perceived by their students (Watson 2012). Curriculum that is taught or not taught within school
systems creates an environment where teachers are unaware that they are not promoting the
historical successes of people of color, which can be alienating to students of color (Watson
2012; Lareau and Horvat 1999). Some teachers may think that the best way to counteract racial
disparities within the classroom is to not address race or ethnicity, although this is also
detrimental as it takes away from the diverse cultural backgrounds from which students hail.
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As mentioned before, teacher perceptions impact student academic achievement. If a
teacher perceives a student is being disruptive or unproductive within a classroom, they are more
likely to enact some type of discipline on those students. Students of color are disproportionately
impacted by school discipline policies, and zero-tolerance policies have been shown to have
more negative effects on the student than positive effects on student behavior (Blake et al. 2011).
Black and Latina girls tend to receive more acts of discipline, and this could be attributed to
biased perceptions of them being gender-inappropriate (Ispa-Landa 2013; Rosenbloom and Way
2004). Black girls may be perceived by their teachers as being loud, disruptive, and
promiscuous; ideas that do not necessarily represent teacher perceptions of their White or Asian
counterparts (Francis 2011; Rosenbloom and Way 2004). Black girls are perceived less
favorably than girls of other racial categories, and while there is no clear consensus as to why
teachers view them in this manner, some researchers suggest that teachers may be
misinterpreting their behavior as disruptive (Francis 2011; Morris 2018). These less than
favorable views that teachers hold of Black girls and Latinas may be detrimental to their
academic success, in terms of suggestion for honor roll classes, how often they are sanctioned
from productive learning environments, and the alienation they may feel from their teacher and
peers. Teachers generally hold positive views of Asian American students, which can influence
the level of expectations they hold for Asian American students (Rosenbloom and Way 2004).
The way that teachers engage with students, particularly students of color, can greatly
influence student attachment to school. Students who continue to experience marginalization in
the form of negative disciplinary actions or poor interactions with school officials may begin to
view their experiences within school systems as lack-luster (Ispa-Landa 2014). Black children
are more likely to report weaker attachments to school and lower academic engagement.
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(Dotterer 2007, Knifsend et al. 2018). These negative experiences may be magnified by the lack
of cultural competency possessed by their teachers, and by an increase in restrictive rules
(Watson 2012; Bryan et al. 2011). While Asian American children usually do not encounter
negative perceptions from teachers or administrators, they can encounter discriminatory actions
from their peers, such as name calling or physical violence (Rosenbloom and Way 2004). When
students feel as if their teachers are not advocating for them or that they are not represented in
the classroom, they may begin to detach themselves from school and from their teachers. Secure
attachment to school has been shown to improve student wellbeing and promote academic
success while decreasing instances of behavior problems (Bryan et al. 2011).
One possible way to counteract negative teacher perceptions and waning student
attachment may be found through extracurricular participation (Dotterer 2007; Bryan et al.
2011). Participation in extracurricular activities has been shown to improve student engagement
within schools through increasing social ties and creating new groups for students to join.
Students who participate in interscholastic sports are perceived more positively than students
who do not participate, and this may elicit academic success through receiving opportunities that
other students would not receive if they did not participate (Sprietzer and Pugh 1973; Broh
2002). Other researchers found that students who participate in sports are more likely to
communicate with their teacher outside of the classroom, and through these instances of extra
communication students may gain favorability from the teacher and information that may help
improve their grades (Broh 2002; Blake et al. 2011). While no research has shown the direct
influence that club participation has on teacher perceptions, this engagement within the
scholastic community may increase student visibility, which then may improve teacher
perceptions of students.
14

2.4

Student Participation in Extracurricular Activities
Extracurricular activities provide students with an opportunity to be active within the

school community outside of the classroom, as well as cultivate positive peer relationships.
Extracurricular activities encompass activities such as sports, clubs, choir or band. Participating
in extracurricular activities has been shown to encourage positive outcomes for students because
they provide a place for students to participate in unstructured peer interaction, peer
collaboration, as well as encouraging students to work together to achieve a goal (Knifsend and
Juonen 2016). Classrooms tend to cultivate stressful environments for students, where success is
further perpetuated by inequalities, but sports and clubs provide a safe environment for students
to accept roles, learn group communication, and develop important life skills such as a strong
work ethic and high self-esteem (Knifsend and Juonen 2016; Seow and Pan 2014).
Extracurricular activities may also help increase a student’s social status within the
academic community (Seow and Pan 2014). Participation does this by helping students gain
entry into social groups from which they were previously excluded. Higher levels of peer
interaction builds social capital, which can help solidify feelings of belonging within school
systems (Seow and Pan 2014). Research on participation in school activities has shown that
students who participate in extracurricular activities are less likely to drop out (Dotterer 2007).
Participation in activities is also associated with academic outcomes, and students who
participate more tend to have higher grades, tests scores, and GPA’s (Fredricks and Eccles 2008;
Schwartz et al. 2015).
Sports provide an excellent outlet for engaging in physical activity while constructing
relationships with other individuals. Researchers have found that participation in athletic
activities not only creates an environment that fosters social engagement, but also promotes
15

healthy living, motivation, and self-esteem (Davalos, Chavez, and Guardiola 1999; Broh 2002).
Participating in sports while in school often holds a prestigious title, which could then positively
influence teacher and peer engagement (Goldsmith 2003). Most students who participate in
sports are required to meet eligibility requirements to continue to participate in their activity,
therefore student athletes may be more engaged with their academic work so that they can
continue to play in hopes of receiving a college scholarship (Sprietzer and Pugh 1973). Other
researchers disagree with this sentiment, explaining that the rigorous participation and time
commitment that is required of participation in sports hinders student success by taking time
away from academic responsibilities (Davalos et al. 1999).
Participation in sports tends to be segregated along race and gender lines. Researchers
theorize that this may be the case because individuals are influenced by what their family
members and peers think of participating in a particular sport (Edwards et al. 2011; Goldsmith
2003). Girls in general tend to participate in sports less than boys (Meier, Hartman, and Larson
2017). Black girls tend to participate in sports less than their other racial counterparts and tend to
be the least active overall when compared to other races (Edwards et al. 2011). This is especially
true when analyzing participation in interscholastic sports. Some researchers suggest that
participating in interscholastic sports can be expensive, and that it can be difficult for girls of
color to obtain quality equipment (Felton et al. 2002). Other researchers suggest that cultural
differences that exist between White athletes and athletes of color may result in excluding
athletes of color from creating bonds with the other girls (Edwards et al. 2011).
On the other hand, intramural sports are thought to be more inclusive when compared to
interscholastic sports. These programs are able to offer more opportunities for participating in a
variety of sports because they do not require schools to organize the events (Edwards et al.
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2011). Since intramural programs do not require much time or money to be invested, people of
color tend to participate in intramural sports at higher rates than their White counterparts
(Edwards et al 2011). This is especially true for Black girls. Participation in intramural sports
may be viewed differently when compared to participation in interscholastic sports, because
interscholastic sports holds greater social value in academic settings (Edwards et al. 2011).
Intramural sports are not organized through schools, therefore student participation may be less
visible for those who participate in intramural sports. Teachers may thus not realize that students
in intramural sports participate in extracurricular activities, or they may not view them as
dedicated to success because participation in intramural sports does not require students to
maintain a certain GPA.
Participation in clubs that promote school spirit and involvement, such as student
government, has also been shown to positively influence grade point average (Eccles et al.
2003). Fredricks and Eccles (2008) also found that the more a student was invested in school
clubs, the more likely they were to cultivate stronger feelings of attachment to the school.
Participation in clubs allows students to foster an academic identity and leadership skills as
school clubs tend to be more directly involved with school than sports (Fredricks and Eccles
2008). Similar to sports participation, participation in clubs tends to be segregated along race and
gender lines. When addressing gender-based participation, girls are more likely to participate in
clubs than boys (Meier et al. 2017), and Asian American students were more likely to participate
in clubs when compared to other racial/ethnic categories (Meier et al. 2017).
2.5

Theoretical Considerations
Educational theorist Michael Apple theorized that the education system was originally

constructed around the idea of enforcing the dominant culture, and was used as a means to
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assimilate immigrant children (Apple 1979). Because racial/ethnic minority students’ cultural
backgrounds differ from that of the dominant culture that White individuals benefit from,
institutions, such as schools, promote White culture and expect their students to abide by these
set mannerisms (Ispa-Landa and Conwell 2015). This is related to the concept of cultural capital,
which was first introduced by Pierre Bourdieu. Cultural capital can be defined as the cultural
codes, such as tastes or manners of speech, which gains an individual prestige. Individuals who
obtain cultural capital find it easier to abide by the norms set in place by others who possess
cultural capital; therefore, they are more likely to benefit from these sets of norms (Bourdieu
1986; Morris 2005; Jaeger and Mollengaard 2017). This creates a cycle where dominant forms of
cultural capital are often reproduced, which further marginalizes individuals from other cultures.
Prudence Carter believed that the idea of cultural capital also helps to explain how race
and ethnicity can influence academic achievement (Carter 2003). Having experienced
discrimination and obtaining little socioeconomic gain, racial and ethnic minority groups began
to create culturally different responses to infrastructures and social institutions (Carter 2003).
These ascribed differences, which helped to validate cultural authenticity within minority groups,
often faced backlash from students and teachers who possessed more dominant forms of cultural
capital (Carter 2003). Teachers may find it difficult to understand the cultural codes established
by students of color, and may find their codes difficult to relate to or understand. This lack of
understanding may lead teachers to incite harsher reactions to students of color or may lead
teachers to dismiss students’ needs (Carter 2003).
Cultural capital is therefore divided along racial lines, and it seems to be reproduced in
this manner. This could be because cultural capital typically benefits White people the most by
giving them systematic advantages (Delpit 2006). White students have more positive interactions
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with their teachers, have access to quality resources, and are able to participate in extracurricular
activities (Jaeger and Mollegaard 2017; Delpit 2006; Felton et al. 2002). Black and Latina girls
may not have equal access to resources to help them succeed within scholastic institutions, they
tend to have less positive interactions with teachers and administrators, and they are less likely to
participate in extracurricular activities because participation can sometimes require significant
monetary costs (Ispa-Landa 2013; Morris 2012; Felton et al. 2002). Asian Americans are more
likely to possess the monetary means to obtain access to quality resources and entry into
extracurricular activities, although their cultural codes differ from the cultural codes of the
dominant White culture (Rosenbloom and Way 2004). While minority students possess cultural
capital, their cultural capital is different from what White students possess, which can make it
more difficult for them to succeed within social institutions. Carter clarifies that students who
possess non-dominant forms of capital still have goals that include academic success, but these
goals are often stifled by a lack of economic resources (Carter 2003).
Cultural capital is important to address when considering what factors influence
academic achievement. Students who possess cultural capital have informal knowledge of
academic standards, such as “traditional humanist culture, linguistic competence, and specific
attitudes” (Lamont and Lareau 2014). Therefore, students who possess this specific form of
cultural capital are more likely to succeed within academic settings as they have received the
appropriate cultural knowledge from their parents. Students from working and lower classes can
achieve a certain level of knowledge from the cultural codes created by the high class, but they
are not naturally inclined to reenact these codes. These students are less likely to have the
monetary resources that students from higher classes also benefit from (Lamont and Lareau
2014). Indeed, researchers have shown that students who possess more cultural capital are more
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likely to succeed academically (Jaeger and Mollengaard 2017; Lee and Bowen 2006). This could
be attributed to the fact that students who possess more cultural capital are more likely to have
access to better resources throughout their lives, which they have obtained either through their
parents or through access to elite schools. Children from more privileged backgrounds are more
likely to be exposed to unique experiences, such as museums, plays, or concerts, which help
them refine their repertoire so that they are able to relate to the expectations of high class (Reay
2004). Teachers perceive students and parents who possess higher forms of cultural capital in a
more positive manner. Teachers perceive these students to be engaged with the materials; or may
even consider these children as naturally gifted (Jaeger and Mollengaard 2017). Parents who
possess higher amounts of cultural capital are thought of as being highly engaged with school
and invested in their child’s education, which then reflects positively on their child (Lee and
Bowen 2006).
The resources that a parent possesses can have a great impact on the academic success of
their child, and parents from different economic backgrounds ascribe to their own set of
parenting codes (Lareau 2003). Parents from middle and upper class families are more likely to
ascribe to concerted cultivation, a parenting style that places high value on extracurricular
activities because parents view them as a resource for their child to learn and perfect life skills
(Lareau 2003). Parents who engage in the concerted cultivation style of parenting are more likely
to have the monetary means to invest in their child’s extracurricular participation, and are more
likely to do so because they place value in these activities because they view them as a way for
children to develop their language and reasoning skills (Lareau 2003).
Previous literature has found that this value placed in extracurricular participation is not
misplaced, as students who participate in these activities are more likely to have higher levels of
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attachment to school, are more likely to be positively perceived by their teachers, and are more
likely to succeed academically (Covay and Carbonar 2010). Participating in extracurricular
activities, particularly interscholastic sports, causes students to be a part of a group within the
school that is highly regarded. Engagement in these activities makes them more visible to
teachers and administrators, which helps to increase positive teacher perceptions. Therefore,
participating in extracurricular activities can create a cycle of cultural capital. Students who have
the means and appropriate culture codes to participate in these activities are able to refine these
qualities through participation. This cycle then promotes students to an “elite status” within the
school, where they are positively perceived by both teachers and peers.
Teachers may have more positive perceptions of parents who ascribe to the concerted
cultivation style of parenting because these parents can possess a similar level of cultural codes
that are familiar to the teacher, therefore the teacher may regard the parents as being interested in
their child’s education. Furthermore, concerted cultivation influences children to be more likely
to question authority and to view themselves and authority figures in an equal manner. This may
also elicit positive responses from teachers because these students may be more likely to ask
questions in the classroom, which could be translated as the student in invested in their own
success (Lareau 2003).
Practicing concerted cultivation transcends racial boundaries, as Lareau found that White
and Black parents from middle class backgrounds both ascribed to this type of parenting (Lareau
2003). However, Black and Latina girls are more likely to come from working and lower class
families, and as a result may be less likely to sign participate in interscholastic sports and may
opt to participate in the more affordable intramural sports. Black and Latina girls’participation in
intramural sports may be viewed differently because this activity does not hold the same
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potential for social mobility as interscholastic sports (Edwards et al. 2011). This difference in
participation and in cultural capital may lead teachers to have less positive perceptions of Black
and Latina girls compared to their White counterparts. Experiencing negative teacher perceptions
and not receiving as many social benefits from participating in intramural sports, which may be
accompanied by feelings of not being validated for participating because their participation is not
as visible, may lead Black girls and Latinas to not feel attached to their schools. Differing levels
of extracurricular participation, teacher perceptions, and student attachment may influence
academic performance and can lead to the academic achievement gap.
2.6

Current Study
The current study contributed to the literature surrounding academic disparities for girls

of color by utilizing a quantitative approach to examine how participating in extracurricular
activities and teacher perceptions may influence student success. Previous literature has
examined the disparities in academic achievement for girls of color, the variance in
extracurricular participation, and how teacher perceptions can influence academic achievement.
This study hopes to see how all of these variables interact to influence academic success for
girls, and how this may differ based on student race.
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CHAPTER III
THEORETICAL MODEL

3.1

Theoretical Model

Figure 1

Extracurricular Participation
(sports and clubs)

Race

Student Attachment

Teacher Perceptions
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Academic Success

3.2

Discussion of Theoretical Model for Analysis
The previous literature discussed looked at how academic performance varied based on

student race (White et al. 2016; Gordon and Cui 2018), how teacher perceptions influence
academic performance (Morris 2018; Broh 2002), or how extracurricular participation influence
academic performance (Sprietzer and Pugh 1973; Broh 2002). There is a gap in the literature on
how all of these factors may work together in influencing academic performance. The primary
dependent variable in this study is student academic success, measured by grade point average
(GPA). The theoretical model is comprised of two segments: first, how extracurricular
participation may influence teacher perceptions, and how that may vary by race; second, how
extracurricular participation influences academic performance and how teacher perceptions and
student attachment may be intervening factors for academic performance.
3.2.1 Model Segment One
The first model segment tests for how extracurricular participation and race are
associated with teacher perceptions. The analysis is split along racial/ethnic lines to allow for the
examination of differences in the factors that influence student academic success. According to
prior research, minority students are perceived differently from White students (Francis 2011;
Watson 2012). While all teachers do not have negative views of minority students, literature
suggests that White teachers can lack cultural competency, which can stem from a place of
privilege (Watson 2012). Previous literature has shown that both extracurricular participation and
positive interactions with teachers can influence a student’s academic success (Knifsend and
Juonen 2016). Students who are more engaged in school activities tend to be more visible to
teachers; therefore, teachers may view them more positively and may be more likely to offer
those students more advantages within the classroom, such as extra time to complete an
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assignment or more opportunities for one-on-one help. While previous literature has addressed
both of these factors and their influence on academic performance, there is a lack in research that
looks at how these factors may vary by race.
Research Question 1: How are race and extracurricular participation associated with teacher
perceptions of students?
1a. How does race shape teacher perceptions and academic performance?
1b. How is participation in sports and clubs associated with teacher perceptions of
students?
1c. Does the association between sports/clubs participation and teacher perceptions of
students vary by race?
3.2.2 Model Segment Two
The second model segment seeks to explore how extracurricular participation is
associated with academic performance. As mentioned above, previous research has found that
extracurricular participation can positively influence student attachment to school (Knifsend and
Juonen 2016; Seow and Pan 2014). Students who are attached to school and view it in a positive
manner may be more likely to invest more time into their homework and building a positive
relationship with their teachers, which might then have a positive effect on their academic
performance. Given previous research on achievement gaps between racial/ethnic minority and
White students (White et al. 2016; Gordon and Cui 2018) this research seeks to explore the
associations between race, extracurricular participation, and academic performance, and how
these factors may be mediated by teacher perceptions and student attachment. Previous literature
has explored how extracurricular participation influences academic performance, but has failed
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to address how teacher perceptions and student attachment may be a mediating factor for
academic performance and how this may vary by race.
Research Question 2: How are race and extracurricular participation associated with academic
performance?
2a. How is race associated with academic performance?
2b. How is participation in sports and clubs associated with academic performance?
2c. Are the associations between race, extracurricular participation, and academic
performance mediated by teacher perceptions and student attachment? Do these
associations vary by race?
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CHAPTER IV
METHODOLOGY
4.1

Data
The data I analyzed for my thesis came from the public use data set of the Educational

Longitudinal Study (ELS:2002). For the purpose of my thesis, the majority of my data were
drawn from the base year (2002), with the exception of one of my dependent variables, which
was from the first wave of the study (2004). The target population for this data set consists of
high school students, starting at the 10th grade level in 2002. The study follows the same sample
of students as they progress through their high school careers and into their postsecondary years
of education. For the study, students, their parents, math and English teachers, and school
administrators completed surveys that asked questions related to school experience, scholastic
expectations, and how they viewed their peers (ELS:2002). These surveys were paired with
cognitive tests administered to students in their mathematics and reading courses.
The sample of the ELS consists of over 15,000 individual students within 750 schools
(ELS:2002). Schools were sampled first, and students within these schools were then randomly
selected to participate in the study. Non-public schools, such as Catholic and other private
schools, were sampled at a higher rate in an effort to ensure that their samples would be large
enough to withstand comparisons between private and public schools. In terms of students, Asian
students were sampled at a higher rate than White, Black, and Hispanic students so that the
sample of these students would be large enough to hold up against comparisons of the other races
and ethnicities (ELS:2002).
The ELS dataset has a large sample of students, as well as questions that pertain to
student involvement within the school system, peer and teacher attitudes, and academic
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achievement. These questions, paired with the available demographic information allow for the
exploration of how student participation in extracurricular activities and/or sports influence
teacher perceptions and academic achievement.
4.2

Sample
Sample restrictions were created to remove any cases that were missing responses to key

variables. Respondents were excluded if they were missing data on valid sample weights (n=
953), or GPA (n=1,139). After examining the race variable, I noted American Indians/Alaska
Native students made up only .9% of the sample. These students were coded so that they fell into
the ‘Other’ category, along with students who reported that they were more than once race (4%).
Given the various racial/ethnic groups combined in this category, it was determined that no
inferences could be made about this category, therefore students in the ‘Other’ category were
excluded (n=215). This study focuses exclusively on girls, so male students were excluded from
the sample (n=6,643). Students who did not have a hard copy of the questionnaire (n=580) and
those students who did not have their school questionnaire completed (n= 140) were also
excluded from the sample. All cases with missing values on all variables were removed from the
sample. After all restrictions were made, my sample came to a total of 4,054 high school girls.
A sample weight was provided in the ELS dataset. The relative weight used for this study
was calculated by dividing the standard weight by the sample mean. Creating this weight and
applying it to each case in the sample corrects for potential errors that come with the probability
of selection errors, such as over-sampling. This helps to reduce bias and allows the findings to be
generalizable to the general population.
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4.3

Variables

4.3.1 Dependent Variables
Grade Point Average (GPA). A variable that measures student grade point average was
used to analyze academic success for each student. This ordinal variable was originally coded so
that .0=0.00-1.00, 1.00=1.01-1.50, 2.00=1.51-2.00, 3.00=2.01-2.50, 4.00=2.51-3.00, 5.00= 3.013.50, 6.00= 3.51-4.00. This variable was recoded so that the coding mirrored that of a 4.0
grading scale. The recoded values are 1.00, 1.50, 2.00, 2.50, 3.00, 3.50, and 4.00. The mean GPA
in this sample was 3.12 (See Table 1).
Teacher Perceptions. Students’ Math and English teachers answered questions such as
how hard the students works, how well the student relates to others, as well as how often the
student completes their homework. The variables that measured how hard the student worked for
their grades, how well the student related to others, how passive the student was, if the student
talked to the teacher outside of the class, and if the teacher thought the student was falling behind
were coded 0 for ‘No’ and 1 for ‘Yes’. The variables that measured how often the student
completed their homework, how often the student was absent, how often the student was tardy,
how often the student was attentive in class, and how often the student was disruptive were
coded 1 for ‘Never’, 2 for ‘Rarely’, 3 for ‘Some of the time’, 4 for ‘Most of the time’, and 5 for
‘All of the time’. The variable measuring if the student is passive was reverse coded so that 0
‘Yes’ and 1 ‘No’. Variables analyzing how often a student is absent or tardy and how disruptive
a student is in class were also reverse coded so that 1 ‘All of the time’ 2 ‘Most of the time’ 3
‘Some of the time’ 4 ‘Rarely’ 5 ‘Never’. These variables were combined by taking the mean
across items. The range of English teacher perceptions was .33-3.86, with a mean of 2.43 and a
standard deviation of .35. The Cronbach’s Alpha for the English teacher perceptions variable
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was a .813. The range of Math teacher perceptions was .00-3.86, with a mean of 2.44 and a
standard deviation of .35 (see Table 1). The Cronbach’s Alpha for the Math teacher perceptions
variable was a .805.
4.3.2 Independent Variables
Student Race. For this study, race is measured to see if participation in sports and
extracurricular activity depends on race. Originally, this variable was coded so that 1 ‘American
Indian/Alaska Native, non-Hispanic’, 2 ‘Asian, Hawaii/Pac. Islander, non-Hispanic, 3 ‘Black or
African American, non-Hispanic’, 4 ‘Hispanic, no race specified’, 5 ‘Hispanic, race specified’, 6
‘More than one race, non-Hispanic’, and 7 ‘White, non-Hispanic’. After examining the
frequencies of all three of my race variables, I concluded that the Native American population
made up .9% of my sample, therefore this category would not be able to withstand comparisons
between other racial groups. I decided to group the Native American students with the ‘Other’
students. As mentioned above in the section discussing sampling, this category was excluded
because no inferences could be made for this category. The race variable also contained two
options for ‘Hispanic’, so I decided to group these two options into one variable. After recoding
this race variable, the labels are now listed as 1 ‘Non-Hispanic White’, 2 ‘Latina’, 3 ‘Black’, 4
‘Asian/PI’. Univariate analysis (See Table 1) shows that the majority of the sample is White
(69.50%), followed by Latina (14.00%), then Black (12.90%), and Asian/Pacific Islander
(3.60%).
Extracurricular Participation. To analyze participation in sports and extracurricular
activities, three variables were included to determine participation patterns. The variable
measuring participation in interscholastic sports was originally coded 0 ‘Did not participate’ 1
‘junior varsity participation’ 2 ‘Varsity participation’ and 3 ‘Varsity captain’. For the purpose of
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this study, this variable was coded so that 0 ‘No participation’ and 1 ‘Participated in at least one
sport’. Univariate analysis (See Table 1) show that more high school girls participate in
interscholastic sports (51.50%) than do not participate in interscholastic sports (48.50%).
To be able to compare intramural and interscholastic sports participation, variables that
measured participation in intramural sports were included in an index since a single compound
variable did not exist. Variables such as “Participated in intramural football”, “Participated in
intramural cheerleading” and “Participated in intramural baseball” were included in an index that
varied from .00 to 8.00. This variable was then recoded so that 0 ‘Did not participate’ and 1
‘Participated in at least one sport’. Univariate analysis (See Table 1) shows that more high school
girls chose to not participate in intramural sports (70.00%) than chose to participate in intramural
sports (30.00%).
Variables that measured type of extracurricular activities participated in, such as
‘Participated in school band or chorus’, ‘Participated in a school play or musical’ and
‘Participated in school service clubs’ were included to create a scale that measured level of
participation in extracurricular activities. This scale ranged from .00 to 9.00. This variable was
then recoded so that 0 ‘Did not participate’ and 1 ‘Participated in at least one activity’.
Univariate analysis (See Table 1) shows that more high school girls chose to participate in clubs
(61.30%) than girls who chose not to participate (38.70%).
Student Attachment. Six variables that address if a student feels as if teachers are
interested in the students, if teachers praise effort, if the student gets along with teachers, and if
teachers expect them to succeed were included in this analysis. All missing values were
removed, and all above variables are originally coded as 1 ‘Strongly Agree’ 2 ‘Agree’ 3
‘Disagree’ 4 ‘Strongly Disagree’. A variable that looks at if a student feels put down by teachers
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was recoded due to the direction of the question, and the new coding is as follows: 1 ‘Strongly
Disagree’ 2 ‘Disagree’ 3’Agree’ 4 ‘Strongly Agree’. A reliability analysis was performed to see
how the above questions measured the overall concept of student attachment with a Cronbach’s
alpha of .734, all variables listed were summed in a scale that measures the student’s perceptions
of teachers. This variable ranges from 6.00 (positive attitudes towards teachers) to 24.00
(negative attitudes towards teachers). The mean for student attachment (see Table 1) is 12.69,
which shows that students generally have neutral feelings towards their teachers.
4.3.3 Controls
A composite variable that measures socio-economic status (SES) was included. This
variable is constructed by using five components that measure father’s education, mother’s
education, family income, father’s occupation, and mother’s occupation (ELS:2002). The SES
variable from the ELS was standardized, which means that z scores are utilized to indicate how
far away a student’s SES is from the sample mean. For example, if a student’s SES is -1, that
student’s SES is one standard deviation below the mean of the sample. The mean of this sample
(see Table 1) is 0.00, which shows that after conducting sample selections, the mean of this
sample is not different from the mean of the original sample. This interval variable ranges from 2.11 to 1.82.
A variable was constructed to analyze student attitudes towards school. Four variables
that explored if a student thought classes were interesting, if they were satisfied by classroom
expectations, if they thought education was important, and if a student thought grades were
important were included in a scale variable that measured student attitudes towards school. All of
the above variables were reverse coded so that 1 ‘Strongly disagree’, 2 ‘Disagree’, 3 ‘Agree’,
and 4 ‘Strongly Agree’. With a Cronbach’s alpha of .717, all of the variables mentioned above
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were summed in a scale. This variable ranges from 4.00 (poor attitudes about school) to 16.00
(positive attitudes about school). The mean of this variable (see Table 1) was a 12.49, which
shows that students have a more positive attitude when regarding school.
Two variables that looked at student test scores for the reading and math tests
administered by the ELS researchers were included. Both of these variables are interval
variables. Reading test scores range from 25.03 to 78.76, and the average score was a 51.68 (see
Table 1). Math test scores range from 20.49 to 80.15, and the average score was a 50.56 (see
Table 1). All missing values were excluded.
A variable was constructed to analyze student delinquency. Six variables that addressed
the frequency of a student being tardy to school, skipping classes, how often they got in trouble,
how often they were suspended, and how often they were absent were included in the creation of
an index that measured student delinquency. These variables were coded so that 0= ‘Never’, 1=
“1-2 times”, 2= “3-6 times”, 3= “7-9 times” and 4= “10 or more times”. All variables mentioned
above were summed. Delinquency ranges from .00 to 4.00, with a mean of 1.09 (see Table 1),
which suggests that students on average reported being delinquent one to two times during the
first semester of the school year.
4.4

Plan of Analysis
To address the first research question in regards to the associations between race,

extracurricular participation, and teacher perceptions of students, ANOVAs were first conducted
to analyze the associations between race and teacher perceptions of students. T-tests were
conducted to analyze associations between interscholastic sports participation, intramural sports
participation, and club participation with the English and Math teacher perception variables.
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Finally, the bivariate analysis was conducted separately by race to consider whether the
association between sports/clubs participation and teacher perceptions of students varies by race.
To address the second research question about how race and extracurricular participation
is associated with academic performance, an ANOVA was conducted to analyze the association
between race and student GPA. A T-test was performed to investigate how interscholastic sports
participation, intramural sports participation, and club participation is associated with student
GPA.
To answer the research question: “What are the associations between teacher perceptions
and extracurricular participation?” Ordinary Least Squares (OLS Regression) were conducted to
assess the associations between extracurricular participation and teacher perceptions. Running an
OLS regression will also allow me to explore if extracurricular participation shapes teacher
perceptions, and if this varies by student race. The first OLS regression tests whether
participation in extracurricular activities and student attachment predicts student teacher
perceptions. Model 1 examines the association between student race and teacher perceptions
while controlling for student socio-economic status (SES), test scores, student’s educational
attitudes, and student delinquency. Model 2 examines the association between extracurricular
participation (interscholastic sports, intramural sports, and clubs), race, and teacher perceptions
while still controlling for SES, test scores, student’s educational attitudes, and student
delinquency. This model helps answer the research question: “Do the associations between
extracurricular participation and teacher perceptions vary by race?”
To answer the research question: “How are race and extracurricular participation
associated with academic performance?” a second OLS regression was conducted. The second
OLS regression tests if participation in extracurricular activities and student attitudes towards
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school predicts student GPA. Model 1 examines the association between student race and student
GPA while controlling for SES, test scores, student’s educational attitudes, and student
delinquency. Model 2 examines associations between extracurricular participation (in the form of
interscholastic sports, intramural sports, and clubs), race, and GPA, while still controlling for
SES, test scores, student’s educational attitudes, and student delinquency. Analyzing the model
separately by student race allows me to analyze how the association between academic
achievement and extracurricular participation may differ based on student race. Model 2 helps
answer research question: How are participation in sports and clubs associated with academic
performance? In order to examine the associations between teacher perceptions and student
GPA, Model 3 introduces Math and English teacher perceptions, while still controlling for SES,
student’s educational attitudes, and student delinquency. Analyzing the model separately by
student race allows me to explore if teacher perceptions vary by student race. Model 4 introduces
student attachment, while still controlling for SES, student’s educational attitudes, and student
delinquency. This OLS regression was conducted separately by race so that differences between
the racial/ethnic categories could be considered and provide an answer to the research question:
Do the associations between extracurricular participation, academic performance, and teacher
perceptions vary by race?
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CHAPTER V
RESULTS

5.1

Bivariate Analysis

5.1.1 Race Differences in Extracurricular Participation
A chi-square test was conducted to assess the association between race/ethnicity and
extracurricular activities (See Table 2). White girls participated in interscholastic sports (57%)
more than Black girls (46%) and Asian/PI girls (40%). Latinas were least likely to participate in
interscholastic sports (35%). There is a statistically significant relationship between race and
interscholastic sports participation (2 = 108, df=3, p<.001). Black girls were more likely to
participate in intramural sports (36%), than White girls (30%) and Latinas (29%). Asian/Pacific
Islander girls were least likely to participate in intramural sports (27%). There is a statistically
significant relationship between race and intramural sports participation (2 = 10, df=3, p<.05).
Asian/Pacific Islander girls participated in clubs the most (68%), followed by White girls (65%)
and Black girls (57%). Latinas participated in clubs the least (43%). There is a statistically
significant relationship between race and club participation (2 = 103, df=3, p<.001).
5.1.2 Race Differences in Academic Performance and Teacher Perceptions
A one-way analysis of variance was conducted to analyze the relationship between
race/ethnicity and student GPA, (see table 3). There appears to be a significant relationship
between race/ethnicity and GPA (F=145.477, p<.001). Asian and Pacific Islander students
reported the highest GPA (x̄=3.38). Non-hispanic White students had the next highest GPA
(x̄=3.24). A Scheffe test was conducted to see if groups were significantly different from each
other. Asian and Pacific Islander students were not significantly different from White students
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(p>.50). Latina students reported moderate GPAs (x̄=2.88), and Black students reported the
lowest GPA scores (x̄=2.63). Latinas and Black students were significantly different from White
girls (p<.001).
When addressing the one-way analysis of variance that was conducted to analyze the
relationship between race/ethnicity and teacher perceptions of the students, we find that both
English (x̄=2.55) and Math (x̄=2.53) teachers viewed Asian and Pacific Islander students the
most positively out of all other racial categories. White students were also viewed positively by
their Math (x̄=2.47) and English (x̄=2.46) teachers. Latinas received moderate views from their
teachers (x̄=2.36/x̄=2.38), while Black students had the poorest level of teacher perceptions out
of all the racial/ethnic categories (x̄=2.33/x̄=2.32). There appears to be a significant relationship
between race/ethnicity and Math Teacher Attitudes (F=38.711, p<.001) and English Teacher
Attitudes (F=34.989, p<.001). When looking at English teacher attitudes, there is a statistically
significant difference between Latinas and Black girls (p<.001) when compared to White girls,
and a statistically significant difference between White girls and Asians (p<.05). For Math
teacher perceptions, there is a statistically significant difference between Latinas and Black girls
when compared to White girls (p<.001).
5.1.3 Race Differences in Control Variables
A one-way analysis of variance was conducted to analyze the relationship between
race/ethnicity and student attitudes towards school and their attachment (see Table 3). Black girls
had more positive feelings towards school (x̄=13.12) but are less attached to their teachers (as
higher values on this variable indicate less positive attitudes) (x̄=12.89). Asian/Pacific Islander
girls have the next most positive attitudes towards school (x̄=12.87), followed by Latina girls
(x̄=12.85). White students had the poorest attitudes towards school (x̄=12.29). Latinas had higher
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levels of attachment (x̄=12.50), followed by Asian/Pacific Islander girls (x̄=12.58), and finally
White students (x̄=12.70). There appears to be a significant relationship between race/ethnicity
and student attitudes towards school (F=37.890, p<.001), but there is no significant relationship
between race/ethnicity and student attachment (F=2.186, p>.05).
When analyzing the ANOVA that was conducted between race/ethnicity and SES, White
girls have the highest SES (x̄=0.14), followed by Asian/Pacific Islander girls (x̄=0.02), and Black
girls (x̄=-0.29). Latinas have the lowest SES out of all of the racial categories (x̄=-0.44). There
appears to be a strong relationship between race/ethnicity and student attitudes towards school
(F=146.630, p<.001).
An ANOVA was conducted to analyze the relationship between race/ethnicity and test
scores. There appears to be a significant relationship between race/ethnicity and reading test
scores (F=196.466, p<.001). White girls scored the highest on the reading test (x̄=53.83),
followed by Asian/PI girls (x̄=51.43) and Latinas (x̄=46.91). Black girls scored the lowest on
their reading tests (x̄=45.32). There also appears to be a significant relationship between
race/ethnicity and math test scores (F=232.188, p<.001). Asian/PI girls scored the highest on the
math test (x̄=54.64), followed by White girls (x̄=52.60) and Latinas (x̄=45.74). Black girls scored
the lowest out of all the racial/ethnic categories on their Math test (x̄=43.58).
A one way analysis was performed to analyze the relationship between race/ethnicity and
the student delinquency variable. Latina girls reported that they were delinquent on average 1-2
times (x̄=1.04). White and Black girls also reported that they were delinquent 1-2 times on
average (x̄=0.91). Asian/Pacific Islander girls reported the lowest level of delinquency out of all
the racial and ethnic categories (x̄=0.77).
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5.1.4 Extracurricular Participation and Teacher Perceptions
An independent samples t-test was conducted to analyze if there is a relationship between
extracurricular participation and teacher perceptions (see Table 4). When looking at
interscholastic sports participation, English teachers had more positive views of students who
participated (x̄=2.48) than students who did not participate (x̄=2.39). Math teachers had more
positive views of students who did participate (x̄=2.49) than students who did not participate in
interscholastic sports (x̄=2.39). Students who did participate in clubs were also viewed more
positively by their Math (x̄=2.48) and English (x̄=2.48) teachers than students who did not
participate (x̄=2.38 and x̄= 2.35 respectively). Conversely, students who did not participate in
intramural sports were perceived more positively by their Math (x̄=2.45) and English (x̄=2.44)
teachers than students who did not participate (x̄=2.42, and x̄=2.41 respectively). Overall, these
findings suggest that teachers have a more positive perception of students who participate in
interscholastic sports and clubs. Students who do not participate in intramural sports are
perceived in a more positive manner than students who did participate in intramural sports.
The previous independent-samples t-tests were also repeated using the split file method
so that I could investigate if any of these patterns differed based on student race (see Table 5).
Asian/Pacific Islander girls who participated in interscholastic sports were viewed the most
positively by their Math (x̄=2.64) and English (x̄= 2.59) teachers out of all the racial categories,
followed by White girls (x̄=2.52/ x̄=2.50), then Latina girls (x̄=2.39). Black girls who
participated were viewed the least positively by their Math teachers (x̄=2.36). These findings
were statistically significant for White and Black girls, but were not significant for Latinas.
English teacher perceptions was not statistically significant for Asian/Pacific Islander girls.
When looking at the differences in means across participating or not participating in
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extracurricular activities, it seems as if participating benefits Asian girls the most across the
board in terms of teacher perceptions. However, participating in extracurricular activities
benefits Latina girls the least, and they do not seem to be more positively perceived if they
participate versus when they do not participate.
These findings suggest that teacher perceptions of students who participate in
extracurricular activities do vary by student race. Overall, teachers had the most positive
perceptions of Asian/Pacific Islander students who participated in extracurricular activities,
followed by White girls, then Latina students who participated. Teachers had the poorest
perceptions of Black girls, even if they did participate in extracurricular activities.
5.1.5 Extracurricular Participation and Academic Performance
An independent samples t-test was conducted to analyze if there is a relationship between
extracurricular participation and academic performance (see Table 4). Students who participated
in interscholastic sports had a higher GPA (x̄=3.28) than students who did not participate in
interscholastic sports (x̄=2.94). Students who participated in intramural sports had a lower GPA
(x̄=3.06) than students who did not participate (x̄=3.14). Students who participated in clubs have
a higher GPA (x̄=3.27) than students who did not participate in clubs (x̄=2.88).
When comparing the independent variables between participating in/not participating in
extracurricular activities, students who participate in interscholastic sports and clubs have a
higher GPA (x̄=3.28 and x̄=3.27, respectively). Students who participate in intramural sports
have lower GPAs (x̄=3.06) compared to students who did not participate in intramural sports
(x̄=3.14). These findings were significant, which suggests that there is a relationship between
participation in extracurricular activities and student academic performance.
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5.1.6 Extracurricular Participation Differences in Control Variables
An independent samples t-test was conducted to analyze the relationship between sports
participation, SES, student attitudes towards school, test scores, and delinquency (see Table 4).
Students who participate in interscholastic sports and clubs have a higher SES (x̄= .16 and x̄=.12,
respectively), than students who did not participate in these activities (x̄=-.17 and x̄= -.19,
respectively). This suggests that students from higher SES are more likely to participate in
interscholastic sports and clubs.
Students who participate in interscholastic sports have more positive attitudes towards
school (x̄=12.62) when compared to students who do not participate in interscholastic sports
(x̄=12.36). Students who participate in clubs have more positive attitudes towards school
(x̄=12.69) when compared to students who did not participate in clubs (x̄=12.19). This finding
was not significant for students who participated in intramural sports. Students who participate in
interscholastic sports are more attached to their teachers (x̄=12.60) when compared to students
who did not participate (x̄=12.80). Students who participated in clubs are more attached to their
teachers (x̄=12.55) when compared to students who did not participate in clubs (x̄=12.92).
The difference between students who did and did not participate in intramural sports was not
significant.
Participating in interscholastic sports was associated with higher reading test scores.
Students who participated in interscholastic sports had an average reading test score of 53.06
whereas students who did not participate in interscholastic sports had an average reading test
score of 50.22. Students who participate in interscholastic sports have a higher math test score
(x̄= 52.18) when compared to students who did not participate in interscholastic sports (x̄=
48.83). Participating in clubs is also associated with higher reading test scores (x̄=53.40) and
41

higher math test scores (x̄= 52.23). However, participating in intramural sports is associated with
lower test scores. Students who participated in intramural sports had lower reading test scores
(x̄= 49.64) and math test scores (x̄=48.71) when compared to students who did not participate in
intramural sports (x̄= 52.55 and x̄= 51.35, respectively). Finally, participating in interscholastic
sports and clubs seems is associated with lower levels of delinquency (x̄=1.02 and x̄=1.00,
respectively).
5.1.7 Teacher Perceptions and Student Academic Success
To further elaborate on the impact that teacher perceptions have on student academic
success, a correlation was run to investigate the relationship between teacher attitudes and
student GPA. Student GPA was moderately correlated with English (r= .58, p<.001) and Math
(r= .57, p<.001) teacher perceptions (see Table 6). As student GPA increases, so do English and
Math teacher attitudes. When addressing how the control variables influence teacher perceptions,
correlations found that student delinquency was moderately correlated with English teacher
perceptions (r= -.40, p<.001) and Math teacher perceptions (r= -.42, p<.001). This suggests that
as student delinquency increases, teacher perceptions decrease. Delinquency is also moderately
correlated with student GPA (r= -.38, p<.001), which suggests that as delinquency increases
GPA declines. Student attachment was weakly correlated with English (r=-.21, p<.001) and
Math (r=-.20, p<.001) teacher perceptions, which means that students who were more attached to
their teachers were perceived more positively by their teachers as well.
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5.2

Multivariate

5.2.1 OLS Regression Predicting Teacher Perceptions
After analyzing the two dependent variables, which measure Math and English teacher
perceptions of students, I found that both of these variables are not normally distributed,
although there are over 4,000 cases. None of the independent variables were correlated over
0.70 with any other independent variable for both dependent variables, which shows that
multicollinearity is not present. This finding helps to confirm that none of the relationships found
through performing the OLS regression were caused by variables other than the dependent
variable. Tests for outliers were also conducted. When looking at outliers for both variables, the
maximum found in the Mahalonobis distance test was 55. When looking at the Mahalonobis
distance test, a value that is greater than 25 causes a disproportionate effect on the results of the
regression analysis. A Cook’s distance test was performed and the maximum for this test was
less than 1. When performing a Cook’s distance test, a value greater than 1 suggests that there
may be something that is influencing the regression analysis. Outliers were removed from the
sample to see if the distribution would be normal, but after discovering that removing the
variables provided little change, the outliers were ultimately not removed from the sample.
An ordinary least squares regression analysis was conducted to evaluate how well the
variables socio-economic status, test scores, student’s educational attitudes, student delinquency,
race, and extracurricular participation (interscholastic sports, intramural sports, and clubs)
predict Math and English teacher perceptions. Two models were run to see how each individual
model predicts teacher perceptions (see Table 7). These models were also run separately by race
to explore if these associations differed based on student race.

43

5.2.1.1

Model 1
Model 1 of this OLS Regression focuses on how student race, test scores, student’s

educational attitudes, and student delinquency may be associated with English and Math teacher
perceptions. When looking at student race, I find that teacher perceptions of Latinas are not
significantly different from how teachers perceive White girls, which was also found in the
bivariate results. When compared to White girls, Black girls are viewed on average .069 points
lower (p<.001) than White girls by their English teachers and .079 points lower (p<.001) than
White girls by their Math teachers. Asian/Pacific Islander girls were viewed .078 points higher
(p<.01) than White girls by their English teachers, but the difference for Math teacher
perceptions was not statistically significant. The adjusted R2 of Model 1 for English teachers is
.265, so that 25% of the variance in English teacher perceptions can be explained by these
variables. The adjusted R2 of Model 1 for Math teachers is .285, so that 27% of the variance in
Math teacher perceptions can be explained by these variables.
5.2.1.2

Model 2
Model 2 introduces extracurricular participation in schools, including participation in

interscholastic and intramural sports and club participation. These variables were introduced to
explore the potential relationships between teacher perceptions and extracurricular participation.
Students who participated in interscholastic sports are viewed .04 points higher (p<.01) by
English teachers and .05 points higher (p<.001) by Math teachers than students who did not
participate in interscholastic sports. Intramural participation was not significantly associated with
teacher perceptions. Students who participate in clubs are viewed .04 points higher (p<.001) by
their English teachers. This finding was not statistically significant for Math teacher perceptions.
After introducing the extracurricular participation variables in Model 2, the variable measuring
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socioeconomic status was no longer significant. This suggests that SES may be associated with
teacher perceptions in part because students from higher SES backgrounds are more likely to
participate in interscholastic sports and clubs.
5.2.2 OLS Regression Predicting Teacher Perceptions, Separated by Race
An ordinary least squares regression analysis was conducted to evaluate how well the
variables socio-economic status, test scores, student’s educational attitudes, student delinquency,
test score, participation in interscholastic and intramural sports, and clubs influenced teacher
perceptions, and how these variables may vary by student race. Two models were run to see how
each individual model predicts teacher perceptions (see table 8). In Model 1, teachers perceive
student delinquency differently based on student race. For every one point increase in
delinquency for Black girls, English and Math teacher perceptions decreases by .15 points
(p<.001). For every one point increase in delinquency for Latinas, English teacher perceptions
decrease by .13 points (p<.001) and Math teacher perceptions decreases by .19 points (p<.001).
For every one point increase in delinquency for Asian girls, English teacher perceptions decrease
by .14 points (p<.001) and Math teacher perceptions decreases by .17 points (p<.001).
Comparatively, for every one point increase in delinquency for White girls, English and Math
teacher perceptions decrease by .13 points (p<.001).
Model 2 introduces extracurricular participation in schools, such as participation in
interscholastic and intramural sports, as well as club participation. These variables were
introduced to explore the potential relationships between teacher perceptions and extracurricular
participation, and how student race may influence these associations. White girls who participate
in interscholastic sports are viewed .03 points higher (p<.05) by their English teachers and .061
points higher (p<.001) by their Math teachers than White girls who do not participate in
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interscholastic sports. White girls who participate in intramural sports are not viewed
significantly differently by their English and Math teachers than girls who did not participate in
intramural sports. White girls who participate in clubs are viewed .05 points higher (p<.001) by
their English teachers compared to White girls who do not participate in clubs, but club
participation was not significantly associated with their Math teacher perceptions of them.
Unlike White girls, Black girls who participated in interscholastic sports are not viewed
significantly more positively by their English teachers or Math teachers compared to those who
did not participate. Intramural sports participation was also not significantly associated with
teacher perceptions for Black girls. However, like White girls, Black girls who participate in
clubs are viewed more positively by their Math teachers (b=.073, p<.05) compared to Black girls
who did not participate in clubs.
Unlike White girls, yet similar to the findings of Black girls, Latinas who participated in
interscholastic sports were not viewed significantly more positively by their English teachers or
Math teachers compared to those who did not participate. Intramural sports participation was
also not significantly associated with teacher perceptions for Black girls. Unlike White girls and
Black girls, Latinas who participate in clubs are viewed more negatively by their Math teachers
(b=.081, p<.05) compared to Latina girls who did not participate in clubs. Asian/Pacific Islander
girls who participated in extracurricular activities were not viewed significantly differently by
their English or Math teachers.
5.2.3 OLS Regression Predicting Academic Success
After analyzing the dependent variable, which measures student’s GPA, I found that this
variable was not normally distributed, although there were over 4,000 cases. None of the
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independent variables were correlated over 0.70 with any other independent variable, which
would indicate multicollinearity. Tests for outliers were also conducted. When looking at outliers
for the variable, the maximum found in the Mahalonobis distance test was 79. When looking at
the Mahalonobis distance test, a value that is greater than 25 causes a disproportionate effect on
the results of the regression analysis. A Cook’s distance test was performed and the maximum
for this test was less than 1. When performing a Cook’s distance test, a value greater than 1
suggests that there may be something that is influencing the regression analysis. Outliers were
removed from the sample to see if the distribution would be normal, but after discovering that
removing the variables provided little change, the outliers were ultimately not removed from the
sample. An ordinary least squares regression analysis was conducted to evaluate how well the
variables socio-economic status, test scores, student’s educational attitudes, student delinquency,
race, interscholastic participation, intramural participation, club participation, teacher
perceptions, and student attachment predict student success in school in terms of GPA. Four
models were run to see how each individual model predicts student GPA (see Table 9).
5.2.1.1

Model 1
Model 1 of this regression focuses on how SES, student’s educational attitudes, student

delinquency, reading and math test scores, and student race predict student GPA. Black girls on
average have a GPA that is .29 points lower than White female students (p<.001), after
controlling for SES, student’s educational attitudes, student delinquency, and reading and math
test scores. Latinas and Asian girls’ GPA is not significantly different from White girls’ GPA.
The adjusted R2 of model one is .48, so that 48% of the variance in GPA can be explained by
these variables.
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5.2.1.2

Model 2
The second model in this regression addresses extracurricular participation in schools,

and includes variables that looks at participation in interscholastic sports, intramural sports, and
clubs. Introducing these variables will allow us to interpret the associations between
extracurricular participation and student academic success. According to Model 2, if a student
participates in interscholastic sports, her GPA is .15 points (p<.001) higher on average than a girl
who does not participate in interscholastic sports. There is no significant difference for girls who
participate in intramural sports. Participation in clubs is associated with an increase in student
GPA of .12 points (p<.001) when compared to girls who do not participate in clubs. The adjusted
R2 for Model 2 is .49, which means that 49% of the variance of student GPA can be explained by
these variables.
5.2.1.3

Model 3
Model 3 includes variables that look at Math and English teacher perceptions and how

they may be associated with student GPA. A one point increase in English teacher perceptions is
associated with a .50 increase in GPA (p<.001). Every one point increase in the Math teacher
perceptions is associated with a .46 increase in a student’s GPA (p<.001). After including teacher
perceptions in Model 3, the coefficients for extracurricular participation decrease in size. This
may suggest that teacher perceptions mediates the association between extracurricular
participation and GPA, as differences between students who do and do not participate are smaller
after controlling for teacher perceptions. The adjusted R2 for Model 3 is .60, which means that
60% of the variance of student GPA can be explained by these variables.
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5.2.1.4

Model 4
Model 4 introduces the variable that measures student attachment. Student attachment

was not significantly associated with student GPA. There are no meaningful changes in the
coefficients of the other models. The R2 of this model does not change, therefore 60% of the
variation in GPA is explained by the variables in the full model.
When comparing the standardized betas from Model 4, English (B=.24) and Math
(B=.23) teacher perceptions along with math test scores (B=.24) had the largest standardized
betas. With a standardized beta of -.10, being Black has the greatest association on GPA amongst
all the race variables, the standardized beta for identifying as Asian was .10 and for identifying
as Latina is -.00. Student delinquency has the next highest standardized beta of -.09. When
comparing the standardized betas from extracurricular participation, interscholastic sports
participation has the greatest association with student GPA with a standardized beta of .08.
Participation in clubs has a standardized beta of .07 while intramural participation has a
standardized beta of -.02. Student attachment had a standardized beta of .02. These betas show
the importance of teacher perceptions for student academic success, as English and Math teacher
perceptions were the most strongly associated with student GPA, with the exception of math
scores, which had a similar beta.
5.2.4 OLS Regression Predicting Academic Success, Separated by Race
An ordinary least squares regression was conducted separately by race to analyze how the
variables of socio-economic status, student’s educational attitudes, student delinquency,
interscholastic sports participation, intramural sports participation, club participation, teacher
perceptions, math and English test scores, and student attachment predicts student GPA (see

49

Table 10). Four models were run to see how each individual model predicts teacher perceptions.
In Model 1, there seems to be racial differences in how student delinquency is associated with
student GPA. For every one unit increase in delinquency, the GPA of Asian girls decreases by
.32 points (p<.001). For every one unit increase in delinquency, the GPA of White girls
decreases by .25 points (p<.001). For every one unit increase in delinquency, the GPA of Black
girls decreases by .32 points (p<.001). For every one unit increase in delinquency, the GPA of
Latinas decreases by .31 points (p<.001).
5.2.4.1

Model 2
Model 2 introduces the variables that address extracurricular participation. This model

will allow for the exploration of racial differences in the associations between extracurricular
participation and GPA. White girls who participate in interscholastic sports have a GPA that is
.17 points higher on average (p<.001) when compared to White girls who do not participate in
interscholastic sports. Unlike White girls, participating in interscholastic sports has no significant
association with the GPAs of Black girls, Asian girls, and Latinas. Participating in intramural
sports has no significant association with student GPA for any racial/ethnic group.
White girls who participate in clubs have a GPA that is .09 points higher on average
(p<.001) than White girls who do not participate in clubs. Similar to White girls, Black girls who
participate in clubs have a GPA that is .28 points higher on average (p<.001) than Black girls
who do not participate in clubs. Club participation has no significant effect on GPA for Latinas
and Asian girls. The R2 of the models show that these factors explain 47% (.469) of the variance
in GPA for Asian/PI girls, 46% (.459) of the variance for White girls, 40% (.402) of the variance
for Latinas, and 37% (.365) of the variance for Black girls.
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5.2.4.2

Model 3
Model 3 introduces Math and English teacher perceptions of students. This model will

explore racial differences in the associations between teacher perceptions and GPA. Every one
point increase in English and Math teacher perceptions is associated with a .49 point increase in
GPA for White girls (p<.001) on average. Similar to White girls, every one point increase in
English teacher perceptions is associated with a .41 increase in GPA for Black girls (p<.001),
and every one point increase in Math teacher perceptions in associated with a .42 increases in
GPA for Black girls, on average (p<.001). For Latinas, every one point increase in English
teacher perceptions is associated with a .58 increase in GPA on average (p<.001), and every one
point increase in Math teacher perceptions is associated with a .41 increase in GPA for Latinas
(p<.001) on average. For Asian girls, every one point increase in English teacher perceptions is
associated with a .64 point increase in GPA on average (p<.001), and every one point increase in
Math teacher perceptions is associated with a .33 increase the GPA of Asian girls on average
(p<.001).
After introducing the teacher perception variables in Model 3, the coefficients for
extracurricular participation decreased for White, Black, and Asian girls. This suggests that
teacher perceptions may help to explain how sports participation influences student GPA.
However, the coefficients for Latinas increase from Model 2 to Model 3 and become significant
for both interscholastic sports and club participation, which suggests that a suppression effect is
happening when teacher perceptions are introduced. When reflecting back on previous tests, I
found that teachers have poorer perceptions of Latinas who participate in interscholastic sports
and clubs. After controlling for teacher perceptions, we find that participating in interscholastic
sports and clubs does have a positive association for Latinas. When addressing the R2 of Model
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3, we find that these factors explain most of the variance in GPA for Asian/PI (R2 = .576) and
White (R2 = .576) girls. This model explains 53% (R2 = .530) of the variance in GPA for Latina
girls, but only explains 48% (R2 = .482) of the variance in GPA for Black girls.
5.2.4.3

Model 4
Model 4 introduces the variable that looks at student attachment, which was not found to

be significantly associated with GPA. There are no changes in the coefficients of the other
models and the R2 does not change from the previous model. Therefore, the full model explains
58% of the variance in GPA for both Asian/PI and White girls, 53% of the variance for Latinas,
and 48% of the variance for Black girls.
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CHAPTER VI
DISCUSSION
The purpose of this study was to examine how extracurricular participation influences
academic success through teacher perceptions and how this varies by student race. This study
found that student race and extracurricular participation were associated with teacher perceptions
of students. In this study, teachers perceived Black girls and Latinas more poorly when compared
to their White and Asian counterparts. Previous research suggests that teachers tend to perceive
Black girls and Latinas as the racial “other”, which can cause them to perceive Black girls and
Latinas as older than they actually are, and to place greater expectations on them (Morris 2016;
Rosenbloom and Way 2004). Conversely, previous literature suggests that teachers refer to Asian
students as naturally talented or successful, which could explain why Asian girls were viewed
more positively in this study (Lee, Park, and Wong 2017).
Previous research has found that teachers view students who are involved in
extracurricular activities in a more positive manner than students who do not participate in
extracurricular activities (Fredricks and Eccles 2008; Schwartz et al. 2015). The findings of this
study seem to support previous research, as students who participated in interscholastic sports
and clubs were perceived more positively by their teachers. Students who participated in
intramural sports faced more negative perceptions from their teachers, and this could possibly be
explained by the fact that intramural sports are generally not sanctioned by school districts, but
are rather run by independent organizations. Therefore, students who participate in intramural
sports may not be as visible within the school, so teachers may not perceive them as being
involved in school or invested in their education.
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Although extracurricular participation was shown to have a positive influence on teacher
perceptions of students, these results varied by race. White and Asian girls benefited the most
from participating in extracurricular activities, even though they were already perceived more
positively on average by their teachers. Black girls who participated in sports were viewed less
positively by their teachers than White and Asian girls who did not participate in extracurricular
activities. This may reflect the idea that Black girls are perceived as breaking norms of
femininity (Morris 2016; Ispa-Landa 2013). Therefore, participating in sports, a traditionally
male-dominated domain, may reinforce these more masculinized perceptions in a way that
participating in clubs does not. However, Black girls benefited from participating in clubs, and
were perceived more positively by their teachers if they participated in clubs. Participation
seemed to benefit Latinas the least, as teacher perceptions of them were not significantly
different whether they participated in extracurricular activities or not. This finding seems to
suggest that teacher perceptions of extracurricular participation varies by student race, which
could contribute to the finding that teachers expect more from Black and Latina girls.
This study supports previous research that found participating in interscholastic sports
and clubs is associated with higher GPAs (CITES), but intramural sports was not significantly
associated with GPA. Findings from multivariate analysis also suggest that teacher perceptions
are associated with academic success, such that students whose teachers perceive them more
positively have higher GPAs. Teacher perceptions seem to mediate the association between
extracurricular participation and academic performance: teachers perceive students who
participate in extracurricular activities in a more positive manner, and teacher perceptions are
positively associated with academic achievement (Akifyeva 2018; Broh 2002; Dotterer 2007;
Bryan 2001). However, academic success and teacher perceptions are divided along racial lines.
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Black and Latina girls in this sample had lower GPAs and were viewed less positively by their
teachers when compared to their White and Asian counterparts, and these findings are in line
with previous research (White 2016; Battle 2002; Gordon 2018; Mroczkowski and Sanchez
2015; Morris 2012). An interesting finding that emerged from the analysis is that Latina girls
were seen less positively by their math teachers when they participated in clubs, and that
extracurricular participation did not have a positive effect on GPA as it did for White and Black
girls. However, after controlling for teacher perceptions, Latina girls did benefit from
participating in interscholastic sports and clubs, which suggests that teacher perceptions seems to
have a suppression effect on extracurricular participation and academic performance for Latina
girls. Unlike previous research, this study found that student attachment was not significantly
associated with teacher perceptions or student GPA after controlling for SES, student’s
educational attitudes, student delinquency, reading and math test scores, and extracurricular
participation.
The associations mentioned above were shown to vary by race. White girls who
participated in clubs were perceived more positively by their English teachers and were
perceived more positively by their Math teachers when they participated in interscholastic sports.
Black girls were more positively perceived by their Math teachers if they participated in clubs,
but not if they participated in interscholastic sports. Participating in extracurricular activities had
a positive influence on Latina girls after controlling for teacher perceptions, and there was a
positive association between participating in interscholastic sports and clubs and student GPA.
Cultural capital may help to explain some of these findings. Previous literature found that
participating in extracurricular activities is positively associated with academic success and
teacher perceptions, although participating in such activities requires monetary investment (Ispa55

Landa 2013; Morris 2012; Felton et al. 2002). Also, the likelihood of participation relies on the
cultural capital possessed by students and their parents, which means that parents who recognize
the importance of extracurricular activities are more likely to invest time and money into these
activities to help cultivate important life skills (Lareau 2003). This study found that students who
participate in interscholastic sports and clubs have a higher socio-economic status than students
who do not participate in these activities. Socioeconomic status and participation in activities is
also racially divided, as this study found that White girls possessed higher levels of
socioeconomic status when compared to other racial minority students. This finding suggests that
the White girls in the sample disproportionately hailed from more affluent families, and further
suggests that White families may be able to invest more in extracurricular activities than racial
minority families on average.
This supports the findings of previous literature that found White individuals possess
valued forms of cultural capital, which allows them to engage in highly regarded forms of
activities, such as sports or clubs, which then positively influences teacher perceptions and
academic success (Ispa-Landa and Conwell 2015). As previously mentioned, children raised
under the parenting style of concerted cultivation are more likely to develop confidence,
language skills, and the ability to question authority, and this may have a positive influence on
teacher perceptions because teachers may view the student as eager to learn and invested in their
success (Lareau 2003). In this sample, Black and Latina girls were on average from lower
socioeconomic standings, which could influence their ability to participate in extracurricular
activities, and the way they interact with teachers may influence their academic success.
It is important to note that out of the racial/ethnic minority groups, Asian girls had the
highest GPA, and the highest SES rating among these categories. Asian girls were more likely to
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participate in clubs than any of the other racial categories, and teachers perceived students who
participated in clubs positively. This brings up an interesting discussion: even if Asian students
do not have the same cultural codes as White students, they still seem to succeed within school
when compared to Black and Latina students. This could be explained in part by the perception
of Asian Americans as dedicated and hardworking (Yoo 2015; Park 2017). This belief has
boosted perceptions of Asian Americans and has been used as a tool to discredit the efforts of
Latinas and Black girls (Park 2017). Also, Asian girls within this study had a higher SES rating
than the other racial minorities, which could also influence the types of resources they have
access to.
6.1

Limitations
The majority of the data used came from the first wave of the ELS, with the exception of

the dependent variable. Therefore, this study is unable to analyze how teacher perceptions of
students may change over time, or how participation in sports changes as a student progresses
through high school. Another limitation of the study is that the ELS dataset could be considered
dated to some, as it is almost 14 years old. Using dated datasets does not accurately measure
present day outcomes, therefore researchers must rely on current studies to aid in deciphering
their findings. Using the High School Longitudinal Study of 2009 (HSLS:09) dataset was
preliminary consideration, although it did not contain important variables in regards to
extracurricular participation.
Another limitation of this study is that the ELS dataset did not have a variable that
measured if teachers were club sponsors or coached a sport. This variable would have been
useful in teasing out if teachers view students who participate in extracurricular activities more
positively because they coach that particular student, therefore they are more likely to come in
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contact with that student, more likely to have established a stronger relationship with that
student, and may be more likely to provide extra resources in the classroom for that student. This
study also did not take into account the race of the teachers, as previous research has shown that
minority teachers are more likely to relate to minority students, which may influence teacher
perceptions of that student and student attachment.
6.2

Future Research
This study suggests that participation in extracurricular activities and teacher perceptions

of students may influence student GPA. Future research should explore club participation further
by addressing if participation in certain clubs influence teacher perceptions more than others and,
in turn, how that may influence student GPA. There may be a possibility of a social hierarchy
that exists between the clubs where more prominent clubs such as Future Farmers of America or
Student Government Association FFA or SGA may have a greater influence on student success
when compared to smaller, interest-focused clubs. Future research should explore how different
types of sports, such as team vs. individual or female-dominated vs. male-dominated, influence
teacher perceptions. Research into the racial stratification of types of clubs students participate in
may help to shed light on why Latinas who participate in clubs are negatively perceived by their
teachers. For example, are the types of clubs that Latinas are joining bringing about negative
perceptions from their teachers?
Another point of interest that future researchers may be interested in looking into is
leadership positions within sports. The sports variables from the ELS do include an option for
students to mark if they were a junior varsity or varsity captain, but a very small percentage of
students indicated that they held this position. Previous literature has indicated that students of
color tend to not be nominated or placed in positions of leadership (Morris 2018). Further
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exploration of this finding may provide interesting results into how teachers or school
administrators define leadership, and the type of qualities that they look for in students.
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CHAPTER VII
CONCLUSION
The findings from this study suggest that Black girls and Latinas face unique
disadvantages within school systems that White and Asian girls are not as likely to experience.
These findings support previous research that has found Black girls and Latinas are more likely
to be negatively stereotyped by their teachers than White and Asian girls, are more likely to
receive forms of discipline, and are more likely to struggle academically (Barric et al. 2016;
Blake et al. 2011; Morris 2016). On the other hand, Asian girls may benefit academically from
being positively stereotyped, which seems to propel them ahead of their racial minority
counterparts (and often ahead of White girls) in terms of academic achievement (Yoo et al. 2015;
Lee, Park, and Wong 2017). The unfortunate reality behind these findings is that despite the
perception of education as an equalizer, not every student benefits the same from this institution.
Despite the fact that Black girls and Latinas are more likely to be perceived poorly by
their teachers and are more likely to receive some form of disciplinary action, they are still
engaged within their schools. Black girls were just as likely to participate in extracurricular
activities as girls from other racial categories. When compared to the other girls in the sample,
Black girls had higher levels of attachment and more positive attitudes towards school when
compared to their other racial counterparts. The continued engagement within school that this
study found shows that Black girls continue to be committed to building and maintaining
positive interactions within school, despite the obstacles they face.
These findings bring up an important discussion: Why is participation in extracurricular
sports viewed differently between White and Asian girls and Black girls and Latinas? Again, the
disparities in teacher perceptions may be attributed to what past research has found: teachers
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hold higher expectations for Black girls and Latinas then they do for White girls (Akifyeva and
Alieva 2018; Rosenbloom and Way 2004). These higher expectations can contribute to gaps in
educational achievement, and could explain why Latina girls might participate less in
extracurricular activities compared to their other racial counterparts as Latinas who participate in
extracurricular are viewed more negatively than Latinas who do not participate. This could be
rooted in gendered expectations, as Latinas are socialized by their families to adhere to
traditional forms of femininity (Raffaelli 2004; Mroczkowski 2015). Teachers may also ascribed
to these ideas of the hyperfeminization of Latinas, therefore teachers may perceive Latinas who
participate in sports as breaking gendered codes, which may lead them to foster negative
perceptions of Latinas who participate in sports (Dawes et al. 2015).
Now that more research has continued to highlight the disparities that exist within the
education system, it is important that educators and administrators recognize the importance of
cultural competency. Teachers and administrators who are adequately trained in Culturally
Responsive Teaching (CRT) have the resources to incorporate students’ cultures into techniques
used in the classroom (Hudiburg et al. 2015). Research has shown that students who have
culturally competent teachers are more likely to be academically successful (Hudiburg et al.
2015; Gollnick and Chin 2013; Hudley and Mallison 2017). This is because when teachers
engage with students of color in meaningful ways while acknowledging and supporting cultural
differences within the classroom, students are more likely to feel validated by their teachers and
more likely to be securely attached to the school (Hudiburg et al. 2015).
For teachers and administrators, cultural competency begins with identifying personal
ideas and stereotypes that one may hold of a certain groups (Eller and Eller 2018; Morris 2016;
Delpit 2006). Acknowledging these predispositions allows an individual to be aware of biases
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that may influence their actions so that they are able to tease out these beliefs and move towards
more culturally aware responses. Another way to practice cultural competency is through the
inclusion of culturally responsive activities and family events (Eller and Eller 2018). Family
events help foster social connections while creating a space for cultures to be shared and
validated. Finally, Eller and Eller (2018) suggests that principals ensure that there are enough
opportunities for teachers to learn about different cultural groups so that they have the ability to
be continuously informed, and are given accurate resources and information to ensure that their
teaching methods continue to be inclusive of other cultures. Also, principals should take the lead
in enforcing the importance of CRT, and should be prepared to address teachers’ biases through
honest conversations and open discussions (Eller and Eller 2018).
Monique Morris (2016) offers a second step in culturally responsive teaching that is
geared towards being both race and gender conscious. She states that it is important to
acknowledge both of these statuses because girls of color are marginalized for their
race/ethnicity and for being female. Therefore schools should form unique responses to navigate
the oppressions that they face inside and outside of school systems. One way is through
cultivating healing-informed learning spaces, which are aimed at protecting girls of color from
retraumatization by creating safe spaces where gender and race based trauma is recognized and
can be appropriately addressed through guided discussions (Morris 2016).
Implementing culturally competent and race and gender conscious curriculum within the
education system would provide a meaningful next step for educators and administrators. Girls
of color face unique challenges both on and off school grounds, and at times it is the educator’s
job to ensure that their students feel safe and validated while they are within the classroom. Girls
of color are resilient and continue to succeed despite the inequities they experience. Although it
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is important for educators and administrators to step back and assess how they are able to
effectively aid these girls as they navigate through this institution.
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Table 1. Descriptive Statistics (N=4,054)
(f)

Percent

Dependent Variables
Grade point average (GPA)
English teacher perceptions
Math teacher perceptions
Key Independent Variables
Race/Ehtnicity
White
2,817
Black
521
Hispanic
568
Asian/Pacific Islander
148
Interscholastic Sports Participation
Did not participate
1,967
Did participate
2,087
Intramural Sports Participation
Did not participate
2,837
Did participate
1,217
Club Participation
Did not participate
1,569
Did participate
2,485
Student attachment
Control Variables
Socioeconomic Status
Student attitudes towards school
Reading test scores
Math test scores
Delinquency
Source: Educational Longitudinal Study (ELS:2002)
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Mean
3.12
2.43
2.44

SD
0.73
0.35
0.35

Range
1.00-4.00
.33-3.86
.00-3.86

69.50%
12.90%
14.00%
3.60%
48.50%
51.50%
70.00%
30.00%
38.70%
61.30%
12.69

2.54 6.00-24.00

0.00
12.49
51.68
50.56
1.09

0.73 -2.11-1.82
1.95 4.00-16.00
9.55 25.03-78.76
9.42 20.49-80.15
0.58
.00-4.00

Table 2: Race Differences in Extracurricular Participation (N=4,054)
Level of Extracurricular Participation
Did not participate
Did participate
White (N= 2,817)
Interscholastic participation
43.50%
56.50%
Intramural participation
70.60%
29.40%
Club participation
34.70%
65.30%
Black (N=522)
Interscholastic participation
Intramural participation
Club participation

54.00%
64.10%
42.80%

46.00%
35.90%
57.20%

Latina (N=568)
Interscholastic participation
Intramural participation
Club participation

65.50%
71.50%
56.70%

34.50%
28.50%
43.30%

Asian/PI (N=148)
Interscholastic participation
60.10%
Intramural participation
73.00%
Club participation
32.00%
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)

75

39.90%
27.00%
68.00%

Table 3: Race Differences in Dependent and Independent Variables
White
(N= 2,817)
Mean
3.24
2.46
2.47
12.70
0.14
12.29
53.83
52.60
1.06

Black
(N= 521)
Mean
2.63
2.33
2.32
12.89
-0.29
13.12
45.32
43.58
1.12

Variables
Student GPA
English teacher perceptions
Math teacher perceptions
Student attachment
Socioeconomic status
Student attitudes towards school
Reading test scores
Math test scores
Delinquency
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)
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Latina
(N= 568)
Mean
2.88
2.36
2.38
12.50
-0.44
12.85
46.91
45.74
1.23

Asian/Pacific
Islander
(N= 148)
Mean
3.38
2.55
2.53
12.58
0.02
12.87
51.43
54.64
0.92

F-Test
145.477***
34.989***
38.711***
2.186
146.630***
37.890***
196.466***
232.188***
10.465***

Table 4: Dependent and Independent Variables by Extracurricular Participation (N=4,054)
Not Participated
Did Participate
Mean/
Mean/
Proportion S.D. Proportion S.D.
t
Interscholastic Sports Participation
Student GPA
2.94
English teacher perceptions
2.39
Math teacher perceptions
2.39
Student attachment
12.80
Socioeconomic status
-0.17
Student attitudes towards school
12.36
Reading test scores
50.22
Math test scores
48.83
Delinquency
1.16
Intramural Sports Participation
Student GPA
3.14
English teacher perceptions
2.44
Math teacher perceptions
2.45
Student attachment
12.65
Socioeconomic status
0.00
Student attitudes towards school
12.47
Reading test scores
52.55
Math test scores
51.35
Delinquency
1.07
Club Participation
Student GPA
2.88
English teacher perceptions
2.35
Math teacher perceptions
2.38
Student attachment
12.92
Socioeconomic status
-0.19
Student attitudes towards school
12.19
Reading test scores
48.95
Math test scores
47.91
Delinquency
1.23
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)
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0.75
0.38
0.38
2.54
0.72
2.09
9.66
9.50
0.81

3.28
2.48
2.49
12.60
0.16
12.62
53.06
52.18
1.02

0.66
0.33
0.32
2.55
0.70
1.79
9.25
9.06
0.71

-15.255
-8.259
-9.686
2.546
-24.773
-4.184
-9.544
-11.471
43.901

***
***
***
*
***
***
***
***
***

0.74
0.36
0.36
2.48
0.74
1.96
9.70
9.46
0.76

3.06
2.41
2.42
12.81
0.01
12.56
49.64
48.71
1.14

0.69
0.35
0.35
2.68
0.69
1.91
8.89
9.08
0.78

3.151
2.197
2.460
-1.807
-0.586
-1.426
9.320
8.364
-2.752

**
*
*

0.74
0.37
0.37
2.60
0.70
2.08
8.90
8.79
0.83

3.27
2.48
2.48
12.55
0.12
12.69
53.40
52.23
1.00

0.68
0.34
0.34
2.50
0.72
1.83
9.56
9.43
0.71

-16.950
-11.315
-8.283
4.569
-13.862
-7.714
-15.052
-14.793
52.490

***
***
***
***
***
***
***
***
***

***
***

Table 5: Dependent and Independent Variables by Race and Extracurricular Participation (N=4,054)
White (N=2,817)
Not Participated
Did Participate
Mean/
Proportion
Interscholastic Sports Participation
GPA
3.05
English teacher perceptions
2.41
Math teacher perceptions
2.41
Student attachment
12.86
Socio-economic Status
-0.02
Student attitudes towards school
12.04
Reading test scores
52.66
Math test scores
50.99
Delinquency
1.13
Intramural Sports Participation
GPA
3.27
English teacher perceptions
2.47
Math teacher perceptions
2.48
Student attachment
12.64
Socio-economic Status
0.15
Student attitudes towards school
12.28
Reading test scores
54.86
Math test scores
53.45
Delinquency
1.03
Club Participation
GPA
3.01
English teacher perceptions
2.37
Math teacher perceptions
2.41
Student attachment
13.12
Socio-economic Status
-0.02
Student attitudes towards school
11.78
Reading test scores
51.15
Math test scores
50.06
Delinquency
1.20
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)

S.D.

Mean/
Proportion

0.72
0.37
0.35
2.51
0.68
2.13
9.06
8.90
0.78

3.38
2.50
2.52
12.58
0.27
12.48
54.73
53.84
1.02

0.70
0.34
0.33
2.46
0.69
1.99
8.82
8.61
0.73
0.71
0.36
0.35
2.56
0.64
2.07
8.45
8.29
0.79

Black (N=521)
Not Participated
Did Participate
Mean/
Proportion

S.D.

Mean/
Proportion

S.D.

t

0.62 -12.800 ***
0.31 -6.988 ***
0.30 -8.968 ***
2.52 2.955 **
0.66 -11.334 ***
1.82 -5.833 ***
8.64 -6.169 ***
8.15 -8.743 ***
0.72 3.883 ***

2.53
2.29
2.28
12.85
-0.38
13.15
44.81
42.88
1.18

0.73
0.40
0.42
2.70
0.65
1.91
8.03
7.89
0.87

2.74
2.38
2.36
12.93
-0.18
13.09
45.91
44.40
1.05

0.66
0.36
0.34
2.64
0.67
1.57
8.53
8.46
0.71

-3.322
-2.727
-2.214
-0.343
-3.502
0.329
-1.524
-2.112
1.812

3.18
2.44
2.45
12.85
0.13
12.30
51.36
50.58
1.14

0.65
0.34
0.32
2.66
0.65
1.93
8.54
8.24
0.78

3.187
2.002
1.989
-2.021
0.611
-0.194
9.666
8.301
-3.399

**
*
*
*

***
***
**

2.64
2.33
2.32
12.81
-0.32
13.06
45.67
44.12
1.09

0.72
0.40
0.38
2.67
0.67
1.81
8.54
8.22
0.79

2.61
2.33
2.31
13.02
-0.24
13.23
44.68
42.61
1.18

0.67
0.36
0.39
2.68
0.66
1.67
7.75
8.05
0.81

0.545
-0.065
0.401
-0.847
-1.383
-1.020
1.313
2.027 *
-1.226

3.35
2.51
2.50
12.48
0.23
12.56
55.25
53.96
0.99

0.64
0.32
0.31
2.47
0.69
1.86
8.78
8.46
0.71

-13.448
-10.197
-6.776
6.521
-9.615
-9.900
-11.955
-11.720
6.771

***
***
***
***
***
***
***
***
***

2.41
2.28
2.25
13.02
-0.34
13.03
44.30
42.74
1.18

0.69
0.39
0.42
2.58
0.64
1.90
8.00
7.97
0.87

2.79
2.36
2.37
12.79
-0.21
13.19
46.08
44.21
1.08

0.67
0.38
0.36
2.74
0.68
1.65
8.41
8.30
0.74

-6.386
-2.493
-3.349
-2.224
-3.294
-1.003
-2.437
-2.045
1.372
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S.D.

t

**
**
*
**

*

***
*
***
*
**
*
*

Table 5: (continued)
Latina (N=568)
Not Participated
Did Participate
Mean/
Proportion
Interscholastic Sports Participation
GPA
2.80
English teacher perceptions
2.35
Math teacher perceptions
2.37
Student attachment
12.64
Socio-economic Status
-0.49
Student attitudes towards school
12.71
Reading test scores
46.45
Math test scores
45.35
Delinquency
1.32
Intramural Sports Participation
GPA
2.86
English teacher perceptions
2.37
Math teacher perceptions
2.39
Student attachment
12.58
Socio-economic Status
-0.47
Student attitudes towards school
12.77
Reading test scores
47.19
Math test scores
46.14
Delinquency
1.26
Club Participation
GPA
2.77
English teacher perceptions
2.35
Math teacher perceptions
2.38
Student attachment
12.29
Socio-economic Status
-0.56
Student attitudes towards school
12.83
Reading test scores
45.81
Math test scores
44.61
Delinquency
1.34
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)

Asian/Pacific Islander (N=148)
Not Participated
Did Participate

S.D.

Mean/
Proportion

S.D.

t

0.75
0.38
0.39
2.59
0.73
1.96
9.81
9.43
0.87

3.03
2.38
2.39
12.25
-0.35
13.11
47.79
46.47
1.08

0.69
0.37
0.41
2.66
0.70
1.66
8.83
9.09
0.87

-3.803
-0.774
-0.438
1.701
-2.287
-2.559
-1.602
-1.368
3.581

0.74
0.38
0.40
2.52
0.73
1.88
9.77
9.27
0.83

2.91
2.34
2.34
12.32
-0.36
13.05
46.21
44.71
1.17

0.73
0.36
0.38
2.85
0.70
1.83
8.76
9.40
0.79

-0.698
0.900
1.364
1.059
-1.601
-1.587
1.165
1.650
1.244

0.72
0.37
0.37
2.69
0.70
1.93
8.70
8.20
0.91

3.02
2.38
2.38
12.78
-0.28
12.88
48.35
47.21
1.09

0.73
0.37
0.43
2.49
0.71
1.78
10.31
10.45
0.66

-4.177
-1.042
0.223
-2.224
-4.810
-0.302
-3.112
-3.229
3.908
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***

*
*

***

***

*
***
**
**
***

Mean/
Proportion

S.D.

Mean/
Proportion

S.D.

t

3.26
2.53
2.46
12.42
-0.20
12.91
49.47
52.52
0.92

0.73
0.31
0.46
2.09
0.81
1.56
9.75
9.89
0.79

3.55
2.59
2.64
12.80
0.35
12.81
54.36
57.81
0.92

0.55
0.31
0.30
2.39
0.83
1.81
9.27
9.42
0.72

-2.749
-1.303
-2.895
-1.014
-4.002
0.349
-3.041
-3.248
0.028

3.37
2.55
2.51
12.46
-0.04
12.85
51.63
54.62
0.92

0.71
0.31
0.44
2.22
0.87
1.63
10.13
9.99
0.75

3.39
2.57
2.59
12.88
0.20
12.93
50.87
54.69
0.91

0.59
0.31
0.30
2.22
0.81
1.76
9.06
10.20
0.79

-0.150
-0.407
-1.057
-1.020
-1.495
-0.258
0.416
-0.038
1.244

3.04
2.42
2.37
12.65
-0.23
12.47
46.96
50.55
1.21

0.71
0.33
0.51
2.05
0.83
1.68
8.27
9.44
0.87

3.54
2.61
2.60
12.55
0.14
13.06
53.53
56.56
0.79

0.60
0.28
0.33
2.30
0.85
1.63
9.83
9.74
0.66

-4.373
-3.708
-2.879
0.184
-2.539
-2.021
-3.978
-3.534
3.239

*
**
***
***
**

***
***
**
*
*
***
**
**

Table 6: Correlations Between Independent and Control Variables and Student GPA

GPA
.576
.568
-.193
.347
.258
.539
.592
-.382

English teacher perceptions
***
Math teacher perceptions
***
Student attachment
***
Socioeconomic status
***
Student attitudes towards school
***
Reading test scores
***
Math test scores
***
Delinquency
***
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)

English teacher
perceptions
.512
-.210
.185
.282
.336
.354
-.396

Math teacher
perceptions
***
***
***
***
***
***
***

-.207
.188
.273
.312
.360
-.416

Student
attachment

***
***
***
***
***
***
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-.036
-.470
-.115
-.132
.238

Socioeconomic
Status

*
***
***
***
***

.011
.427
.420
-.099

Student attitudes
towards school

***
***
***

.075
.093
-.305

Reading test
scores

***
***
***

.755
-.161

Math test
scores

***
***

-.160

***

Table 7: Ordinary Least Squares Regression Results Predicting Teacher Perceptions
Model 1
English
b
SE
Beta
b
Student Level Factors
Socioeconomic status
0.018
0.007
0.036 *
0.016
Test grades
0.009
0.001
0.238 *** 0.010
Student's attitudes towards school
0.033
0.003
0.182 *** 0.029
Student delinquency
-0.136
0.007
-0.294 *** -0.148
Black
-0.069
0.016
-0.065 *** -0.078
Latina
-0.023
0.015
-0.023
-0.009
Asian
0.078
0.026
0.041 **
-0.001
Extracurricular Participation in Schools
Interscholastic sports
Intramural sports
Clubs
F
R-Square
N
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)

210.153***
0.265

Model 2
Math
SE

Beta

0.007
0.001
0.003
0.007
0.015
0.015
0.025

0.032
0.258
0.161
-0.320
-0.073
-0.009
-0.001

*
***
***
***
***

b

English
SE

Beta

0.011
0.008
0.032
-0.133
-0.067
-0.014
0.082

0.008
0.001
0.003
0.007
0.016
0.015
0.026

0.022
0.228
0.175
-0.288
-0.063
-0.014
0.043

0.035
-0.010
0.035

0.011
0.049
0.012
-0.013
0.010
0.048
150.181***
0.269

232.287***
0.285
4,054
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b

***
***
***
***
**

**
***

0.011
0.009
0.029
-0.147
-0.076
-0.004
0.007

0.048
-0.016
-0.003

Math
SE
0.007
0.001
0.003
0.007
0.015
0.015
0.025

Beta
0.023
0.250
0.158
-0.317
-0.072
-0.004
0.004

***
***
***
***

0.011
0.068 ***
0.012
-0.020
0.010
-0.004
165.300***
0.288

Table 8: Ordinary Least Squares Regression Results Predicting Teacher Perceptions, Separated by Student Race
White (N=2,817)
Black (N=521)
Model 1
Model 2
Model 1
English
Math
English
Math
English
Math
English
b
b
b
b
b
b
b
Student Level Factors
Socioeconomic status
0.018
0.010
0.012
0.003
-0.025
0.070 ** -0.034
Student's educational attitudes
0.030 *** 0.029 *** 0.028 *** 0.029 *** 0.026 ** 0.019 *
0.026
Student delinquency
-0.131 *** -0.134 *** -0.130 *** -0.133 *** -0.148 *** -0.147 *** -0.145
Reading
0.004 *** 0.002 **
0.003 *** 0.002 ** 0.008 *** 0.002
0.008
Math
0.007 *** 0.008 *** 0.007 *** 0.008 *** 0.009 *** 0.006 *
0.009
Extracurricular Participation in Schools
Interscholastic sports
0.030 *
0.061 ***
Intramural sports
0.002
-0.009
Clubs
0.045 *** -0.006
F
210.435 *** 228.005 *** 135.299 *** 147.492 *** 32.873 ***
R-Square
0.271
0.287
0.276
0.296
0.235
N
4,054
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)
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Model 2
Math
b

**
***
***
**

0.061
0.019
-0.142
0.002
0.005

*
*
***
*

0.053
0.038
0.006
-0.025
0.040
0.073 *
2.624 *** 21.339 *** 1.743 ***
0.160
0.238
0.179

Table 8: (continued)
Latina (N=568)
Model 1
Model 2
English
Math
English
Math
b
b
b
b
Student Level Factors
Socioeconomic status
Student's educational attitudes
Student delinquency
Reading
Math

Asian (N=148)
Model 1
Model 2
English
Math
English
Math
b
b
b
b

0.012
-0.024
0.019
-0.010
0.008
0.049 *** 0.038 *** 0.049 *** 0.039 *** 0.040 **
-0.133 *** -0.191 *** -0.137 *** -0.201 *** -0.138 ***
0.007 ** -0.001
0.007 ** -0.001
0.002
0.002
0.013 *** 0.002
0.013 *** 0.006

Extracurricular Participation in Schools
Interscholastic sports
Intramural sports
Clubs
F
37.040 ***
R-Square
0.248
N
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)

-0.020
-0.029
-0.036
-0.038
-0.027
-0.081 *
53.158 *** 23.697 *** 35.463 *** 13.254 ***
0.321
0.242
0.337
0.319
4,054
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0.043
0.000
0.026
0.038 **
-0.173 *** -0.130 ***
0.003
0.002
0.008
0.005

0.022
0.025
-0.166 ***
0.002
0.007

0.021
0.102
0.012
0.030
0.069
0.070
1.271 *** 8.529 *** 6.772 ***
0.232
0.291
0.239

Table 9: Ordinary Least Squares Regression Results Predicting Student GPA
Model 1
b
SE
Beta
Sociodemographics
Socioeconomic Status
0.081
0.013
0.081
Student's attitudes towards school
0.063
0.005
0.168
Student delinquency
-0.274
0.015
-0.219
Reading test scores
0.012
0.001
0.162
Math test scores
0.026
0.001
0.340
Black
-0.285
0.027
-0.131
Latina
-0.047
0.026
-0.023
Asian
0.048
0.045
0.012

***
***
***
***
***
***

Extracurricular Participation in Schools
Interscholastic Sports
Intramural Sports
Clubs

b

Model 2
SE

Beta

0.057
0.058
-0.262
0.012
0.025
-0.280
-0.014
0.072

0.013
0.005
0.015
0.001
0.001
0.027
0.026
0.044

0.057
0.155
-0.210
0.156
0.323
-0.129
-0.007
0.018

0.148
-0.031
0.117

0.019
0.020
0.018

0.102
-0.019
0.078

b

Model 3
SE

Beta

***
***
***
***
***
***

0.056
0.026
-0.089
0.009
0.019
-0.206
-0.005
0.045

0.012
0.004
0.014
0.001
0.001
0.024
-0.023
0.040

0.054
0.070
-0.087
0.113
0.236
-0.097
-0.003
0.010

***

0.113
-0.020
0.096

0.014
0.018
0.016

0.490
0.457

0.025
0.026

***

Teacher Perceptions
English teacher perceptions of students
Math teacher perceptions of students
Attachment
Student attachment
F
R-Square
N
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)

460.773
0.476

***

354.943
0.490

***
4,054
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465.680
0.598

b

Model 4
SE

Beta

***
***
***
***
***
***

0.056
0.029
-0.090
0.009
0.019
-0.209
-0.005
0.043

0.012
0.005
0.014
0.001
0.001
0.024
0.023
0.040

0.053
0.079
-0.088
0.114
0.237
-0.099
-0.003
0.101

***
***
***
***
***
***

0.077
-0.013
0.066

***

0.017
0.018
0.016

0.077
-0.014
0.065

***

***

0.113
-0.021
0.096

0.243
0.226

***
***

0.491
0.458

0.025
0.026

0.244
0.226

***
***

0.006

0.003
432.871
0.599

0.020

***

***

***

Table 10: Ordinary Least Squares Regression Results Predicting Student GPA, Separated by Student Race
White (N=2,817)
Model 1
Model 2
Model 3
Model 4
Model 1
b
b
b
b
b
Student Level Factors
Socioeconomic Status
0.091 ***
0.066 ***
0.062 ***
0.062 ***
0.133
Student's attitudes towards school
0.060 ***
0.055 ***
0.022 ***
0.026 ***
0.043
Student delinquency
-0.248 ***
-0.240 ***
-0.086 ***
-0.088 ***
-0.330
Reading test scores
0.012 ***
0.012 ***
0.008 ***
0.008 ***
0.016
Math test scores
0.027 ***
0.260 ***
0.019 ***
0.019 ***
0.023
Extracurricular Participation in Schools
Interscholastic Sports
Intramural Sports
Clubs
Teacher Perceptions
English teacher perceptions
Math teacher perceptions

0.165 ***
-0.026
0.092 ***

0.122 ***
-0.021
0.069 ***

0.122 ***
-0.022
0.069 ***

0.484 ***
0.486 ***

0.484 ***
0.486 ***

Black (N=521)
Model 2
Model 3
b
b
**
**
***
***
***

Attachment
Student attachment
0.007
F
448.129 *** 299.176 *** 383.609 *** 349.356 ***
51.508 ***
0.443
0.459
0.576
0.576
0.327
R-Square
N
4,054
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)
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0.102
0.041
-0.316
0.015
0.022

**
**
***
***
***

0.101
-0.062
0.277 ***

38.399 ***
0.365

0.104
0.020
-0.111
0.010
0.017

Model 4
b
**
***
*
***

0.109
0.016
-0.108
0.010
0.016

**
***
**
***

0.066
-0.048
0.221 ***

0.066
-0.047
0.220 ***

0.407 ***
0.424 ***

0.407 ***
0.416 ***

48.932 ***
0.480

-0.009
44.576 ***
0.480

Table 10: (continued)
Latina (N=568)
Model 2
Model 3
b
b

Model 1
b
Student Level Factors
Socioeconomic Status
Student's attitudes towards school
Student delinquency
Reading test scores
Math test scores

0.030
0.091
-0.306
0.012
0.027

***
***
**
***

Extracurricular Participation in Schools
Interscholastic Sports
Intramural Sports
Clubs

0.014
0.089
-0.291
0.012
0.026

***
***
**
***

0.093
-0.012
0.093

Teacher Perceptions
English teacher perceptions
Math teacher perceptions
Attachment
Student attachment
F
75.796 ***
0.397
R-Square
N
Note: * p<.05, ** p<.01, *** p<.001.
Source: Educational Longitudinal Study (ELS:2002)

48.652 ***
0.402

0.011
0.042
-0.069
0.008
0.020

Model 4
b

**
*
*
***

0.010
0.048
-0.073
0.008
0.020

***
*
*
***

0.112 *
0.033
0.123 ***

0.114 *
0.035
0.116 **

0.584 ***
0.406 ***

0.591 ***
0.404 ***

64.938 ***
0.530
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Asian (N=148)
Model 2
Model 3
b
b

Model 1
b
0.026
0.075
-0.333
0.014
0.023

**
***
*
***

0.012
59.269 ***
27.050 ***
0.531
0.470
4,054

0.008
0.073
-0.319
0.013
0.022

**
***
*
***

0.115
-0.034
0.099

17.205 ***
0.469

Model 4
b

0.014
0.035
-0.103 *
0.011 **
0.016

0.012
0.044
-0.106 *
0.011
0.016 **

0.056
-0.045
0.048

0.056
-0.054
0.044

0.644 ***
0.325 **

0.651 ***
0.322 **

20.961 ***
0.576

0.019
19.177 ***
0.577
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