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DISSERTATION ABSTRACT

Paula Jo Luginbuhl
Doctor of Philosophy
Department of Counseling Psychology and Human Sesvi
September 2014
Title: Predicting Educational and Career Expectetiof Low Income Latino and Non-
Latino High School Students: Contributions of Spailitical Development Theory and
Self-Determination Theory

The purpose of this study is to clarify the relasbip between sociopolitical
development, autonomous motivation, and educati@mdlicareer outcomes among low
income Latino and non-Latino high school student$ ta explore the socioeconomic and
ethnocultural differences among these relationshigss study is informed by
Sociopolitical Development Theory (SPD) and Seltddmination Theory (SDT). Both
SPD and SDT are frameworks that have been apmidteteducational experiences of
low-income and ethnocultural minority students iaygous research. In this study, |
tested a model to examine the relationship of gmditical development and career and
educational outcomes for a diverse sample of hitoa students as mediated by
autonomous motivation, a key feature of SDT. Stmat equation modeling was used to
test whether the data from a diverse sample of $ogiool students (N = 1196) fit the
proposed model. Differences in model fit for subpkes of Latino and non-Latino
participants and for lower and higher SES participalso were explored. Results
suggest that high school students’ sociopolitiealaiopment predicts career and
educational outcomes, and this relationship wasabigrmediated by autonomous

motivation. Model fit did not vary as a functioh®ES or ethnicity. Results lend
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confidence to the utility of SDT and SPD in preshgteducational and career outcomes
for high school students. Interventions that prea®PD and autonomous motivation are

described. Strengths and limitations of the studydiscussed.



CURRICULUM VITAE
NAME OF AUTHOR: Paula Jo Luginbuhl
GRADUATE AND UNDERGRADUATE SCHOOLS ATTENDED:
University of Oregon, Eugene
Loyola University Chicago, Chicago, Illinois
Point Loma Nazarene University, San Diego, Calif@rn
DEGREES AWARDED:
Doctor of Philosophy, Counseling Psychology, 2014diversity of Oregon
Master of Arts, Community Counseling, 2008, LoyOlaiversity Chicago
Bachelor of Arts, Psychology, 2006, Point Loma Nama University
AREAS OF SPECIAL INTEREST
Career development of low-income and ethnic mtg@dolescents
Intersection of intimate partner violence and work
Access to mental health service for low-incomeltadu

PROFESSIONAL EXPERIENCE

Psychology intern, Pacific University School obfaissional Psychology,
Portland, Oregon, 2013-2014

Mental health counselor, Center for Community Galimg, Eugene, Oregon,
2009-2013

Behavioral health counselor, Volunteers in Medi¢i8pringfield, Oregon,
2012-2013

Instructor, Family and Human Services, UniversitDregon, Eugene, Oregon,
2010-2013

Vocational counselor, Womenspace, Eugene, Oretfifi§-2012

Assessment extern, Child Development and Rehatidiit Center, Eugene,
Oregon, 2012

Child and family therapist, Child and Family Centeugene, Oregon, 2010-2012

Psychometrician, Vista Counseling, Eugene, Oreg069-2012

Vi



GRANTS, AWARDS, AND HONORS
Graduate Teaching Fellowship, Family and HumanwiSes, 2008-2013
Alumni Scholarship, University of Oregon CollegeEmlucation, 2013

Betty Foster McCue Fellowship for Human Performaaice Development,
University of Oregon Graduate School, 2012

Thomas Vollmer Scholarship, University of Oregamil€ge of Education, 2012

Clare Wilkins Chamberlain Memorial Award, Univeysdf Oregon College of
Education, 2012

General University Scholarship, University of Oraga009-2012
Summa cum LaudBpint Loma Nazarene University, 2006
PUBLICATIONS:

McWhirter, E.H., Luginbuhl, P& Brown, K., (in press). Apoyenos
Latina/o student perspectives on high school stpplournal of
Career Development.

Vera, E.M, Blackmon, S., Coyle, L., Gomez, K., larK., Langrehr, K.,
Luginbuhl, B, Mull, M., Telander, K., & Cladwell, J. (2012).
Gender differences in contextual predictors bfam; early
adolescents’ subjective well-beirpurnal of Multicultural
Counseling and Development,(3)) 174-183.

Vera, E.M, Vacek, K.V., Blackmon, S., Coyle, LoBez, K., Jorgenson,
K., Luginbuhl, P., Moallem, I., & Steele, J.C0(@2). Subjective
well-being in urban, ethnically diverse adolegsermThe Role of
stress and copingrouth and Society, 43), 331-347.

Chronister, K. M., Harely, E., Aranda, C., Barr, & Luginbuhl, P.
(2011). Community- based career counseling witimen
survivors of intimate partner violence: A colbabtive
partnershipJournal of Career Development, (89, 515-539.

Vii



ACKNOWLEDGEMENTS

There are many people who have contributed tatieeess of this project. |
would like to thank my Co-Chairs, Dr. Ellen HawlgleWhirter and Dr. Benedict
McWhirter for lending their expertise and enthuseaaly supporting and guiding me in
this project. | am grateful to Ellen for providingsearch opportunities and mentorship
that culminated in this project and for helping co@nect with educators and others who
are passionate about the career and educationglog@vent of Latino students. | am
grateful to Dr. Lauren Lindstrom for her consisteapport and encouragement and for
providing thoughtful guidance on collecting datasahools. | thank Dr. Akihito Kamata
for his contribution to the research design of higject and statistical support.

| indebted to Mark Van Ryzin for providing invallalstatistical expertise and
answering endless questions that made my datasssalyssible. This project’s timeline
would not have been possible without Shannon M&alinazing data management
skills. I am grateful to the University of Oregoraguate school for financially
supporting this project through the Betty FosteiQue Scholarship. | am very grateful
to Roger Gage and Laura Pierce-Cummings for advarédr this project with school
administrators and teachers and coordinating liegighat made data collection possible.
| also thank the teachers at McKay High Schoolaoth Salem High School for
graciously hosting me in their classrooms. Thaolall the students who thoughtfully
participated in this project. | am grateful to Radcric, Elisa, and Karina who provided
translation help and to Maiyra, Katie, and Aarorowiolunteered their time to assist with

data collection.

viii



I would like to thank the entire CPSY faculty astddents for creating a
community of support and contributing to my profesal and personal growth. | am
deeply grateful to my cohort members who have plediunfailing support, advice, and
empathy while being role models of social justi@ed having fun in the process). |
thank David for helping me find balance and perpe@nd being a steadfast partner in
the day-to-day progress of this project. | ameajtdtto my parents, Tom and Heidi, for
their tireless support and encouragement in myatdual pursuits. | would like to
express gratitude to Rebecca who paved the waydhrbigh school, college, and
graduate school showing me what was possible, év€Ba, who knows everything, a fact
that led me to seek knowledge myself, and to Kauinp modeled how to juggle multiple
role and responsibilities with ease. | would dike to thank Coach McCown who taught
me how to write and to “work the hills”, skills thaave been invaluable throughout

graduate school and practiced at every stage afiisertation process.



TABLE OF CONTENTS

Chapter Page
. RATIONALE ... et e e e e e e e e nnn s 1
Needs of Latino and Low-Income Students.......cccccceooviiiiiiiiieeiniiiieeec e

Sociopolitical Development THEOIY ..........ceeeemeeeiiiiiieee e 7
Self-Determination TREOIY ...........cvvvvvt e e e e e e e e eeeeeee e 13
PUrpOSE Of the STUAY .....evvveeiiiiie s s e e e e e e e e e e e e e e eeeeesveennneeeeenee 30
Hypothesized Variable Relationships .......coceveeiiiiiiiiiiiiiiee e, 31
. METHODS. ... e et e e e e ae e e e e e e e e nn e 33
(o (o o = g 33
PIOCEAUIE ...ttt 34
MEBASUIES ...ttt mmmmmm e e r e 34
I RESULTS L e e e e n e e e e e e 48
Preliminary ANGIYSES ........ooovvvviiiiiieimmmmmm e e e e e ae et eeeeeeeraasr e e s e e e e e e e eaaaaaaaaeaees 48
MeasuremMent MOUEI ..........coiiiiiiiie e immmmemr e e 51
SrUCTUIAl MOTEI ...t 54
Direct and INdireCt EffECTS .........ooiiiiieece e 56
Invariance Testing for SES and EthNiCity....cccceeeeiiiieiieiiiiieeeee e 56
IV. DISCUSSION ...t e e e e eeennes 59
Theoretical IMPlICALIONS .......uvueiiiie i e e e e e e e e e eee e 62
Implications fOr PracCtiCe ..........ccoviiiiieeeeei e a e 65
Implications for RESEAICH ..........ccoeiiiiieeeeeeer e 70



Chapter Page

LIMITATIONS ..t e e e e e e 71

SHENGINS ..o ————————— 73

CONCIUSION .ttt ettt e e e e e e e e e e mn e e e e s e e e ees 74
APPENDIX: SURVEY MATERIALS ... 76
REFERENCES CITED ... .ot 99

Xi



LIST OF FIGURES

Figure Page

1. Structural model cdociopolitical development as a predictor of vamaai

expectations and occupational attainMmeNt .......c.....evvveiiiiiiieeieee e 13
2. The self-determination CONtINUUM. .......coereeeiiiiiiiiiieee e 15
3. Structural model of need support predicting raiton through need

= L] = T 1o o TSRS 19
4. Structural model with self-determined motivatema mediator between

autonomy support and academic and vocational méso..................c.ccceevvvvnnnnes 25
5. Hypothesized structural Model ... eeeeeeeeiiiiiiii e eeeeeeeeeee 32
6. Final measurement MOdel..........cooiiiiieiiii e 52
7. Final structural MOel ............oooiiii e 55

Xii



LIST OF TABLES

Table

1. Correlation matrix with means and standard dmna....

2. Structural model: Standardized direct and iradiedfects

Xiii



CHAPTER |
RATIONALE

This section examines the needs of Latino and l@me students in regards to
career and educational development. Sociopolibealelopment Theory and Self-
determination Theory will be introduced and desatlilas they pertain to the career and
educational development of high school studentarid¥les used in this study will be
defined and hypothesized variable relationshiptheloutlined.
Needs of L atino and L ow-income Students

Development of academic competence is the mostrdorhand challenging
cognitive and motivational task of childhood andladcence (Arbona, 2000).
Educational outcomes, including academic achieveémuath educational attainment, have
pivotal consequences for career development agstyie choices in adulthood.
Adolescents with low levels of academic achievenaeatmore likely to engage in
substance abuse, risky sexual behavior, and deimay, risk factors that interfere with
subsequent academic achievement and persisteschanl (Arbona, 2000). Moreover,
earning potential is directly related to educatl@ttinment (Ryan & Siebens, 2012).
Therefore, factors that limit high school complatend readiness for postsecondary
education have long-term financial implications.dérstanding factors that enhance
educational outcomes is relevant to the developmwiepbsitive career outcomes and
general well-being in adulthood (Arbona, 2000).

Identifying and understanding factors that enhauaglemic outcomes is critical
for students who face social and economic bar(@lsse & Solberg, 2008). Low-income

and ethnic minority students in general are atfosldiminished academic outcomes



(APA Task Force on Socioeconomic Status, 2007;&8Solberg, 2008, Lopez, 2009;
Ream & Rumberger, 2008). This is particularly tfaieLatino and low-income students,
who are more likely to drop out of school and fatger problems that eventually result
in higher rates of unemployment, lower pay, anddieemployment benefits than their
peers (Close & Solberg, 2008; Ream & Rumberger8RQG@tino students are
disproportionately represented in lower socioecanatatus (SES) groups (APA Task
Force on Socioeconomic Status, 2007). As a resaflino students face significantly
higher risk for poor educational outcomes in spiteatino families’ positive values
toward pursuing successful education (Hill & Torr2810).

Latinos represent 16 percent of the populatioméUnited States. With an
average age of 27.5 years, the largest ethnic mtyrgnoup in the U.S. is also the
youngest in the U.S. population; nearly a quarteldK-12 students are Latino (Simon
et al., 2011). Latino children are more likelyrih&hite children to grow up in
environments that lack resources and assistambevielop school readiness skills (Simon
et al., 2011). Moreover, although Latino studeatsidemic achievement levels have
increased in the last decade, they continue to lvaver achievement levels than White
students. Latino students are less likely to #atteanced Placement courses or to
participate in extracurricular activities, and hémeer SAT and ACT scores than White
students (Chapman, Laird, & KewalRamani, 2010; Simbal., 2011); these factors
affect Latino students’ college preparedness. nbagtudents consistently experience
lower high school completion rates than both Whitd Black students, and male Latino
students are particularly at-risk for not complgtimgh school (Chapman et al., 2010).

Finally, Latinos have lower college graduation angployment rates and income levels



compared to Whites. Nearly 60 percent of Latinments enroll in college immediately
following high school graduation, compared to 7icpat of White high school graduates
(Aud et al., 2011). However, an overwhelming mayoof Latino youth and adults alike
believe that a college degree is important foriggthead in life (Lopez, 2009). Given
these findings, increasing Latino student accesppmrtunities that lead to successful
educational outcomes is important for the welfdreatinos and the country as a whole
(Simon et al., 2011).

Social class influences the educational attainraghatino students (Arbona,
1990), and structural factors associated with losiGeconomic status account for more
variance in educational attainment than do cultiaretiors (Constantine, Erickson, Banks,
& Timberlake, 1998). Latinos, compared to othefaband ethnic groups in the U.S.,
attend the most impoverished and poorly equippbdds and are more likely to have
inadequate materials and inexperienced teachelis¥(Mbrres, 2010). More than 25
percent of Latino children lived in poverty in 2Q@dmpared to 10 percent of White
children.

Poverty itself is a risk factor for diminished edtional and career outcomes.
Among school age children in Oregon, 18.7 peraeatih poverty (Aud et al., 2011).
Low-income students demonstrate lower levels obstbngagement (Marks, 2000) and
academic achievement (Arbona, 2000), and are rharefour times as likely to drop out
of high school than high-income students (Aud gt24111). About 50 percent of low-
income high school graduates enroll in college imiately following high school
compared to more than 80 percent of high-incoméestts (Chapman et al., 2010). This

trend persists among students who are well qudlibe college (Education Trust, 2000,



as cited in Jackson & Nutini, 2002). About 30 eitcof high scoring, low-incomé"s
graders go on to graduate from college, the sanmaascoring, high-income children.
Alternatively, 74 percent of high scoring, high-amee students complete college (White
House Task Force on Middle Class Families, 2009).

This disparity is problematic as level of educati®positively correlated with
earnings and is a reliable pathway out of lower S&E&a (White House Task Force on
Middle Class Families, 2009). As of 2007, collggaduates earned an average of 77
percent more than high school graduates (Offidh®WVice President of the United
States, 2010). Among low-income students, those dhnot graduate from college
were almost three times as likely to remain inlikb#om fifth of the income scale as their
low-income counterparts who completed college @@ffof the Vice President of the
United States, 2010). In addition to financialr&s to accessing higher education, low-
income students tend to lack access to informatrmhnetworks that encourage attending
college and help students identify affordable geleptions (White House Task Force on
the Middle Class, 2009). Moreover, social strasifion impacts the assignment of
students to ability groups early in school; studdram lower SES families are more
likely to be placed in lower ability groups tharithmore affluent peers (Hotchkiss &
Borrow, 1996). This placement predicts future krexige acquisition and educational
attainment, and enacts a self-fulfilling propheeyhich discriminatory processes lead to
ability groupings that hinder students placed imdolevel groups from achievement,
resulting in further discriminatory treatment (Haoltcss & Borrow, 1996).

Sociopolitical factors. Arbona (2000) confirms that the relationship betw

SES and career and educational outcomes is likdiyect, pointing towards



sociopolitical factors that account for this redaship. Sociopolitical barriers that affect
career trajectories of marginalized populationsuide discrimination, lack of access to
resources, negative social support and role modetmtive self-efficacy, unrealistic
beliefs in equal opportunity, and limited copingastgies (Jackson & Nutini, 2002).
Career development can be enhanced in these gitegpgih positive social support and
role models, career intervention programs, skialiepment, effective coping strategies,
and constructive self-efficacy. Understanding cetital and psychological barriers is
important in enhancing the career developmentwfifcome and Latino students
(Jackson & Nutini, 2002). Arbona (2000) points th&t motivation and self-efficacy are
more important than SES in predicting academiceagment, demonstrating the need to
attend to motivation and factors that influencedgselopment in high school.

Aspiration-expectation gap. Structural barriers lead to an aspiration-expemtati
gap among poor students of color, meaning thaesiiscexpect to attain lower
occupation or education levels than they aspiwtion (Arbona, 1990; Diemer & Hsieh,
2008; Lopez, 2009). Although Latino students hdaeetame aspirations and career
interests as their White counterparts, they peectawer career choices and opportunities
and have lower outcome expectations (Constantiag,et998; Lopez, 2009). This gap
negatively affects student career choices and radin to pursue career options, and
ultimately results in lower occupational attainmenadulthood (Constantine et al., 1998;
Diemer, 2009).

The sociopolitical context, including racial arat®l class inequities (Hotchkiss
& Borrow, 1996; Kozol, 2005) and the lack of oppmity to change the conditions that

led to inequality (Morsillo & Prilleltensky, 200 mfluence occupational expectations of



members of marginalized groups and contribute écaipiration-expectation gap
(Arbona, 1990; Diemer, 2009). Ethnic minority statéeare more likely to experience
environmental stressors that contribute to poodaeac performance including poverty,
inadequate health care, and discrimination (Cotis&et al., 1998). Specific
sociopolitical barriers include limited access dueational and vocational resources,
guality vocational guidance, role models, and comitywsupport, as well as the
perceived effects of structural racism on work divd family members and occupational
dreams, and community violence (Diemer, 2009; Dies@l., 2010; Diemer & Hsieh,
2008).

The aspiration-expectation gap is evident in thg p@or youth of color think
about their future. According to Diemer (20098p.“Vocational expectations, the
occupations youth expect to attain in adulthoograsent the projection of the adolescent
occupational self-concept into the adult world @frlv” Unfortunately, contextual
barriers lead students to believe that it is umjiklat they will be able to realize their
occupational self-concept in the world of work,uléigsg in the expectation of lower level
jobs that are easier to obtain (Diemer, 2009). iEthmnority students have less access to
opportunities to develop self-efficacy for finadbraewarding careers that require
educational attainment (Constantine et al., 199%®)cational expectations are predictive
of occupational exploration and decision-makingriyiadolescence and occupational
attainment in adulthood (Diemer, 2009). Thereftine,aspiration-expectation gap has a
deleterious impact on the actual career outcomesaf youth of color.

Although schools typically provide interventionsaishance career development,

Latino students are less likely than White studémtgceive career counseling. For



ethnic minority students who do receive these sesyicounselor stereotypes,
misinformation, and bias sometimes prevents ses\vitten being helpful (Mestre &
Robinson, 1983, as cited in Constantine et al.3L9¥iscrimination, bias, and low
expectations may act as self-fulfilling prophediethe school setting, further limiting
ethnic minority students’ academic achievement gamtine et al., 1998). Attending to
the sociopolitical factors that contribute to caraed educational expectations has
important long-range implications for low-incomeddmtino youths’ career and
educational outcomes.

In summary, Latino and low-income students facecstiral barriers that
negatively impact educational and career outconié®se students are less likely to
enroll in and graduate from college than their Whihore affluent peers. Moreover, poor
youth of color experience a discrepancy betweertdineer outcomes they aspire to attain
the career outcomes they expect to attain. Iiom to Sociopolitical Development
Theory, which expands upon the role of structupgression in the career development
of poor youth of color and describes factors tedp ndividuals effectively negotiate
these barriers.

Sociopolitical Development Theory

Structural inequality. Racial ethnic minority and low-income groups face
structural racism and socioeconomic inequity teatlt in negative consequences for
career development (Diemer et al., 2010). The digpa access to educational and
vocational resources for Latino and low-income shid is a sociopolitical problem that
constrains their connection to the world of workl éime occupations that students expect

to attain (Diemer & Blustein, 2006; Diemer et @010). Structural oppression may limit



Latino and low-income students’ perceived agenommetence, and control (Diemer,
Hsieh, & Pan, 2009). Poor youth of color are reggito accomplish career development
tasks of developing an occupational self-conceptautupational expectations while
facing structural oppression that constrains tipeseesses, subsequently limiting
occupational attainment in adulthood (Diemer, 2009)

Social dominance orientation. Social dominance orientation (SDO) is a
sociopolitical attitude that perpetuates structoggression (Diemer & Blustein, 2006;
Pratto, Sidanius, Stallworth, & Malle, 1994). SD@pports social inequality, dominance,
and oppression wherein one group enjoys disprapwately more status, power, and
resources than other groups (Diemer & Bluesteifg20Social dominance orientation
reflects the extent to which an individual prefetergroup relations to be hierarchical
versus equal (Pratto et al., 1994). Specificalegple with high SDO support group
hierarchy, believing that groups do and shouldediiii value (Pratto et al., 1994).
Diemer and Bluestein (2006) make the case that Bxersely related to critical
consciousness. Critical consciousness is develtiwedghconcientizacaogefined as
“learning to perceive social, political, and econorontradictions, and to take action
against oppressive elements of reality” (Freird&(@. 35). Diemer and Blustein (2006)
argue that the rejection of SDO indicates the presef critical analysis and questioning.
Because “SDO is collectively shared, self-evidant part of the social fabric that all
Americans are exposed to and learn from” (Diemdldstein, 2006; p. 222), rejecting
SDO suggests a process of unlearning througharitmnsciousness.

Sociopolitical development. The theory of sociopolitical development stems

from liberation psychology (Martin-Bard, 1994) drebire’s (1973, 2008)



conceptualization of critical consciousness (Die2(#9). Diemer and colleagues
(2009) define sociopolitical development as “areotation toward social justice, a
motivation to transform sociopolitical inequity @ame’s environment, and the
development of a healthy sense of self and feelmgowered to exercise one’s agency
in the context of structural oppression” (p. 318pciopolitical development may be the
“antidote” to structural oppression (Watts, Grhfig& Abdul-Adil, 1999), empowering
poor youth of color to close the aspiration-expgatagap, thereby indirectly influencing
adult occupational attainment through the negatmatif sociopolitical barriers to
adolescent occupational expectations (Diemer, 2009)

The theory of SPD postulates that sociopoliticalel@oment empowers
marginalized youth to develop self-determinatiod smpractice their agency by
critically analyzing and negotiating structural oggsion (Diemer et al., 2010). Critical
consciousness, motivation, and self-definitiontaree key components of sociopolitical
development, and together help students move amway [fimited consciousness of
inequality and apathy (Diemer, 2009 ritical consciousnesdescribes the process of
transforming from the object of oppression to ativacactor with an increased capacity
to negotiate conditions of oppression (Friere 12088). Increased recognition of the
connection between the sociopolitical context dredstudent’s own life is an important
aspect of this consciousness (Watts & Flanagan/,28cited in Diemer & Hsieh,
2008). ltis easier for individuals in marginabizgroups to resist the negative impact of
oppression when it is visible (Tatum, 1997, ascciteDiemer et al., 2010). The
motivationcomponent of sociopolitical development descriibesivation to reduce

social and economic inequity, and to help othermamity members, and includes active



participation in community and social action grouBecause structural oppression leads
members of oppressed groups to internalize linomatiself-definitionis an important
component of sociopolitical development that caissx$ a healthy sense of self and
agency within the sociopolitical context (Diemeiaét 2009). Supportive and positive
peer relationships in general, and perceived suppochallenging discrimination more
specifically, facilitate sociopolitical developmedrgcause these tap into all three of the
sociopolitical development components (Diemer|.e2809). Diemer et al. (2010) found
that sociopolitical development can be measureddnge way across ethnic groups. In
addition, because critical awareness and motivatrerrequired to overcome social
dominance orientation, SDO can be used as an mveessure of sociopolitical
development (Diemer and Blustein, 2006).

Sociopolitical development influence on career development. Because many of
the barriers to academic success and subsequest civelopment are sociopolitical in
nature, greater consciousness of structural oppresszay empower marginalized
students to effectively negotiate barriers and gaga academic and career development
tasks (Diemer & Blustein, 2006; Diemer et al., 2018ociopolitical development
provides students of oppressed groups with thecitgda contend with structural
oppression and obtain desired outcomes (Diemeru&tBin, 2006; Diemer et al., 2009).
SPD facilitates the negotiation of sociopoliticatters’ influence on occupational self-
concept, career development, and occupationahatemt for poor students of color
(Diemer et al., 2010; Diemer & Hsieh, 2008). Mareq sociopolitical development is
associated with academic achievement, optimismtaheuuture, and personal

competence among students who face structural sgipre(O’Connor, 1997). Chronister

10



and McWhirter (2006) concluded that critical comssiness was associated with greater
achievement of career-related goals among surviMfodemestic violence. In addition,
sociopolitical development is associated with greatork salience (Diemer et al., 2010),
vocational identity, connection to vocational fegybiemer & Blustein, 2006), and
greater future occupational expectations and attamt among poor youth of color
(Diemer & Hsieh, 2008; Diemer et al., 2010; Dieng&09).

At the same time, there is some evidence thatgreansciousness of
sociopolitical inequity results in disengagementrirschool and work, which contradicts
Diemer’s assertion that sociopolitical developmamimotes educational and career
development for poor youth of color (Diemer et 2010). For example, Conchas (2001)
found mixed results regarding the role of criticahsciousness and educational success.
Specifically, some Latino students suppressectatiionsciousness in order to engage
successfully with the opportunity structure andeotftudents demonstrated critical
consciousness while developing high educationalcaneer expectations. Diemer and
colleagues (2010) claim that this study used aomadefinition of critical consciousness
that did not include the action component of sociibigal development, and therefore
failed to adequately illuminate the relationshipvieen SPD and engagement with the
opportunity structure.

Other scholars theorize that awareness of strdatppaession leads marginalized
groups to oppose engagement with the opporturriigtsire (Ogbu, 1989). In this view,
disengagement and lower aspirations are considenetional responses to the
inequitable opportunity structure. However, emgiristudies have not supported this

theory (Ainsworth-Darnall & Downey, 1998; Harri)@; Perriera, Fuligni, &
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Potochnick, 2010). Moreover, Diemer and colleag@@40) argue that critical
consciousness may be a source of agency as umaBngiatructural oppression allows
individuals to negotiate barriers and engage imative challenges that arise when
interacting with the normative structure.

Diemer (2009) conducted a longitudinal study thatreined the impact of
sociopolitical development on adolescent occupatierpectations and adult
occupational attainment (see Figure 1 below). Badccupational expectations and
sociopolitical development predicted these sammabkes at the end of high school,
demonstrating the stability of these constructs tivee in adolescence. Sociopolitical
development in high school had a positive indirefttence on adult occupational
attainment through occupational expectations fAgrade. Diemer (2009) concluded
that sociopolitical development influences adultigzational attainment by facilitating
career development in adolescence. This longitlidinay is consistent with other
findings of the predictive relationship betweenladoent occupational expectations and
adult occupational attainment. Moreover, the stieiyonstrates that sociopolitical
development for poor youth of color predicts greatxupational expectations. This
suggests that sociopolitical development does gddassist poor youth of color in
negotiating sociopolitical barriers to career depehent (Diemer, 2009).

In summary, poor students of color experience airatton-expectation gap
wherein they expect to obtain lower education artalipational levels than they aspire to
attain. However, evidence indicates that socidipalidevelopment, which includes
critical consciousness, motivation, and agencydtlress structural oppression, may play

a role in students’ ability to overcome barriergtiucational and career development. In
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order to understand the possible mechanisms thraagth sociopolitical development
affects academic achievement and career and ednabéxpectations and aspirations, |
turn now to motivation and the role of psychologimaeds that potentially mediate this

relationship.

Figure 1. Structural model o$ociopolitical development as a predictor of vamaei
expectations and occupational attainment (Dien@99p
Self-Deter mination Theory

Self-determination Theory is a theory of motivattbat is concerned with “the
content of goals or outcomes and the regulatorgge® through which outcomes are
pursued” (Deci & Ryan, 2000; p. 227). SDT focusegypes of motivation, implications
of motivation for human functioning, and the corntet factors that facilitate motivation.

Self-determination Theory was developed from theéenstanding that human motivation
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is based in a set of innate psychological neetterahan physiological drives (Deci &
Ryan, 1985). This section describes the differgmes of motivation proposed by SDT,
the importance of basic psychological needs fot-tseihg, and a discussion of the role
that motivation and psychological needs have irctirgext of education.

Motivation. Self-Determination Theory focuses on perceiveddsithat
influence actions and it distinguishes betweengygfenotivation, which have specific
consequences for learning and general well-beiyariRR Deci, 2000). According to
SDT there are two general types of motivated actiotrinsic motivation leads to wholly
volitional actions indicated by choice and an int&¢docus of control. Extrinsic
motivation leads to actions compelled by sometlexigrnal to one’s sense of self, either
an interpersonal or intrapsychic force that iscatitd by compliance and an external
locus of control (Deci, Vallerand, Pelletier, & Ryd 991).

Motivation lies on a continuum with intrinsic magitton on one end and
amotivation, or the absence of the intention t¢ @ctthe other end, with several types of
extrinsic motivation making up the middle of theatbuum (see Figure 2 below). These
types of extrinsic motivation differ in the exteéatwhich they represent controlled or
autonomous regulation (Deci et al., 1991). The tgpes of extrinsic motivation in the
middle of the continuum include external, introgatitidentified, and integrated
motivation. Externally regulated motivation congrdlehavior through the use of external
demands or contingencies. Introjected regulatfinences behavior through guilt, or
internal coercion, and is indicated by regulatioat thas not become part of the self so
that actions are not quite chosen (Deci et al.118%an & Deci, 2000). In identified

regulation, the person accepts and identifies thighregulatory process leading to valued
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behaviors. Integrated regulation is the most aguakntally advanced form of extrinsic
motivation and refers to behavior that is congrweitih the individual’s sense of self and
is valued and important to the individual. Integratis considered the most self-
determined form of extrinsic motivation becausadtudes the identification with
behaviors, which become integrated into other asp®an individual’s life (Deci &
Ryan, 2000). Integrated regulation leads to belwpwitiingly and conceptual or intuitive
understanding (Deci et al., 1991). Finally, atfidreend of the continuum and following
integrated extrinsic regulation is intrinsic mottea which is fully self-determined and
refers to actions that are performed for the pleaand satisfaction derived from them
alone (Deci et al., 1991; Deci & Ryan, 2000; RyaDé&ci, 2000). Actions that are

intrinsically motivated are done freely without theed for rewards or constraints (Deci

et al., 1991).
Motivation
| |
Amotivation Extrinsic Motivation Intrinsic Motivation
[
| | | |
External Introjected Identified Integrated

Figure 2. The self-determination continuum. Dark squaregateé autonomous
motivation or regulatory styles.

Internalization and integration determine how matilon is regulated (Deci et al.,
1991). Self-regulation in this case refers to lsmwial values and external contingencies
are transformed into personal values and self-rabtias, thereby internalizing behaviors
that were originally controlled by external congémgies (Black & Deci, 2000; Ryan &

Deci, 2000). Social pressures to engage in adg/ithat are not inherently interesting and

15



pressure to take on adult responsibilities decré@sepportunity for truly intrinsic
behavior (Deci & Ryan, 2000). Although identifieddaintegrated motivation are
considered extrinsic because they are used tam &jtails that are not reinforcing simply
because of the activity itself, they join intringnotivation in a category of motivation
referred to as autonomous motivation because teegx@erienced as self-determined
(Brophy, 2010).

Conseguences of autonomous motivation in educatiblotivation is an
important area of emphasis in the school settimgubse it concerns energy, direction,
persistence, equifinality, and mobilization (RyarbD&ci, 2000). School environments
that foster autonomous motivation in education lpetpnote flexibility in problem
solving, efficient acquisition of knowledge, andteong sense of personal worth and
social responsibility (Deci et al., 199 Qutonomous motivation has positive behavioral,
cognitive, and affective consequences at schoolsaagsociated with greater academic
performance, staying in school, and school engage(®eci, Koestner, & Ryan, 2001;
Deci et al., 1991). Autonomous motivation, speaeifi, is associated with greater
interest, excitement and confidence, which, in forproves performance, persistence,
creativity, vitality, self-esteem, and general waing (Ryan & Deci, 2000).
Autonomous motivation is also related to higheels\wof conceptual learning, challenge
seeking, quality of learning, enjoyment, satisfaatieffort, and positive emotions (Deci
etal., 1991, 2001; Ryan & Connell, 1989; Ryan &D&000).

Conversely, more controlling regulatory styles i@lated to greater anxiety and
poorer coping with failure (Deci et al., 1991, 208yan & Connell, 1989). High stakes

testing policies, for example, operate from theiagstion that salient rewards and
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punishments contingent on student performanceensure greater student effort and

learning as well as teacher effectiveness (Ryarmréwva, 2005). Unfortunately, external
pressures on student performance as seen in lakbsstesting often lead to controlling
styles of teaching that promote external regulastyles in students (Deci et al., 1991).

Basic psychological needs. Because autonomous motivation is associated with
numerous positive outcomes including enhanced ileguand performance,
understanding the conditions that promote autonemmaativation is warranted (Deci &
Ryan, 2000). Autonomous motivation is maximizedamtexts that provide people with
the opportunity to satisfy their basic psychologiteeds and thwarted in environments
that hinder need satisfaction (Deci et al.,1991arR& Deci, 2000). Deci and Ryan
(2000) define basic psychological needs as “inpayehological nutriments that are
essential for ongoing psychological growth, intggrand well-being” (p. 229). Deci and
colleagues (1991) posit that the three basic pdggieal needs are relatedness,
competence, and autonomy. Relatedness refers ttetlebopment of secure and
satisfying connections to others (Deci et al., 29€bmpetence refers to understanding
how to attain various external and internal outceaed efficacy in performing the
required actions to elicit these outcomes. Autonoasgential for intrinsic motivation to
exist, refers to self-initiation and self-regulatiof actions.

Intrinsically motivated behaviors directly satidfgisic psychological needs; these
needs provide content that is inherently intergstind do not require reinforcement
(Deci & Ryan, 2000). Autonomy, competence, andteginess enhance optimal
functioning, constructive social development, arallabeing (Ryan & Deci, 2000).

Satisfaction of all basic psychological needs ipontant for humans to thrive and for
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autonomous motivation to develop. Autonomy, compete and relatedness are universal
needs that are essential for optimal health andrderstanding the content and process
of goal pursuits across cultures (Deci & Ryan, d000versity of values and goals
between cultures affect the ways basic needs &sfiesd but the link between self-
determined motivation and satisfaction of competenelatedness, and autonomy appear
to be generalizable among diverse cultural groDesi(& Ryan, 2000). The social
environment plays an important role in need satigfa and conflict between basic needs
in the social environment is particularly damagiRgan & Deci, 2000). For example,
relationships that require an individual to sacafautonomy in order to receive love
makes it likely that alienation and psychopatholagiy develop (Ryan & Deci, 2000).
Environments that prevent need satisfaction anettbee diminish autonomous
motivation lead to alienation, anxiety, depressemmy somatization (Deci & Ryan, 2000).
The postulation that three basic psychological humeeds give motivational
content to life and direct the exploration of issgeach as learning is fundamental to
SDT. The role of relatedness, competence, and aotpis essential in understanding
the conditions that promote the development ofdetérmined motivation and related
outcomes. The nature of needs in SDT is similairiee theories in that needs are
considered innate (Deci & Ryan, 2000). Howevessitheories differ with respect to
how needs affect behavior. In drive theory, nedsphysiological in nature and operate
by motivating organisms to act through some defigié hunger. In SDT, basic needs
are psychological provisions that promote healtincfioning and development when
they are satisfied. This approach is growth oriéméther than deficit oriented (Deci &

Ryan, 2000).
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Need satisfaction as mediatoNeed satisfaction mediates the relationship
between the environment and motivation (StandagdaD& Ntoumanis, 2005; see
Figure 3 below). For example, Standage and caliea¢2005) found that students who
perceived their physical education environmentsuggportive of their basic
psychological needs were more likely to experiemaed satisfaction in the context of
physical education. Furthermore, need satisfaetias positively associated with
autonomous motivation and negatively associateld @iternally regulated motivation
and amotivation. In addition, motivation influedcadaptive outcomes associated with
physical education. This illustrates that the dego which the educational environment
supports basic psychological needs and studentsépton of need satisfaction
contributes to the development of autonomous motiman the same setting. Therefore,
student perception of basic need satisfaction witihe school context is an important

feature of the measurement model in the presedystu

Intrinsic
motivation

25 45 f=F-}

- -+ -+ B Ta =
autoramy | [c [ ]
BUREat Bppor | suppon | [Autonomy | [Competance | |Redatedress|

Intrajaectad
regulation

Amotivation

Figure 3. Structural model of need support predicting motarathrough need
satisfaction (Standage, Duda, & Ntoumanis, 2005).
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Basic psychological need satisfaction in the scheavironment Schools are the
primary context for socialization in the first twlecades of life (Deci et al., 1991).
According to SDT, school contexts that supportteglaess, competence and autonomy
promote autonomous motivation. If the school ceintlwes not allow for satisfaction of
basic needs, motivation will be diminished and digwmental processes impaired (Deci
et al., 1991). According to Roeser, Eccles, andesafh(1998), perception of school
support for relatedness, competence, and autoncoouated for 20 percent of the
variance in self-determined academic motivation.

Relatedness in schookmong the three basic psychological needs, rela&sin
plays the most distal role in developing autonontoosivation, yet this need is observed
from a very young age. Exploratory behavior is ad&®d intrinsically motivated in
infancy and is exhibited by children who have deped secure attachments (Deci &
Ryan, 2000). Relatedness is an important aspedenfity development with
implications for mental health and well-being (T@&nd & McWhirter, 2005). Karcher
(2005) uses connectedness theory to explain adwiessaeed for belonging and
relatedness. Connectedness, which can be undessaelatedness, is associated with
engagement, loneliness, belongingness, attachenah&ffiliation (Townsend &
McWhirter, 2005). Connectedness is important wharsidering the sociopolitical
factors that influence youth (Townsend & McWhirt2005). Karcher’s (2005) measure
of connectedness was developed, in part, from aehient motivation research and is
used to measure relatedness in the present study.

School is a key context for the development ofteglaess and associated positive

outcomes for students. Students who perceive thathers to be warm and caring
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exhibit greater autonomous motivation (Ryan & Gickn1986; Ryan, Stiller, & Lynch,
1994, as cited in Deci & Ryan, 2000). Bondingha school context provides the
opportunity for students to connect with positideilés and leads to positive
developmental outcomes (Catalano, Haggerty, Oestéeming, & Hawkins, 2004).
Bonding consists of involvement, attachment, affectelationships, investment and
commitment, and the belief in school values. ONgpanding inhibits deviant behavior
in school (Catalano et al., 2004). Bonding inghkool setting influences student
behavior through as values are transmitted froredltbe student is attached to.
Specifically, school bonding is positively assoethtvith academic achievement, school
persistence, academic and social skills, and negjatielated to learning barriers, school
problem behavior, substance use, discipline, asdeswsion or expulsion (Catalano et al.,
2004; Karcher & Finn, 2005; Marchant, Paulson, &#feberg, 2001; Maddox & Prinz,
2003). Relatedness in school as seen in the erxashgchool bonding has important
implications for educational outcomes.

Relatedness in school also has important implinatfor school engagement. A
rich literature discusses the benefits of engageémah risks associated with
disengagement. Engagement includes a psycholagiogbonent that is associated with
identifying with school and feeling cared for, resfed, and part of the school
environment (Anderson, Christenson, Sinclair, & L,&904). Close and high quality
relationships with an adult in the school contertassociated with greater levels of
school engagement among students at risk for s¢aile (Anderson et al., 2004).
School engagement is a psychological processefaisrto the attention, interest,

investment, and effort students direct towardsiiegr (Marks, 2000), indicating that
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engagement has implications for academic motivatmhool engagement is an
important indicator of academic success and iglgléaked to career development and
relatedness in school (Klem & Connell, 2004; Pekiy, & Pabian, 2010). In summary,
engagement has a clear relational component. Engages more likely to occur when
relatedness is satisfied, leading to increaseddefdearning, finding school rewarding,
high school completion, and the pursuit of postadeoy education (Marks, 2000).
Specifically related to Latino students, teaclvene demonstrate culturally

responsive caring toward Latino students may fqsbsitive school experiences (Garza,
2009). Evidence suggests cultural variation intyipes of teacher attitudes and
behaviors that are most important to relatednesshool (Garza, 2009). Latino students
find that the following characteristics, in descegdorder by priority level, demonstrate
caring: instructional help during teaching, indivad academic support, personal interest
in student well-being, availability, and actionsttineflect kindness (Garza, 2009). White
students identify the same characteristics butiptige them differently; kindness,
instructional help, and availability are most imjaoit for White studentsLatino students
place a greater value on academic support thagualkty of the relationship (Garza,
2009). Caring teachers provide motivation and arage engagement in school and
learning; these factors are related to better anadperformance (Perez, 2000). This
literature suggests that both affective and acadespects of relatedness should be
examined in research in order to fully capturewally diverse students’ satisfaction of
relatedness in school.

Competence in schoolSontexts that support competence as well as relassd

also are more likely to promote autonomous motratMarchant and colleagues (2001)
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found that teacher responsiveness and supportoral ®mvironments in the school

setting predicted academic competence, which,rmpredicted academic achievement.
Specifically, positive feedback satisfies the nEgcdtompetence, thereby enhancing
autonomous motivation (Deci & Ryan, 2000). Negafaedback, on the other hand,
decreases autonomous motivation and leads to aamiotivor helplessness (Deci et al.,
1991). The relationship between positive feedl@uk competence occurs only if the
individual feels responsible for the positive peni@ance and as long as the feedback does
not diminish the perceived autonomy (Deci & Ryad0@).

According to Deci et al. (1991) competence refersfticacy in performing the
actions necessary to attain desired outcomes. €mmge is a broad and nonspecific
term, while specific types of competence, sucheffsetficacy for school related tasks,
capture more specific behaviors of achieving arddsputcome. According to Bandura
(1989), individuals’ belief in their ability to soessfully accomplish tasks that will lead
to a desired outcome determines levels of motivatioough its influence on effort and
persistence. These self-efficacy beliefs are dorspétific and are influenced by
vicarious learning, social persuasion, emotionalisal, and success experiences
(Bandura, 1977). Self-efficacy in the academic eghtefers to students’ perceived
competence in accomplishing tasks necessary tewparticular educational outcomes
(Arbona, 2000). Bandura (2006) identifies seveypés of self-efficacy pertinent to
school related tasks including self-efficacy fdf-segulated learning, self-efficacy in
enlisting social resources, self-efficacy for acaaeachievement, and self-efficacy for
leisure time skills and extracurricular activitieBeci and colleagues (1991) emphasize

the importance of self-regulation in determining tipe of motivation an individual
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develops. Therefore, self-efficacy for self-regathtearning is an important element of
competence in school as related to autonomous atimi

Self-efficacy is relevant to career and educaticlealelopment in other ways as
well. Self-efficacy influences the types of acadeand occupational environments, and
educational and career goals individuals approaavaid (Brown, Lamp, Telander, &
Hacker (2012); Clausen, 1991). Additionally, sefficacy predicts the range of
perceived career and academic options and perséstard success in chosen careers
(Clausen, 1991; Multon, Brown, & Lent, 1991). Pastformance and educational
experiences determine self-efficacy, which, in fimfluences motivation and subsequent
performance in an ongoing feedback loop (Multoalgt1991). Interventions that
increase student self-efficacy have been founddrease autonomous motivation
(Arbona, 2000). Self-efficacy beliefs are relatedcademic performance and
persistence. Attending to the self-efficacy bslief at-risk students is particularly
helpful in enhancing educational outcomes (Multbalg 1991).

Autonomy in school€ompetence and relatedness facilitate the developafe
internalized motivation, yet, autonomy must besigtl in the development of integrated
motivation (Deci & Ryan, 2000; Ryan & Deci, 200@vents that threaten autonomy
have been found to undermine intrinsic motivati@uch events include extrinsic
rewards, threats, surveillance, evaluation, andldess (Deci & Ryan, 2000). Events
that promote autonomy by providing choice and awkedging feelings prompt internal
locus of control and are associated with confidengeerformance, creativity, cognitive
flexibility, and conceptual learning (Deci & Ry&20)00). The relationship between

extrinsic motivation and controlling environmengde explained by the lack of
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perceived autonomy that is common in such envirgnsn@eci & Ryan, 2000).
Although competence and relatedness are importanponents of goal-directed
behavior, the need for autonomy must be satisbedélf-determined goal-directed
behavior and associated positive outcomes (Decy&ik2000).

Students who attribute their success to theirtghdével rather than
uncontrollable causes, thereby exhibiting a sefis@itonomy and self-efficacy, are more
likely to experience greater academic outcomesnamiilvation (Arbona, 2000).
Autonomy supportive environments are importantim $chool context for promoting
autonomous motivation and subsequent academicardrcoutcomes (Soenens &
Vansteenkist, 2005; see Figure 4 below). Schootexts that foster autonomy help
students to believe that their actions can impatctré outcomes; when this belief is not
present, feelings of hopelessness are likely teldgy leading to disengagement from

academic tasks (Arbona, 2000).

Father

Figure4. Structural model with self-determined motivationsawiediator between
autonomy-support and academic and vocational owgsd®oenens & Vansteenkist,
2005).
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Autonomy is essential for greater levels of autoaosimotivation to develop and
therefore must be supported in the school settngtiidents to experience related
academic benefits. Students whose teachers exloiitive classroom management,
interactive teaching, and cooperative learning destrate increased school bonding,
school attachment and commitment, social and cegnibmpetence, academic
achievement, and reduced problem behavior and bskgvior (Catalano et al., 2004).
This suggests that teaching that satisfies the fezelitonomy also enhances students’
relatedness, competence, and related positive magdCatalano et al., 2004). Typical
behavior management techniques such as evaluatward and punishment, imposed
goals, and competition diminish students’ sensautdnomy, undermining the
development of intrinsic motivation (Deci et al99ll; Ryan & Deci 2000). However,
using language and an interpersonal style thainsontrolling and implies choice helps
to combat the negative impact of these ubiquitalusational practices (Deci et al.
1991). Alternatively, providing choice and the oppnity for students to engage in the
decision-making process helps students develomantous motivation (Deci et al.,
1991). Educational environments can provide autgnsapport by encouraging students
to explore, discover, and learn (Deci & Ryan, 19849, Reeve, & Deci, 2010).
Students who learn in settings that emphasizertesdtery, effort and self-improvement
rather than competition and performance are m&edylito spend more time learning,
have higher levels of self-efficacy and autonommagivation, and persist in challenging
tasks (Arbona, 2000).

Basic psychological needs and marginalized groudgyhly motivated and

autonomous students may elicit autonomy suppont tieeir teachers while distracted
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and less motivated students may elicit more cdirigpteaching styles, thus developing a
self-fulfilling prophecy based on a teacher’s pptmmns of students (Deci et al., 1991).
Evidence suggests that teachers have lower expertadffer less praise, and lack
cultural sensitivity towards Latino students, dimeimng Latino students’ sense of
connection to their school (Hill & Torres, 2010h addition, data indicates that teachers
are more likely to attribute ethnic minority stutiperformance to external causes, a
practice that conveys a message of low competerta@onomy and diminishes
motivation (Arbona, 2000). Discrepancies betwedhtwaland actual performance in
Latino students are associated with lack of matwvatnot feeling pushed by teachers,
and lack of interest in subjects (Griggs, Copeld&é&jsher, 1992).

Satisfaction of basic psychological needs seerglwethnic minority students
combat the negative impact of structural barriereducational and career development.
Perreira and colleagues (2010) contend that satlimadtes in which Latinos experience
positive treatment by peers and encouragement tieachers enhance motivation despite
experiences of discrimination. Griggs and colleagil®92) interviewed Latino students
and found that successful students attribute #dicational and career progress to high
levels of autonomy. Moreover, validating relatioipshwith teachers motivated students
to act in ways that support teachers’ messageshtbgiare good students. Successful
Latino students identified in this study believadttstudents with less developed plans
and aspirations tended to lack in motivation, esgrsupport, information, and skills
(Griggs et al., 1992). These findings point toithportance of exploring factors related
to motivation, autonomy, competence, and relatesiimethe career an educational

development of Latino students.
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Critiquesof SDT. SDT operates from the assumption that intrinsicivatibn
has more positive implications for educational pecsonal development than extrinsic
motivation. Specifically, external rewards and toogencies are considered harmful in
the satisfaction of the inherent human need fooraarhy, diminishing autonomous
motivation. However, incentive systems and useigforcement are common
motivational tools in all educational settings (Gaon & Pierce, 1994). Locke (1997)
criticizes Deci and Ryan’s claim that external redganegatively affect motivation, citing
findings that support the role of incentives in mating behavior. Specifically, Locke
(1997) argues that external rewards can raiseeffgthcy, which in turn positively
correlate with task interest. However, self-effigéheory (Bandura, 1977; 1986) and
Locke and Latham’s (1990) goal-setting theory taitlistinguish between controlled and
autonomous motivation (Deci, 1992; Deci & Ryan, 0Bange & Deci, 2005). SDT’s
use of a continuum to differentiate between tydesativation and their effect on
performance and well-being provides a more compiew of motivation. As such,
Gagne and Deci (2005) concur with Locke (1997) toautrolled (using external
rewards) and autonomous motivation are equallyce¥e in predicting performance on
straightforward and redundant work tasks. Howe@agne and Deci (2005) claim that
autonomous motivation is superior in predictinghhpgrformance on tasks that require
creativity and problem solving. Using a unitaryidgfon of motivation results in
misleading conclusions regarding conditions th&ia@ce autonomous motivation.

In addition to theoretical critiques of SDT, emgd#i evidence for Deci and
Ryan’s proposition that incentives negatively intgatrinsic motivation has been called

into question. Cameron and Pierce (1994) condurteéta-analysis and the findings
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suggested that, contrary to SDT, rewards and etrimotivation were not detrimental to
intrinsic motivation. Specifically, the study foutttat unexpected tangible rewards had
no effect on intrinsic motivation and expected tateggrewards did not negatively impact
intrinsic motivation as long as they were contingam performance or completion of a
task. The controversy of the role external rewgildy in intrinsic motivation is
particularly important in the school context. &sponse to Cameron and Pierce’s
conclusions and several commentaries indicatingtbieameta-analysis was flawed and
conclusions unwarranted, Deci, Koestner, and R$88Y9, as cited in Deci et al., 2001)
reanalyzed the data. This new meta-analysis adiotel Cameron and Pierce’s findings,
indicating that expected tangible rewards are uhetntal to intrinsic motivation, and this
effect was particularly strong for school childi@weci et al., 2001). Deci and colleagues
(2001) affirm the importance of fostering intrinsnotivation through developing
interesting and challenging activities in whichdgtnts are given choice rather than
relying on rewards in the school context.

Environmental conditions that satisfy individuabsisic needs of autonomy,
competence, and relatedness promote the develomhautonomous motivation, which
has important implications for educational outcom®&sciopolitical development
empowers poor youth of color to navigate structbeatiers to career and educational
outcomes. Moreover, sociopolitical developmentespp to be related to basic need
satisfaction, which leads to autonomous motivaidiemer et al., 2010; O’Connor,
1997). Therefore, autonomous motivation might ratxdihe relationship between
sociopolitical development and educational anderaoetcomes. Likewise,

sociopolitical development may help poor youth albec develop motivation that leads to
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positive career and educational outcomes. Latiblaw-income students have
relatively low career and educational expectatiohsgether, Sociopolitical
Development Theory and Self-determination Theory tmauseful in understanding and
promoting career and educational expectationsdale, SPD and SDT have not been
studied together; there is no published reseaittdists for relationships between the
key variables in each. Testing for such relatiopshvould be a unique contribution to
the literature — if the two theories are relatad, understanding of each theory will be
enhanced and lead to important implications fogrwvegntions that promote educational
and career outcomes of Latino and low-income stisden
Purpose of the Study

This study explored the role of autonomous motoratn educational and career
outcomes among low income Latino and non-Latinalyoand clarified the relationship
between sociopolitical development and autonomoatsvation. Arbona (1990) called
for greater research on the structural barriersdbiatribute to the expectation-aspiration
gap experienced by Latino students. Two decades $iace passed and these barriers
remain problematic in the career development oinlbayouth (Lopez, 2009).
Sociopolitical Development Theory and Self-deteraion Theory highlight a set of
factors that contribute to educational and careérames. This study uniquely
combined these two theories, postulating that Betermination Theory can help
explain the link between sociopolitical developmand educational and career
outcomes. By integrating theories relevant to atlanal and career development of low
income Latino and non-Latino students, this redeatady sought to test the

contributions of this unique set of variables te #éxpectations of low-income
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adolescentes. Self-Determination Theory has bdativay overlooked in career
development research and this study also elucidhtetble of SDT in predicting career
expectations and aspirations. This study contribtderevious research on SPD and
educational and career development by includingitmeme Latino and non-Latino
students. Specifically, | explored student periogstand experiences in the school
setting as they related to autonomous motivatieheztucational and career
development.
Hypothesized Variable Relationships

The hypothesized structural model is presentedgar€ 5. The outcome
variables in this study included school achievemeaticational and career expectations,
and educational and career aspirations, referre@dttos study as educational and career
outcomes. As depicted in the model, sociopolitt=telopment was hypothesized to
directly predict autonomy, competence, and relagssin Sociopolitical development was
also hypothesized to directly predict autonomousivvation and indirectly predict
autonomous motivation through autonomy, competesnoe relatedness. Next,
autonomy, competence, and relatedness were hyjmetds directly predict
autonomous motivation and indirectly predict edioret! and career outcomes through
autonomous motivation. Autonomous motivation wascgrated to significantly predict
educational and career outcomes. Autonomous nimtivevas hypothesized to partially
mediate the relationship between sociopoliticaled@yment and educational and career
outcomes. In addition, satisfaction of basic psjyoical needs (competence,
relatedness, and autonomy) was predicted to dgnreddiate the relationship between

sociopolitical development and autonomous motivatio
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Figure 5. Hypothesized structural model. SPD = sociopolitdmlelopment, Crit Con =
critical consciousness, SDO = social dominancentaten (inverse score), Tchr P. Sup
= teacher personal support subscale, Tchr A. Siacher academic support subscale,
Peer P. Sup = peer personal support subscaleC®eeect = connectedness to peers
subscale, Tchr Connect = connectedness to teashiessale, Relate = relatedness
subscale, Ac SE = academic self-efficacy, SRLSElfregulated learning self-efficacy,
Aut = autonomy subscale, Aut Sup = autonomy suport positive behavior, Edu
Expect = educational expectations, VOE = vocatieudtome expectations, Career
Expect = career expectations, Edu Aspire = edutaliaspirations, CAS lead =
leadership and achievement aspirations subscal8, Eti = educational aspirations
subscale
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CHAPTER Il
METHODS

Participants

Participants were 1,198 high school students fremdifferent high schools in
a medium sized city in the Pacific Northwest. Betw 52.6 and 62.6 percent of students
enrolled in participating schools were identifiedLatino in the 2011-2012 school year.
Between 79.4 and 84.9 percent of student wereb&idor free ore reduced lunch at the
participating schools. In examining the range spanses it was noted that several
students reported their age to be above 18. Asttitly participants were primarily'9
and 18" grade students, participants who reported theitadpe above 18 were removed
from analyses. As a result, 1,196 students wetladed in the analyses. 602 (50.3%) of
the participants identified as female; 11 (< 1%) wot indicate their sex. Participants’
ages ranged from 13-18 (Mean=14.67). 839 (70.2%)eparticipants were in th&'9
grade, 350 (29.3%) were in the™@rade, and 4 (< 1%) were in grades 11 or 12. 609
(50.9%) of participants identified as Latino/a, 222.8%) identified as White, 168
(14.0%) identified as multi-ethnic, 43 (3.6%) idéet as Asian, 35 (2.9%) identified as
Pacific Islander, 20 (1.7%) identified as Black,(1&%) identified as American Indian,
and 30 (2.5%) identified as “other” or did not spetheir ethnic identity. 805 (67.3%) of
participants were eligible for free lunch, 123 (1)2#ere eligible for reduced lunch, and
79 (6.6%) did not indicate their free or reduceatchu eligibility. 101 (8.4%) of
participants reported having an Individualized Eation Plan (IEP); 155 (12.9%) of

participants did not indicate whether or not thag lan IEP.
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Procedure

Participants were recruited from two public highaals in Oregon that were
identified as having a significant number of love@me and Latino students. At both
schools, participants completed surveys at one-fioiet during their social studies class.
No identifying information was collected. Passiemsent was obtained by sending an
informational handout home to parents the weekrealata collection occurred. Parents
were invited to email or call the principle invegtior if they did NOT want their child to
participate. The surveys, available in both Efgéiad Spanish, took between 20 and 50
minutes to complete. Students received oral anidenwrinstructions before beginning the
survey and the principle investigator or a reseassistant was available to answer any
guestions. The survey is available in Appendix A.
M easur es

Demographic questions. Participants provided information about their age,
gender, ethnicity, and grade. Participants alsorted the language(s) they speak on a
regular basis and whether or not they have anPaRicipants reported their caregivers’
highest level of education using the following ops: “less than high school,” “high
school,” “some college,” “2 year or community coig” “4 year college,” “master’'s
degree or teaching credential,” or “law degreePRlor a medical doctor’s degree”. In
addition, participants responded to one item asKiigw much money does your family
have?” by choosing one of the following optionsot'enough to get by,” “just enough to
get by,” “we only have to worry about money for fand extras,” or “we never have to
worry about money.” Finally, participants reportethey receive free lunch or reduced

lunch.
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Sociopolitical development.

Social Dominance Orientation Scalénverse scores ahe Social Dominance
Orientation Scale (SDOS; Pratto et al., 1994) wesed as a measure of sociopolitical
development (Diemer & Blustein, 2006). The SDOSststs of 14 itemso = .90)
concerning “the belief that some people are inhtremiperior or inferior to others and
approval of unequal group relationships” (Prattalet1994; p. 745). For this study, one
item was determined to be redundant and removelorémity. Participants were asked to
indicate how positive or negative they felt towaedgeh object or statement. (Pratto et al.,
1994). Sample items include “Some people areifiistior to others”, “All humans
should be treated equally”, and “Increased econ@mimlity’. Response options
consist of a 5-point Likert type scale ranging frin Very Negative” to “5 - Very
Positive”. Pratto et al. (1994) found a test-retekability of .84. The last six items
were reverse scored (Pratto et al., 1994) and $otaks for this scale were calculated by
averaging across item scores. Total scores weezsed so that lower scores indicated
lower levels of sociopolitical development.

Pratto and colleagues (1994) conducted a numbealiglity studies with various
undergraduate student samples. Overall, they fthen&DO to have adequate
discriminant, predictive, and convergent validity. particular, scores on the SDOS were
negatively associated with concern for others {#8), support for social welfare
programs (r = -.47), support for women’s rights ¢40), and support for gay and
lesbian rights (r = -.37). Scores on the SDOS wesstively associated with support for

military programs (r = .44), anti-Black racism (t55), patriotism (r = .45), and sexism (r
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= .57; Pratto et al., 1994). The modified measae d&n inter-item reliability of .82 for
the current study.

Critical Consciousness measur€ritical Consciousness was measured using the
Adolescent Critical Consciousness measure (McWhtslcWhirter, 2009), which was
developed to assess change in critical conscioasmaeng participants in an afterschool
program for Spanish speaking Latino students. iirf@asure served as another indicator
of sociopolitical development. This measure coss$tL0 items with response options
on a 5-point, Likert-type scale that range from ‘3trongly Disagree” to “5 -Strongly
Agree”. Sample items include “Racism and discrirhoraaffect my own life today”, “I
discuss current economic and political events withparents or other family members”,
and “l am motivated to try to end racism/classismd discrimination”. The items in this
measure have face validity for measuring componan®PD, namely critical
consciousness and motivation to reduce social eadagnic inequality (Diemer et al.,
2009). According to Diemer and Hsieh (2008) caiticonsciousness and motivation can
be captured by four components of sociopoliticaleli@goment and include “(a) a
consciousness of and motivation to reduce soctlkaonomic inequalities, (b)
discussion of social and political issues and es;ie) a motivation to help others in
one's community, and (d) participation in commuwitysocial-action groups” (pp. 260-
261). The Adolescent Critical Consciousness measasedeveloped specifically for
Latino high school students and based on the foomponents of sociopolitical
development used in Diemer’s work (e.g. Diemer &Hs2008; Diemer, 2009; Diemer
et al., 2010) as well as consideration of CerezbMaWhirter’s (in press)

recommendations.
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For the current study, several items were chang@&adeasure sociopolitical
development of low-income and Latino high schootsnts. Specifically, instead of the
term “racism,” “racism/classism” was used. Totres for this scale were obtained by
averaging scores across items. Higher scores tednigher levels of sociopolitical
development. For the current study an internasisd@ncy reliability coefficient of .80
was obtained.

Autonomy.

Learning Climate QuestionnairePerceived autonomy support was measured
using a modified version of the Learning Climatee®ionnaire (LCQ; Williams & Deci,
1996) that was adapted by Hadre and Reeve (2003)Hmh school sample. This
measure consists of 8 items£ .92) on a 5-point Likert-type scale ranging frm
Strongly Disagree” to “5 - Strongly Agree.” Samjikams include: “My teachers provide
me choices and options” and “When | offer suggestitm my teachers they listen
carefully and consider my suggestions serioushédi¢ & Reeve, 2003). Williams &
Deci (1996) found that scores on the LCQ were p@djt correlated with autonomy
orientation (r = .24). Autonomy orientation reféosthe tendency to be guided by
autonomy-supportive information and function infgkdtermined ways. Total scores for
this scale were obtained by averaging scores aiteyss. Higher scores indicate greater
perceived autonomy support. For the current studyptrnal consistency reliability
coefficient of .91 was obtained.

Basic Psychological Needs Satisfaction Scale - Aagimy. In addition to the
modified LCQ, the autonomy subscale of Basic Psipgical Need Satisfaction Scale

(BPN scale; Gagné, 2003) was used to measure d@eecaived autonomy. This
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subscale consists of 7 items£ .86) on a 5-point, Likert-type scale rangingnfirtl -

Not true at all” to “5 - Very true” (Gagné, 2003pample items include “I generally feel
free to express my opinion” and “I feel like | ared to decide for myself how to live my
life.” No validity data is available for this sealHowever, it was selected based on face
validity and because it was developed as a measmtenh basic psychological need
satisfaction as defined by Self-determination Thedface validity indicates that items in
this scale are associated with the definitionsasidpsychological needs as presented by
Deci and Ryan (1985). Negatively worded items wekersed scored and total scores for
this subscale were obtained by averaging scoressdems. Higher scores indicate
higher levels of autonomy satisfaction. For therent study an internal consistency
reliability coefficient of .56 was obtained.

Competence.

Children’s Self-efficacy ScalesIhe self-efficacy for self-regulated learning
subscale and the self-efficacy for academic achieve subscales of the Children’s Self-
efficacy Scales (Bandura, 2006) were used to measampetence. The self-efficacy for
self-regulated learning subscale consists of Xfisten a 5-point Likert-type scale
ranging from “1 - cannot do at all” to “5 - hightgrtain can do.” Sample items include
“get myself to study when there are more importhimgs to do” and “plan my school
work for the day.” Zimmerman, Bandura, and Martiions (1992) found an internal
consistency reliability coefficient of .87 for tlelf-efficacy for self-regulated learning
scale in a diverse sample of high school stud&3%(Latino). This scale is correlated
with self-efficacy for academic achievement (r £;.Bimmerman et al., 1992).

Moreover, Usher and Pajares (2008) used a shortezeobn of the self-efficacy for self-
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regulated learning scale and found that self-etfjomas significantly correlated with
grade self-efficacy for science and writing (r # &nd .47, respectively), self-concept in
science and writing (r = .54 and .42, respectivedpd task goals in science and writing (r
= .46 and .47, respectively. Total scores for $icle were obtained by averaging scores
across items. High scores indicate high leveletftefficacy for self-regulated learning.
For the current study an internal consistency Ioditg coefficient of .90 was obtained.

The self-efficacy for academic achievement subsoahsists of 9 items on a 5-
point Likert-type scale ranging from “1 - Cannotataall” to “5 - Highly certain can do.”
For the present study, three items were deterntmée redundant and were combined
with other items for brevity. For example, “leag@neral mathematics” and “learn
algebra” were combined as “learn math”. Respondendisated the degree to which they
are confident that they can learn specific acadauligects (Bandura, 2006). Sample
items include “learn science” and “learn a forelgnguage.” Zimmerman and
colleagues (1992) found an alpha coefficient offofGhe self-efficacy for academic
achievement scale. Self-efficacy for academiceament was significantly correlated
with prior grades (r = .22) and student grade g@ats.41; Zimmerman et al, 1992).
Total scores for this scale were obtained by avegegcores across items. Higher scores
indicate higher levels of self-efficacy for acaderachievement. For the current study an
internal consistency reliability coefficient of .8&s obtained.

Basic Psychological Need Satisfaction Scale — Cotapee.The competence
subscale of Basic Psychological Need SatisfactzaieS Gagné, 2003) is designed to
assess general satisfaction of the psychologiea f@ competence. This subscale

consists of 6 itemsx(=.71) on a 5-point Likert-type scale ranging frtim Not true at
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all” to “5 - Very true” (Gangé, 2003). Sample iteimclude “most days | feel a sense of
accomplishment from what | do” and “people | kn@N me | am good at what | do.”
Negatively worded items were reversed scored atadl goores for this subscale were
obtained by averaging scores across items. Higtwes reflect higher levels of
competence. For the current study an internal stersty reliability coefficient of .65
was obtained.

Relatedness.

The Hemingway: Measure of Adolescent Connectedn@$e Hemingway:
Measure of Adolescent Connectedness (MAC) reflaifext and action in specific
relationships and contexts (Karcher & Sass, 20h8)veas developed using
connectedness theory that explains adolescentdsrieerelatedness and belongingness.
Two subscales of the MAC were used to measurezgriass in the school context:
connectedness to teachensH.84) and connectedness to peers (71). Both subscales
consist of 6 items on a 5-point Likert-type scareging from “1 - Not at all true” to “5 -
Very true.” Sample items include “I usually likeyrteachers” and “I am liked by my
classmates.” Karcher (2001) found one-monthrisist reliability coefficients of .73
for connectedness to teachers to .80 for conneessdio peers. Data indicates that the
MAC is appropriate for use across ethnic groups¢Ker & Sass, 2010). The
relationship between scores on the MAC and scaregtter measures of relatedness
indicate that this measure is a valid measurelatagness for an ethnically and
geographically diverse group of high school stusiélaircher, 2001). Specifically,
connectedness to peers was correlated with samialectedness (r = .38) and alienation

(r =-.55), and connectedness to teachers waslatdewith school connectedness (r =
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.32; Karcher, 2001). Negatively worded items weneersed scored and total subscale
scores were calculated by averaging the scoreaabf ilem in the subscale. Higher
scores indicated higher levels of connectednessthié current study an internal
consistency reliability coefficient of .81 was abtd for the connectedness to teacher
subscale and .74 for the connectedness to peessadab

Classroom Life InstrumentRelatedness in school was also measured using three
subscales of the Classroom Life Instrument (CLhn¥wn, Johnson, & Anderson, 1983).
All subscales use a 5-point Likert-type scale ragdrom “1- Not true at all” to “5 -

Very true.” The teacher academic support saale (78) consists of four items including
“My teacher cares about how much I learn.” Thelea personal support subscalex
.80) consists of four items including “My teachares about my feelings.” The student
personal support subscate £ .78) consists of five items including “in thikss other
students like me the way | am” (Johnson et al. 3)98ecause this scale was used to
measure relatedness with teachers and studeneémeral, the student support items were
changed from “in this class” to “in this school.”

The subscales of the CLI are intended to measerbdhef that teachers and
other students care about and like the studenpassan and care about how much the
student learns and wants to help the student (@atmick, Kaplan, & Ryan, 2011).
Patrick and colleagues (2011) found that the teaat@edemic and personal support
subscales were significantly correlated (r = .Ng.validity data is available for this
scale. However, it was selected for this study bsedace validity indicates that the
items in this scale correspond to the definitiomedhtedness as satisfying and secure

connections to others within the school settingcf@¢ al., 1991). Total scores for this
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scale were obtained by averaging scores across.iteligher scores indicate higher
levels of support. For the current study an irdeoonsistency reliability coefficient of
.90 was obtained for the teacher academic suppbstcale, .88 for the teacher personal
support subscale, and .91 for the peer persongbsugubscale.

Basic Psychological Need Satisfaction Scale - RethitessThe relatedness
subscale of Basic Psychological Need SatisfactomaieSconsists of 8 items. & .86) on
a 5-point Likert-type scale ranging from “1- Naaérat all” to “5 - Very true” (Gange,
2003). Sample items include “I really like the pkol interact with” and “People in my
life care about me.” Negatively worded items wexreersed scored and total subscale
scores were calculated by averaging the scoreaabf item in the subscale. Higher
scores indicated higher levels of relatednessthecurrent study an internal consistency
reliability coefficient of .77 was obtained.

Autonomous motivation.

Academic Motivation ScaleAutonomous motivation was measured using the
Academic Motivation Scale (AMS), a measurement tedt developed on the basis of
SDT (Vallerand et al.,1993). The AMS consists afesesubscales, six of which were
used in this study. In this study, two subscaleasueed different types of intrinsic
motivation including motivation to know(= .79) and motivation to accomplist £
.78). Three subscales measured extrinsic motivatidaoding externald = .76),
introjected & = .81), and identified regulation & .60). The final subscale measured
amotivation ¢ = .86; Vallerand et al., 1993). The AMS, trangfateto English from the
original French version of the measure, was founget as reliable as the French version

(Vallerand et al., 1992). The AMS consists of 281t on a 5-point Likert-type scale
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ranging from “1 — Strongly disagree” to “5 — Strbnggree.” Participants are asked to
indicate the extent to which they agree with eaeimias a reason for why they go to
school. The high school version of the AMS was &&thjfrom the college version
(Vallerand, Blais, Briére, Pelletier, 1989); thglnischool measure has the same items
but asks about reasons for going to high schobérahan going to college. Because this
survey was completed by English Language Learrmsrestems were adjusted at the
recommendation of school personnel to aid in cohmansion. For example, the word
“pleasure” was changed to “joy” throughout the meas Sample items include “because
| need at least a high school degree in ordentbdi high paying job later on,” “because |
experience joy and satisfaction when learning rremgs,” and “honestly | don’t know, |
feel like | am wasting my time at school.” The anenth test-rest reliability coefficient

of r = .79 supports the reliability of the meas(Vallerand et al.,1992).

Scores from the subscales were used to compelatave autonomy index (RAI,
Delisle, Guay, Senecal, & Larose, 2009). Usingal®nomy continuum described by
Deci & Ryan (1985), positive weights were giveratdonomous subscales (identified
and intrinsic motivation) and negative weights ¢atcolled subscales (amotivation,
external motivation, and introjected motivatiofgpecifically, the average score for the
amotivation subscale were multiplied by -2; theeemxal and introjected subscale scores
were averaged together and multiplied by -1; tleatified subscale’s average score were
multiplied by +1; and the intrinsic subscale scaxese averaged together and multiplied
by +2 (Delisle et al., 2009). Weighted scoresensrmmed, resulting in the relative
autonomy index scores. High scores reflect higeegls of autonomous academic

motivation (Delisle et al., 2009).
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Vallerand and colleagues (1993) provide supparttfe validity of the
AMS with junior college students. A seven-factousture indicates that the AMS
measures different types of motivation (Vallerahdle 1992). Scores on the AMS were
related to Gottfredson’s measure of intrinsic mation (r = .67 for motivation to know
subscale and r = -.46 for amotivation subscaldyevm learning something interesting (r
= .50 for motivation to know subscale and r = £@9amotivation subscale) and
passivity in the classroom (r = .26 for amotivatgubscale and r = -.19 for motivation
for stimulation subscale). Moreover, correlatibetween the AMS subscales were in
line with the pattern predicted by SDT such thgheeht subscales (i.e., introjection and
identification) had high positive correlations asubscales on the opposite ends of the
continuum (i.e., amotivation and intrinsic motivat) had negative correlations
(Vallerand et al., 1993). For the current studyraarnal consistency reliability
coefficient of .85 was obtained for the intrinsiotmation subscales, .78 for the external
motivation subscale, .84 for the introjected mdiwva subscale, .77 for the identified
motivation subscale, and .86 for the amotivatidossale.

Career and educational outcomes.

Vocational Outcome Expectations Scaléareer expectations were measured
using a revised version of the Vocational Outcompe€tations Scale (VOE; McWhirter,
Rasheed, & Crothers, 2000). This 7-item measure .07) used a Likert-type scale
ranging from “1-strongly disagree” to “5-stronglgrae”. Sample items include “My
career planning will lead to a satisfying careermf@” and “I have control over my career
decisions”. This scale was revised from the 1@&itersion for brevity and items

pertaining respondents’ expectations of careeratspns were selected for use in this
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study. In a study of Latino high school studentsan scores on the original 12-item
version of the VOE were strongly correlated with thean score of the 7-item version
used in this study (r =.995). In a study of Latirigh school students, these seven items
of the VOE scale were found to be mildly correlatgth participants’ future work and
educational expectations (r = .13). Total scoresevealculated by averaging the scores
of each item in the scale. For the current studingernal consistency reliability
coefficient of .92 was obtained.

Career Aspiration ScaleCareer Aspirations were measured using the Career
Aspiration’s Scale (Gray & O'Brien, 2007). Grayda@’'Brien (2007) defined career
aspirations as the extent to which individuals r@sfmo leadership positions and continued
education within their careers. This measure (78) consists of 8 items on a 5-point
Likert-type scale ranging from “1 — Not true at’adl “5 — Very true.” The CAS consists
of two subscales; the Leadership and Achievemergcale ¢ = .72) consists of six
items and the Educational Aspirations scale=(.63) consists of two items. Item scores
were summed to calculate total subscale scoreshigtier scores indicating greater
aspirations within a given career (Gray & O'Bri@007). Sample items include “I hope
to become a leader in my career field” and “I| wolnddsatisfied just doing my job in a
career | am interested in”. Test-retest reliap((it- .84) indicates that total CAS scores
were stable over a two-week time period for colltsgrales. Subscales scores for the
leadership and achievement aspiration subscale§4) and educational aspiration
subscale (¢ .71)were also stable over time.

Gray & O’Brien (2007) found positive relationshipstween scores on the CAS

and career decision self-efficacy (r = .55), octugpel self-efficacy (r =.48), and
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instrumentality (traits including assertivenesspdaion, and independencesr.42). A
negative relationship was found between scoreb®ICAS and relative importance of
career versus family (r = -.20). Gray and O’Bri@d@7) also found no relationship
between scores on the CAS and attachment to mgthe09). Negatively worded items
were reversed scored and total subscale scorésefdveadership and Achievement
Aspirations subscale and the Educational Apiratguisscale were calculated by
averaging the scores of each item in the subsc¢éilgher scores indicate higher levels of
aspirations. For the current study an internakiancy reliability coefficient of .69 was
obtained for the leadership and achievement subseal .13 for the educational
aspirations subscale.

School achievemenGchool achievement was measured using studentegeift
of academic performance and behavior problemsticRemnts reported their grades on a
five-point scale (“Mostly Fs” to “Mostly As”). P#cipants who chose two grade
categories were given the score for the higheregrBdtential scores ranged from 1 to 5
and higher scores indicated higher grades. Raatits also reported the number of
office discipline referrals received during the fogshool year. Participants chose
between the following options: 0-1 referrals, 2eferrals, or more than 6, categories used
extensively in the school psychology literaturerfogasuring problem behavior
(Mclintosh, Frank, & Spaulding, 2010). Potentiadres ranged from 1 to 3 with higher
scores indicating less problem behavior and highkool achievement.

Expectations and aspiration®articipants’ educational expectations were
measured using the question, “When you think algout life what level of education do

you think you will have when you are 30?” (Hellengder, & Rhodes, 2002).
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Participants chose among the following optionsssléhan high school,” “high school,”
“some college,” “2 year or community college (neirsing degree or associates degree),”
“4 year college (a bachelor’s degree)”, “masteggrme or teaching credential,” or “law
degree, Ph.D., or a medical doctor’'s degree (M'D.).

Educational aspirations were measured with thetoure’§f you were completely
free to choose, what level of education would yke to achieve?” (Hellenga et al.,
1994). Participants responded using the same #doaboptions in the expectation
item. (Hellenga et al., 1994).

Participants completed one item that was createthi® study to measure career
expectations in relation to career aspirationgitiét@ants responded to the item “Think
about the career you want to have when you are8@laoose the answer that is most
true for you” by choosing one of the following apts: “I expect to be able to have this
career in the future”, “I am not sure whether ot nwill be able to have this career in the
future”, and “I do not expect | will be able to leathis career in the future”. Potential
scores ranged from 1 to 3 with higher scores irisigagreater consistency between

career aspirations and expectations.

47



CHAPTER 1l
RESULTS
This section describes the results of preliminargigses, testing and revision of

the measurement model, and testing the final stracimodel. The measurement model
shows the pattern of indicators for each latenstoet and is used to explore
interrelationships among latent constructs (Sclereibtage, King, Nora, & Barlow,
2006). The measurement model was analyzed usmfgroatory factor analysis (CFA).
The structural model shows interrelationships amatent constructs and observed
variables in the hypothesized model and was andlyzeg structural equation modeling
(SEM; Schreiber et al., 2006). SEM was used tosmne@amodel fit, direct and indirect
effects, variance explained by the structural moaledl results of invariance testing to
determine the role of SES and ethnicity.
Preliminary Analyses

Table 1 presents bivariate correlations, interpalseéstency, means, and standard
deviations for all variables included in the fis&luctural model. Mean scale and
subscale scores were computed for participantsambaered at least 80 percent of the
items in each measure. Missing data ranged fremtlean one percent for the
autonomous motivation scale to 16.5 percent foiS#B8 aggregate score. Little’s
missing completely at random (MCAR) test was useeiiamine the pattern of
missingness. Scale scores in which an individefaihhore than 80 percent of the items
blank were considered missing. In addition, sing@ms included in the model that were
left blank were also considered missing. The dats found to be MCARy*(1036) =

1063.53p = .49.
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Histograms and skewedness and kurtosis valuesafdr model variable were
examined to assess the normality assumption. RBedernonstrated that data was within
expected ranges, and all values of skew and ksrt@dues were between -2 and 2.
Therefore, it was concluded that the normality agstion was met (Kline, 2011). Next,
scatterplots of bivariate relationships among nexames were explored and relationships
were found to be linear.

The 1,196 participants were randomly split into samples using SPSS: A
calibration sample (N=597) and a validation sanipe599). The calibration sample
was used initially to test the hypothesized model the validation sample was used to
cross-validate the measurement and structural m@létm, 1995). As recommended
by Anderson and Gerbing (1988), data analysis oedun two steps. First, a series of
confirmatory factor analyses (CFA) was used evaltia¢ measurement model by
exploring the fit of indicators to their latent atructs. Next, relationships among latent
constructs and observed variables were exploraddiyng the structural model. In
addition, measurement and structural models weaen&red to determine if model fit
differed as a function of SES and ethnicity. Inceatrfit using the Comparative Fit Index
(CFI) and Tucker Lewis Index (TLI), and absoluteusing Root Mean Square Error of
Approximation (RMSEA) and standardized root meaumasq residual (SRMR) were used
to assess adequacy of fit of the model to the daeause of the large sample size in this
study, the Chi-square statistic was used as aigégergoodness-of-fit index rather than
as formal criteria for goodness-of-fit (Schermellehgel, Moosbrugger, & Mdller,

2003). Goodness-of-fit criterion were utilized Bubat cut-off criteria of TLI values

greater than .90 (Kenny, 2012), CFl values grethtam or equal to .95, SRMR values
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Table 1

Correlation Matrix with Means and Standard Deviai$o

Variable M SD « 1 2 3 4 5 6 7 8 9 10
1. Critical Consciousness 346 .61 .80 -
2. Social Dominance Inv. 381 65 .82 .37 -
3. Competence 341 .68 .65 .24* .18* -
4. Teacher Personal Support 3.12 1.06 .88 .34* .1&41* -
5. Peer Connectedness 351 .78 .74 .30* .23* .4%3* -
6. Autonomy Support 3.37 .82 91 41* .23* .45* *70.45* -
7. Autonomous Motivatich 3.47 2.86 - A6* .29 46 .48* .44* 55* -
8. Outcome Expectations 412 .70 .92 .44 27* .3538* .36* .43* .60* -
9. Education Expectatiohs 5.06 1.41 - 33* .19 .23 25%  21*  .24%  42*  43* -
10. Grades 3.79 .99 - 25 21 31 .22 .19* .23* .40* .32*.37* -
11. Positive Behavior 2.67 .65 - Ade6* .20 .14 .16* .10* .18* .26* .13*.17* .33*

Notes.All scores had potential range of 1-5 unless na@drange = -12 — 1, (b) range = 1-3, (c) rande/~
*Significant at thep < .01 level.
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less than .05, and RMSEA values less than .06 (HBe@tler, 1999; Kline, 2011) were
considered good fit. A conclusion of good fit waade if at least four of the fit indices
showed good fit. A conclusion of adequate fit wade if model results showed close to
good fit on more than one index and good fit oreothdices. Chi-square difference tests
were used for invariance testing. Due to the Iaagyaple size, a p-value of .01 was used
for significance testing throughout analyses. ldusiplus 7 (Muthen & Muther2012)

and maximum likelihood estimates (MLE) to run CF&&M, and calculate path
coefficients and model fit indices.

M easurement M odel

Confirmatory Factor Analysis was utilized to exgldhe fit of indicators to
each intended latent construct (see Figure 5 otiginal model). This process took
place in steps. At each step, fit indices, indic&adings, and modification indices were
explored. Modifications were made to develop aegadte measurement model (see
Figure 6 for the final measurement model). Thixpes was followed for the following
latent constructs: educational and career aspingtieducational and career expectations,
school achievement, sociopolitical development (FRDtonomy, competence, and
relatedness. For each CFA, latent constructs wkneed to correlate.

First, the measurement model of the three latettoone constructs
(aspirations, expectations, and achievement) v&isdeThis included the indicators of
educational aspirations and educational/achievear@hteadership subscales of the CAS
for aspirations; educational expectations, vocatioutcome expectations, and career

expectations for expectations; and grades andiyp®$iehavior for school achievement.
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Figure 6. Final measurement model. SPD = sociopolitical dgwslent, Crit Con =
critical consciousness, SDO = social dominancentat®n (inverse score), BPNS =
Basic Psychological Need Satisfaction, Aut Sup teaomy support, Tchr P Sup =
teacher personal support subscale, Peer Con = ciaainess to peers subscale, Comp =
competence subscale, Expect = educational andrapectations, VOE = vocational
outcome expectations, Edu Expect = educational@apens, Achieve = school
achievement, Bx = positive behavior.

Results indicated poor model fit (RMSEA = .12, SRMRO5 CFl = .87, TLI= .79,

v*(17) = 169.24p < .001). A low inter-item reliability of the edutian subscale of the
CAS (o =.15) indicated that this measure of educatiogpirations was problematic.
Moreover, review of modification indices indicatet the relationship between the
educational level participants expected to achaeaspired to achieve were highly
related. Therefore, educational and career aspirativas removed as a latent construct

from the model. This decision is consistent witedry, which indicates that the

aspiration-expectation gap can be attributed ttikadly low expectations. Thus, the
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focus of this study is to understand factors tluattprely predict career and educational
expectations. A new measurement model of the owtomamables including achievement
and expectations showed improved fit (RMSEA = SRMR = .03, CFIl = .96, TLI= .91,
v*(4) = 20.314p<.001). Upon further scrutiny of modification indi; it appeared that
the career expectations measure might be redumdéimthe vocational outcome
expectations measure. Therefore, career expatsatias removed as an indicator of
career and educational expectations. In the revissgsurement model grades and
positive behavior served as indicators of schoblesement, and vocational outcome
expectations and educational expectations servadi@sitors of educational and career
expectations. This model showed good fit (RMSEAG SRMR = .00, CFI = 1.00,
TLI= 1.01,%%(1) = .4,p = .53).

Next, the latent construct, SPD was added to thasarement model with
expectations and achievement. Critical consciowsaed the inverse of social
dominance orientation were used as the indicato®®. This model showed good fit
(RMSEA = .07, SRMR = .03, CFl = .97, TLI= .9%(6) = 24.04p < .001).

Next, latent constructs of competence, relatedragssautonomy and their
respective indicators were added to the measuremedé! along with expectations,
achievement, and SPD. Autonomy support and thenauaty subscale of the BPN scale
were used as indicators of autonomy; academicesitiacy, self-regulated learning self-
efficacy, and the competence subscale of the BRaN seere used as indicators of
competence; teacher personal support, teacherracagepport, peer personal support,
connectedness to teachers, connectedness to peethe relatedness subscale of the

BPN scale were used as indicators for relatednésis model showed poor fit (RMSEA
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=.12, SRMR = .07, CFI = .81, TLI= .7§%104) = 961.49p < .001). Further scrutiny
demonstrated that the indicators for competend&tedness, and autonomy had high
intercorrelations. Therefore, these three con&rwere combined into on construct of
Basic Psychological Need Satisfaction (BPNS) aedlmber of indicators was reduced
to avoid redundancy. Teacher personal supporpexiadness to peers, the competence
subscale of the BPN scale, and autonomy suppod uwssd as indicators of BPNS.
When added to the measurement model with SPD,\ahient, and expectations, this
final measurement model showed adequate fit (RMSE®/, SRMR = .05, CFl = .94,
TLI= .91, %%(29) = 118.80p <.001). To confirm the revised measurement mateias
tested with the validation sample (N =599) and gftogas found (RMSEA = .07,
SRMR = .05, CFI = .95, TLI= .93(29) = 107.04p <.001). As a final step, the
measurement model was tested in the combinedduipte (N =1,196; See Figure 6) and
good fit was found (RMSEA = .07, SRMR =.04, CFB5, TLI= .92,%29) = 189.43p
<.001).
Structural Model

The final measurement model led to a revisiorhefhtypothesized structural
model (see Figure 7). The relative strength ofligter variables in predicting outcome
variables was explored by testing the structuradlehoIn addition, tests of mediation
were conducted for the potential mediating eff@BPNS in explaining the relationship
between autonomous motivation and SPD as welleapdtential mediating effects of
autonomous motivation in explaining the relatiopsheétween SPD and educational and

career outcomes.

54



The structural model showed good fit (RMSEA = SRMR = .04, CFI = .95,
TLI= .92,%%37) = 140.31p <.001). To determine if the structural model cooé
replicated, the model was tested with the valicdasample (N = 599). Goodness-of-fit
indices demonstrated good fit (RMSEA = .06, SRMR4; CFI = .95, TLI= .93y%(37)
=128.56p <.001). Next, a multiple group analysis was penfed to test for model
invariance across the two sample groups. Thisyaisatompared two models: one in
which the parameter values were free to vary agosgps and one in which values were
constrained across groups. Results indicatedhibdel fit did not vary significantly
among the two groupgsi(8) = 17.70p =.02). As a final step, the structural model was
tested in the combined full sample (N =1,196; Fegtly and good fit was found (RMSEA

= .07, SRMR =.04, CFl = .95, TLI= .98%(37) = 222.72p <.001).
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Figure 7. Final structural model. SPD = sociopolitical deyeteent, Crit Con = critical
consciousness, SDO = social dominance orientaitnmerse score), BPNS = basic
psychological need satisfaction, Tchr P Sup: teapbesonal support, Peer Con =
connectedness to peers, Comp = competence, Aut Sufbnomy support, Achieve =
school achievement, Bx = positive behavior, Expecareer and educational
expectations, VOE = vocational outcome expectatiBdsi Expect = educational
expectations. < .01; * p<.001
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Direct and Indirect Effects
Table 2 presents the standardized coefficientthdirect and indirect effects

of the structural model for the full sample. Tlogigred multiple correlation coefficients
(R?) indicate that the structural model accounts faf percent of the variance in
educational and career expectations, 34.3 per¢e¢hé @ariance in school achievement,
40 percent of the variance in BPNS, and 49.8 pe@ietihe variance in autonomous
motivation. Indirect effects were explored to detere if BPNS mediated the
relationship between SPD and autonomous motivaiod,if autonomous motivation
mediated the relationship between SPD and outc@mables. Results indicated that
partial mediation was evident in each of theseaitns (see Table 2).
Invariance Testing for SES and Ethnicity

Using the full sample (N=1,196Rctorial invariance was explored to determine if
the measurement model was a good fit across SE8thnttity groups. As an initial
step, items that contributed to the measureme8&& were standardized and combined
to form an aggregated SES score. These itemsd@dloaregiver(s)’s highest level of
education, receipt of free/reduced lunch, andtéma asking about the amount of money
participants’ families have. Students who hadeadardized SES score below the mean
were considered low SES (n=58)d students who scored above the mean were
considered high SES (n=435). Students were atsgpgd by ethnicity with Latino/a
students in one group (n=70&Nd all other students in a comparison group (ny472
Multiethnic students who identified Latino/a asatpf their ethnicity were placed in the

Latino/a group.
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Table 2

Structural Model: Standardized Direct and Indiré&ftects

Paths Estimate SE
Achievement with Expectations 27* .09

Direct Effects
Expectations ON SPD (A) 49** .05
Achievement ON SPD (B) 26** .06
Expectations ON Autonomous Motivation (C) AT .05
Achievement ON Autonomous Motivation (D) 39** .06
Autonomous Motivation ON BPNS (E) A4** .04
Autonomous Motivation ON SPD (F) 34** .05
BPNS ON SPD (G) 63+ .03

Indirect Effects
CF 16** .02
CE*G 13** .02
DeF 3% .02
DeEG o .07
BG 28** .03
CE 21%* .05
DeE A7 .03

Notes: **p < .01 * p<.001. SPD = sociopolitical developmd®NS = basic

psychological need satisfaction.
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Two analyses were used to explore factorial irarare. First, the measurement
model was tested constraining factor loadings tthbesame among groups. Next, a
specific measurement model was created in ordalide factor loadings to vary across
groups. Here, one factor within each construct seto one. The chi-square difference
test indicated factorial invariance for SESyf(6) = 6.88,p = .33). This means that the
measurement model fit did not vary as a functio®BS. Ethnic group differences were
found in the measurement modgf:(6) = 18.93p < .01). Examination of factor
loadings and interrelationship of variables indéchthat the factor loadings for the
indicators of BPNS were significantly different fioatino and non-Latino students.
However, all indicators loaded significantly onke tlatent construct for both groups and
the magnitude of difference between factor loadiiogboth groups was minimal. In
addition, the relationship between SPD and educakiand career expectations was
stronger for Latino students than non-Latino stasleAs this difference in relationship
is theoretically supported (Diemer, 2009), no clesntyp the measurement model were
made as a result of this finding.

Next, the overall structural model was testedrigariance with the intention of
exploring individual paths if the model varied argagroups. Structural model
invariance was found for both SESx(8) = 17.66p =.02) and ethnicityy(qix(8) =

12.43,p=.13).
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CHAPTER IV
DISCUSSION

The current study tested the use of Sociopolifmlelopment Theory and Self-
determination Theory in explaining factors thattcimute to educational and career
outcomes. This study uniquely combined these heories by postulating that
autonomous motivation mediates the relationshipvéetn sociopolitical development
and educational and career outcomes. Self-detetiornidneory has been relatively
overlooked in career development research; thexetbis study contributes to previous
research by testing the role of SDT in predictiageer expectations. This study
contributes to previous research on the role of 8P&lucational and career
development by including low income Latino and natino students. By integrating
theories relevant to the educational and careegldpmnent of low-income Latino and
non-Latino students, this research study identifégadors related to school achievement
and educational and career expectations. Morethvisrstudy has potential implications
for interventions that promote positive educaticaad career outcomes among high
school students in low-income high schools.

This chapter discusses the findings of the cursardy, theoretical implications,
implications for practice and research, and studytdtions and strengths. First, | will
describe the findings related to the final meas@r@mand structural models. Next, | will
discuss the role of SES and ethnicity in the stadylts. | will then review the results
from a theoretical perspective and provide impiara for future practice and research.
Finally, 1 will review the strengths and limitatisof the study.

The final measurement model reflects several chatgythe hypothesized
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variable relationships. First, the interrelatednafscompetence, relatedness, and
autonomy indicated that these constructs are beasured as one construct of basic
psychological need satisfaction than as three @noguastructs. This is consistent with
other measurement models used to test Self-detatiminTheory (e.g. Standage, Duda,
& Ntoumanis, 2005). In combining relatedness, cetapce, and autonomy into one
construct, the number of indicators was reduceglitinate repetitive measurement.
Other changes were made to outcome variables.eCanel educational aspirations was
removed as a latent construct from the measuremedel because of poor inter-item
reliability of the Career Aspiration Scale and higtercorrelations among educational
aspirations and educational expectations. Bedhesm®cus of the study is to understand
factors that lead to relatively lower expectatiggbona, 1990; Diemer & Hsieh, 2008;
Lopez, 2009), the use of expectations without asipins in the model was justified. The
final measurement model presents a simplified mtatetxploring the study hypotheses.

The structural model was revised once prior tarigdb account for changes to
the measurement model. The hypothesized struchodel was found to be a good fit
for the data and no modifications were made; ddlti@ships were found in the expected
positive direction. As expected, sociopoliticaled®pment directly predicted career and
educational outcomes. Specifically, students wighér levels of sociopolitical
development had higher levels of school achieveraedteducational and career
expectations. Sociopolitical development alsodliyeanfluenced basic psychological
need satisfaction and autonomous motivation. ™dtigh school students who had
higher levels of sociopolitical development wererenlikely to have higher basic

psychological need satisfaction and autonomousvattodn. Moreover, sociopolitical
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development indirectly predicted autonomous moiiwvathrough basic psychological
needs indicating that BPNS partially mediates glationship between SPD and
autonomous motivation. BPNS directly predictecbaotmous motivation such that
students with higher levels of basic psychologresdd satisfaction had higher levels of
autonomous motivation. BPNS indirectly predictddaational and career outcomes
through autonomous motivation. Autonomous motoratlirectly predicted career and
educational outcomes demonstrating that studenkshigher levels of autonomous
motivation were more likely to have higher levelschool achievement and higher
career and educational expectations. Autonomouwation was found to partially
mediate the relationship between SPD and careeedunchtional outcomes.

No SES or ethnic group differences were foundHterdtructural model. This is
surprising given that the relationship betweenuodlitical development and factors
related to motivation and career and education&oooes would be expected to be lower
for students who do not face sociopolitical bagiefhere are several possible
explanations for structural invariance. Firstaggregate measure of SES was created
using standardized scores on a number of measutesethat high SES was measured
relative to other participants. As a whole, thdipgants in this study were from low-
income families, as indicated by the high percemtafgparticipants receiving free or
reduced lunch. Therefore, structural invariancgedaon SES may be a function of the
general homogeneity of SES across the full samipéetors related to SES contribute to
the disparity in educational and career outcomegdtino students (Arbona, 1990;
Constantine et al., 1998, Hill & Torres, 2010; Snred al., 2011). The present findings

suggest that among low income students, a sinekanfsrelationships among factors
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accounts for career and educational outcomes atoaingp and non-Latino students,
likely due to the experience of structural barrigkdoona, 2000; Hotchkiss & Borrow,
1996; Jackson & Nutini, 2002; White House Task Ean Middle Class Families,
20009).

A second explanation for the structural invariafaeend in this study warrants
further attention. Perhaps all low income studemgardless of their personal
experience of sociopolitical barriers, benefit framareness of and motivation to
transform structural inequality in their commursti& his explanation should be further
examined in research with White middle-class sttelem general, the findings of this
study indicate that sociopolitical development reayve as a protective factor for all
high school students in low-income and ethnicailfetse communities. Watts and
colleagues (2003) indicate that “SPD is relevardrtgone living in an oppressive
society” (pg. 186). SPD research has not focusetth@se who hold privileged identities
but this study points to the possibility that awses of and motivation to address
inequality provides a developmental resource fergame who engages in the
opportunity structure.

Theoretical | mplications

The findings of the current study provide supportthe utility of Sociopolitical
Development Theory and Self-determination Theomyriderstanding adolescent career
and educational development. In addition, resaotigate that SDT contributes to our
understanding of a potential mechanism by which $Ridicts career and educational
outcomes. In the following sections | will descriibe theoretical implications of the

current study for SPD and SDT independently folldwg a summary of how SPD and
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SDT might work together to explain career and etiacal outcomes among low income
Latino and non-Latino students.

Sociopolitical Development Theory. For the current study, sociopolitical
development was conceptualized as the awarenasgiofural inequality and attitudes
and motivation aimed at transforming inequity ire@environment (Diemer, 2009).
Participants who showed higher levels of socioalitdevelopment had higher levels of
career and educational expectations and schoad\aaient. This supports the basic
tenet of SPD, which theorizes that students wigiinéi levels of sociopolitical
development will have more positive academic anderarelated outcomes (Chronister
& McWhirter, 2006; Diemer & Hsieh, 2008; Diemeradt, 2010; Diemer, 2009;
O’Connor, 1997). Academic achievement and canmegregucational expectations in
high school are predictive of later occupational aducational attainment in high school
(Diemer, 2008). This study is consistent with poeg research indicating that
sociopolitical development predicts positive caed educational outcomes that may
lead to subsequent occupational attainment.

The current study included a diverse sample of bdtool students. Therefore,
the measurement model was explored for factonadriance to determine if group
differences were evident in the measurement ohtatenstructs. No differences were
found for SES, however, ethnic differences in tleasurement model were identified.
One specific difference was a stronger relationdlegveen SPD and expectations for
Latino students than for non-Latino students. n@astudents perceive more barriers to
postsecondary plans and career development (Cdimgtat al, 1998, Diemer, 2009;

Diemer et al., 2010; Diemer & Hsieh, 2008, Lope)2 Morsillo & Prilleltensky,
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2007). Diemer and colleagues (2010) postulatesbeibpolitical development helps
individuals negotiate barriers to academic andaradevelopment. Together, these
conclusions provide an explanation for the findingt sociopolitical development is
more strongly correlated with expectations for hatstudents than non-Latino students.

Self-deter mination Theory. According to SDT, satisfaction of basic
psychological needs (competence, relatedness,udodany) is necessary for the
development of autonomous motivation (Deci et 881t Ryan & Deci, 2000).
Autonomous motivation is linked to many positiveiedtional outcomes including
greater academic achievement, persistence, andlsamgagement (Deci et al., 2001;
Deci et al., 1991 Ryan & Deci, 2000). ConsisteithW®DT, this study found a direct
relationship between BPNS and autonomous motivativact effects between
autonomous motivation and career and educatiortabmes, and indirect effects
between BPNS and career and education outcomesafRbgegarding the role of SDT
in career indecision, vocational identity, and gaarch behaviors has been explored
(Guay, Ratelle, Senecal, Larose, & Deschenes, 200énens & VanSteenkist, 2005);
however, exploring educational and career expettathas been largely overlooked in
SDT literature. Finding a relationship betweerpanimous motivation and career and
educational expectations contributes to SDT liteggtdemonstrating that autonomous
motivation has important implications for careevelepment outcomes.

I nter section of SPD and SDT. In addition to providing support for the utility of
SPD and SDT in predicting school achievement angletaand educational expectations,
this study explored the mediating effects of BPM8 autonomous motivation in

explaining the relationship between SPD and caedreducational outcomes. Latino
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and non-Latino low-income students are at-risddarer levels of BPNS, or basic
psychological need satisfaction, in the schoolrsg{tArbona, 2000; Hill & Torres,
2010). However, sociopolitical development amang-Income students of color is
associated with a greater sense of autonomy (Dietradr, 2010) and competence
(O’Connor, 1997). In addition, Diemer et al. (20@8und that positive relationships
with peers from different racial and ethnic groppsdicted self-definition associated
with sociopolitical development. The current stdigigings contribute to our
understanding of the mechanisms by which SPD inflae the development of career
and educational outcomes. Students with highesenf sociopolitical development
showed higher levels of basic psychological neéidfaation, which predicts greater
autonomous motivation. In addition, sociopolitidavelopment directly affects
autonomous motivation. This may reflect the fundatraleaspects of sociopolitical
development that entails a sense of agency and/atiotn to transform structural barriers
that impede career development (Diemer, 2009; Diegnhal., 2010). This motivation
appears to translate to autonomous motivationdrstthool setting, which is associated
with higher school achievement and career and ¢idneh expectations. This fits with
evidence that autonomous motivation contributdedming, academic performance and
persistence, and school engagement (Deci, Koesirieyan, 2001; Deci et al., 1991).
In summary, the current study suggests that SP&sdipe influence on career and
educational expectations and school achievemegrartgally through the satisfaction of
basic psychological needs and the developmenttohamous motivation for school.
Implicationsfor Practice

The study results provide several directions fourel school, community, and
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family-based practices. Consistent with SPD and ,&dciopolitical development and
basic psychological need satisfaction play an erftial role in career and educational
outcomes that may be relevant to addressing theatiep-expectation gap. Therefore,
identifying and implementing practices that conitéto sociopolitical development and
basic psychological need satisfaction warrantsatte.

Facilitating sociopolitical development. Blustein, McWhirter, & Perry (2005)
advocated for the development of critical consan@ss among privileged practitioners as
well as those without power as a means of addmrgss$iactural inequity. As such,
training that raises awareness of sociopoliticatibes to career development is
recommended for teachers, counselors, and othérgsionals who work with poor
students of color. In addition, this study highligthe potential importance of
interventions that foster sociopolitical developin@mong students who face
sociopolitical barriers. Interventions that inctuctitical thinking activities, action
strategies, enhancement of sociopolitical awaremessmunity participation skills, and
strengthening sense of control and social respiitgibave been offered as strategies for
fostering sociopolitical development among youngge (Morsillo & Prilleltensky,

2005; Watts et al., 1999). In addition, Watts aanlfeagues (1999) recommend using
resources accessible to participants, such as reelan effective means to raise
awareness and critical thinking necessary for gmdibcal development.

Peer and parental sociopolitical support, spedificalking with friends and
family about current events and politics, contrdsuto sociopolitical development
(Diemer, 2012; Diemer & Li, 2011). Therefore, en@ming parents to have discussions

about political and educational issues and creahiagpportunity for these discussions
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to occur among peer groups may facilitate socidigalidevelopment among youth.
Civic and political knowledge also influences sqalitical development (Diemer & Li,
2011), indicating the importance of education fbatises on these topics. Interventions
that facilitate sociopolitical development throughreased support and knowledge may
also contribute to basic psychological need satigfa, further strengthening
autonomous motivation and career and educatiortabmes. Additional interventions
aimed at supporting BPNS for Latino and low-incoyoath will be discussed next.
Facilitating basic psychological need satisfaction. The role of basic
psychological need satisfaction in the developneéraiitonomous motivation within the
school setting has been well established (Dedi,€1291). Deci and colleagues (1991)
summarize strategies for BPNS in education inclgghositive feedback, interpersonal
involvement, and providing choice. Deci and Ryab0@ argue that the relationship
between BPNS and autonomous motivation is genatdézacross cultural groups, and
this study provides evidence that corroboratesdiaisn. Providing culturally competent
interventions aimed at enhancing the satisfactfautonomy, competence, and
relatedness is an important consideration in efftarjpromote autonomous motivation.
The current study includes an ethnically diversmgrof high school students and Latino
students comprised the largest ethnic group instiidy. Therefore, | will focus on
strategies for facilitating basic psychological isatisfaction among Latino students.
Academic support is a particularly important faphrelatedness for Mexican-
American youth (McWhirter, Luginbuhl, & Brown, 201Blunkett, Henry, Houltberg,
Sands, & Abarca-Mortensen, 2008). Training teasheeffectively develop culturally

inclusive learning environments and personal rehethips with students may help
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teachers create secure and satisfying relationghtphgheir Mexican-American students
(McWhirter et al., 2013; Plunkett et al., 2008)atiho students perceive teachers as
caring when they provide instructional help duriegching, individual academic support,
a personal interest in student well-being, avdilgbiand actions that reflect kindness
(Garza, 2009). Perez (2000) identifies a numb@rattices that contribute to caring
relationships between teacher and culturally devstadents including familiarity and
stability, broadening the role of the teacher tteed outside of the classroom,
acknowledgement of home and cultural experienaesying students’ needs and
interests, and a warm and personal learning enwviem. In addition to teacher support,
involving parents in the academic process will erdesthe opportunity for parents to
provide academic support to their children (Pluhkéegl., 2008).

Supportive adult relationships also help fostempsutive friendships with peers
(Stanton-Salazar & Spina, 2005). Stanton-SalazéSpina (2005) discuss the
importance of self-disclosure, which requires tarsti emotional intelligence, for the
development of positive relationships among poatlyof color. Features of positive
peer relationships among low-income Latino studermdiside being embedded in peer
networks that are influenced by cultural princippé€motional support and
trustworthiness (Stanton-Salazar & Spina, 2009)ese relationships seem to provide
support despite sociopolitical barriers. StantateZar and Spina (2005) posit that
sociopolitical barriers interfere with building stworthy relationships. Therefore, it may
follow that sociopolitical development provides thygoortunity for supportive peer
relationships to form. In addition, supportive pedationships are fostered through

institutional contexts. Extracurricular and afsehool programs are recommended to
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help facilitate experiences of relatedness (McVeéniet al., 2013; Stanton-Salazar &
Spina, 2005).

Evidence suggests that supportive relationshigisabntribute to satisfaction of
relatedness may also contribute to satisfactiacoafpetence. Perceived competence is
enhanced when parents, peers, and teachers bidauwbe individual is capable
(Bouchey & Harter, 2005). This demonstrates thaneselors, parents, teachers, and
other adults who communicate their belief in stuglesbility to successfully engage in
academic tasks will foster competence. This isiqdarly important given that Latino
and low-income students tend to experience lowpeetations from teachers and are
more likely to be placed in lower ability groupssichool (Hill & Torres, 2010, Hotchkiss
& Borrow, 1996). Moreover, competence among Laéind low-income students will be
enhanced through opportunities to experience sacpesitive emotions related to
school, and encouragement from others, and oppbesito observe others’ success
(Bandura, 1977).

In addition to practices that support sociopdditidevelopment, relatedness, and
competence, enhancing Latino and low-income stgtipetceptions of autonomy is an
important component to the development of auton@moativation and related positive
career and educational outcomes. SDT emphasigasthof an autonomy supportive
style in education to enhance autonomous motivdDati et al., 1991; Deci & Ryan,
2000; Ryan & Deci, 2000). Perez (2009) recommertkdatteachers understand the link
between curriculum and student interests in fatifig learning and rely on the
supportive relationships rather than authorityrioceirage positive classroom behavior

among culturally diverse students. Lopez (2008jhidies needing to provide family
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financial support as the most common barrier tdinamg education, indicating that
family obligations are an important considerationlfatino students. Ceballo (2004)
interviewed first-generation college students anhfl that students typically managed
their academic careers without the help of theiepe. This produces a sense of
autonomy while signifying a possible lack of pasmbivolvement (Ceballo, 2004,
Lopez, 2009). Therefore, cultural values sucfaaslismoand opportunities for
independence in determining post secondary plainsspacomplex picture of autonomy
and relatedness need satisfaction for Latino stsdelang, Reeve, Ryan, and Kim (2009)
argue that the concept of autonomy as a basic pkygibal need is not only relevant for
cultural groups that value individualism but grotipat value interdependence also need
and benefit from autonomy support. Autonomy reteran inner endorsement of
behaviors and values and should not be understogalysas independence (Jang et al.,
2009). In sum, it is recommended that teachergpanehts provide environments that
support students’ choice in their behaviors andesl Moreover, providing relational
support for students who may feel they have “to@mi@autonomy in terms of education
and career related tasks contributes to need aetish.
Implicationsfor Research

The current research study results are consistémtS#D and SDT. Together, the
two theories contribute to our understanding ofdexcassociated with educational and
career development. Further research is necessanderstand the causal links between
variables examined in this study. Using experimemisearch to assess the effectiveness
of intervention programs that promote SPD and BRNIShelp determine how SPD and

SDT can be used to reduce the aspiration-expectgtip. In addition, intervention
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studies will be useful in identifying best prac8der promoting SPD and BPNS among
marginalized groups. Utilizing more valid and relameasurements of career and
educational aspirations will further contributeotar understanding of the problem and
potential solutions.

Diemer (2009) indicated that SPD has longitudeftdcts on career expectations.
Longitudinal studies that examine the relationsiepwveen SPD, BPNS, autonomous
motivation, and career and educational expectatiangd contribute to our
understanding of how these relationships changetowe and implications for long term
career outcomes. This research study focused amoLstudents; future research should
determine if the structural model is generalizdablether cultural groups including other
ethnic minority groups, LGBTQ youth, and studenithwlisabilities. Research should
also explore the role of SPD for more privilegedugps to see if awareness of and
motivation to transform sociopolitical barriergpiotective across groups.

Finally, utilizing diverse sources of data inclugliparent and teacher reports,
school records, and qualitative data will furthentribute to our understanding how SPD
and SDT can be used together to explain educatamhtareer outcomes. This future
direction for research will provide different peesfives to understand the aspiration-
expectation gap as well as contribute to the sizdisvalidity of results.

Limitations

A number of limitations must be considered wheernateting the results of this
study. First, the data used to assess the madehsi derived from one self-report
survey. This prevents the development of causks Ibetween variables or an

understanding of how relationships may change twes. In addition, the design of the
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study is vulnerable to mono-method bias, which mesylt in shared method variance as
participants tend to respond in the same way tdainypes of items (Heppner,
Wampold, & Kivlighan, 2008). Shared method varmgan inflate the magnitude of
relationships among variables and may have conétbto the amount of variance
explained by the structural model in the currentlgt Moreover, using self-report
measures in a classroom setting may have resulteids resulting from impression
management if participants answered in ways thégusa they “should” answer rather
than how they truly felt (Heppner et al., 2008hisTwas controlled for in the instructions
and by ensuring confidentiality, but should be cdexed given the context of data
collection. In addition, the self-report surveysassbmewhat lengthy and completion may
have been challenging for students with attentimblems or difficulty reading,
potentially creating a bias in the study sample.

A second limitation to the study is evident in theasurement of variables.
Career aspirations was removed from the model Isecafuproblems with the
measurement of this construct. The CAS showed&wability in this sample. It
appears that participants answered negatively wdotdens inconsistently. In addition,
the measure of educational aspirations was highisetated with educational
expectations. Thus, two of the indicators makipghe construct of career and
educational aspirations were remove, and the dgpiraxpectation gap was not included
in the model. Although research indicates that atlonal and career expectations and
aspirations are unique constructs (Arbona, 1996nier & Hsieh, 2008; Lopez, 2009),
they were not distinct as measured in this stublye lack of discrepancy between

educational aspiration and expectations may haga dae to the age of participants.
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The average participant was less than 15 yearsStiagdies describing the aspiration-
expectation gap tend to focus on students older 1bayears old who are in their last
years of high school (e.g. Diemer & Hsieh, 2008pén, 2009). It may be that the
distinction between aspirations and expectatiohdifolater in high school as students
begin planning for the future. Testing the origimeasurement model with older
students may have garnered different results. Otfeasurement limitations included the
use of self-reported grades and office referrdlserahan using school records to
measure the actual school achievement of partitspdfinally, this study found good fit
for the hypothesized structural model but it isnmkn whether or not other structural
models would provide a better explanation of relathips among variables.
Strengths

This study has several notable strengths. Althaeyeral features of the study
warrant caution in interpreting findings, a numbéstudy attributes enhance the
generalizability of findings. First, the sampleluded over 1,100 students, providing
good statistical power (Kline, 2011). Moreoveg targe sample size allowed for the use
of a calibration and validation sample, which ifeef, provided replication of findings
within this study. Likewise, the participants mg study represented an ethnically and
economically diverse group of students. This stumlysisted largely of students of color
and students from low-income families, groups #ratat-risk for poor educational and
career outcomes compared to their White middlesatasinterparts (APA Task Force on
Socioeconomic Status, 2007; Close & Solberg, 206Bez, 2009; Ream & Rumberger,
2008). The use of a diverse sample of participaeotgributes to the generalizability of

the results. In particular, this final structunabdel is useful in understanding factors that
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influence the career and educational outcomeswofricome Latino and non-Latino
students. As mentioned above, the students irstdy were, on average, less than 15
years old and in their first two years of high sahoThis presents a unique contribution
to the literature and suggests that the role of BRWedicting educational and career
outcomes can be found in the beginning of high sthbloreover, using younger
participants provides a more heterogeneous sarspgneer students will have dropped
out of high school.

This study makes a significant contribution to likerature on Sociopolitical
Development Theory and Self-determination Theorgugh its use of theoretically
driven measurement and hypotheses. This studyréegives strength to the final
structural model as it theoretically derived andtlwath theoretically consistent
measurements. This is the first study to combm&dpolitical Development Theory and
Self-determination Theory to understand adoleseduatational and career development.
The model accounted for a significant amount ofarare (74 %) in career and
educational expectations, attesting to the vigbditthis model in future research.
Conclusion

Low income Latino and non-Latino students facecitnal barriers that
negatively impact their educational and career@uts. As a result, these students
experience an aspiration-expectation gap - a sciey between the career outcomes
they aspire to attain the career outcomes theyogxpattain. This study uniquely
combined SPD and SDT by exploring the role of aoteous motivation on educational
and career outcomes and clarifying the relationbbiveen sociopolitical development

and academic motivation. By integrating theoridevant to educational and career
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development of poor youth of color, this reseatcll sought to identify factors that
affect the aspiration-expectation gap. Specifycdhis study focused on factors related
to career and educational expectations becaused.and low-income students tend to
have relatively low expectations about their futcaeeer and educational attainment.

This study utilized a culturally diverse samplehajh school students. Although
scores on educational aspirations were not disategeough from educational
expectations to measure the aspiration-expectgapnresults of the study shed light on
factors that predict career expectations and sadukevement. Findings suggest that the
relationship between SPD and career and educamo@mes is partially mediated by
autonomous motivation. Moreover, the relationsgiepveen SPD and autonomous
motivation is partially mediated by basic psychatagjneed satisfaction. The structural
model tested in the study accounted for 74 pergktite variance in career and
educational expectations, 34 percent of the vagamacademic achievement, 40 percent
of the variance in BPNS, and 50 percent of theavene in autonomous motivation.
Ethnic and socioeconomic differences in the ovéditadif the structural model were not
found.

Conclusions of the current study support SPD ddd &d provide one
explanation for the mechanisms by which SPD inftgsncareer and educational
expectations. Practices that contribute to thepotitical development and basic
psychological need satisfaction of Latino and natiflo low-income youth may
contribute to facilitating the development of awdorous motivation and enhancing

career and educational expectations.
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SURVEY MATERIALS
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=

Darticipans I: |5 1

Student Survey

Today's Date: / !

Section A:

Imstrociions; The followms questons ask for peneral mformaton about you. Femember that the informetion youo
prowids is anomymeas. Flease respand to the items below by either indicating your response or selacing ihe one
categary that best represents you You may skip any question(s) that vou feel uncomfortable answernng.

1 Apge:

Y Cepder: O Female O Male

3. BaceEthnicity: {pleave mark ALL thar apply)
O American Indian’A lackan MNative
O Asian or Asian-American
O Black/African-Amenican
| Hj_spu:ic."Laﬁn:u(n]-'Ehianu{a}
O Middle Eastern
O Pacific Islander
0O White Enropean-4 marican
O Crther {please specify’:

4. Which lanzpage(=) do yon speak? (please mark ALL thar appiy)
O Enetizh
O Spamish
O Orber (please specify):

5. Whatgradeareyvouin® O%th OWd Ollk OlMh

6. Do yon have an [EFT OYes O Mo
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Section B:
o you g0 ! me YOuL AETRE Wi 2 IBASOnS ¥l Eo B
Why d to school? (Tell me how mmch ith the following for why school }
:-"TE Dimgree  Mowiral  Agres E:_g-
1. Beramse [ meed af least a hizh school dezyes in omder to find a
high-paying job later on AU S S

1. Because [ experience joy and satisfaction while leamming new things ] o

3. Becaase [ think that a kigh-schioo] edacation will belp me better
prepame for the carear T have chasen

0
o
Q o o

o
O
Q
O

4. Homestly, T don't know; I really feel that [ am wastns ooy tme in
schioal

Far the joy [ expenience whils fmproving o my shadiss

L

=l

In order to obrain a more mportant job later on
2. Far the joy I expedence when I discover new thinss never ssen
bafore

c olo o o
o oo o o

o] fa]
] L]
To prove o moyself that T can complete ooy hish school degres ] o
o] o
@] o

o oo o o

9. Becanse eventnally it will allow me 1o emder the job market in a field

o]
[&]
o
@]
&)

that T like
10 I ence bad zood reasons for going 1o schook however, now [ wondsr & a o o B
whether [ shonld contirme
I1. Far the joy that T expenience whils ] am improsing m ons of ooy o a o a o
persanal achisvements
11 Becanse of the fact that when T sacceed in school [ feel anporamt o o o o o
13 Becanse I want to have the "pood life" ter on o L] o o o
14 Far the pleasums that I experience in improving my knowledze about a o o o o
13, Beramse this will help me make a better choice regarding oy caresr 8] o (] o 8]
16 I can't see why I 2o to school and bopestly [ couddn't care less %] o o Q (4]
17 Faor the san=faction that T fee! when I am in the process of
accomplishing diffoult academic activiries 2. 8 & W 8
18 To show myself thai I am an meelligent person ] ! (o O o
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Tell me how mech yom apree with the following reasoms for why vom go to school

19, In order to have a better salary Iater on

0. Becase my stadies alkow me to contimie to k=am aboat many things
that interest me

A1 Because I believe that noy high schoal sducation will mprove ooy
ability as a wockar

Frangh

Dosgre Dmgree  Sewimi

D

o

o

o

o of

22,1 doa't kmow; I can't understand what I am doing in schoot

13, Because high school aliows ms to expensnce a parsonal satisfaction
in ooy search fior excelience in ooy studies

4. Becamse I want to show moyself that T can succeed in my studies

Section C:
Flease indicate how moch you agree with each statement below.

My career planning will kead #o a satisfying career for me
T will e successfl in my chosen caresr/ocoapation
T'wridl zot the job I want in my chosen canest

o o o o

o o o o

i

o O a| g

o o oo

o 0o o| o c}ﬂﬁi

My talents and skills will be nsed i my career’ocoupaiion

I bawe control over my caresr decisions

I'wiill achieve my career'pcoupatonal poals

7. I'will have a career'sccupation that is respected M our society

R
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Section Dx
Please mdicate how moch you agree with each statement below.

(B

Uy teachers show thesr confidence in my abilsty to become what
want to hecome

My teachers iy to understand bow I see things before they suggest
to me how they would handle a pardoaar siation

(] DE
a GE

%]

O

When I ofer snzeestons o oy feachers, they listen carefially and
Comsider my sugsestoms

My teachers show me respect
My teachers enconma e me iy 3tk gqUestnEs

o

I am able to share ooy feelings with my teachers aboat what T want
£ hecoms

1 feel umderstood by my teachers

Section E:
Please mdicate how much yog asree with each statement below.

(=]

[N ¥

It is mporiant to work to change secial and economic nrfaimess

o o | o O o a D!i

F
Gﬁﬂﬂﬂﬁﬂﬂlq

o Q| o

o o |a o Q

o o |a o

=

Itis Epporant to help people in DTy commumity
Itis Epporiant o work o end mosmiclassizm and discrminaton
I am mogvated to @y o help my conmmmity

N (-

10, T am cwrrently imvodved in conmmmiry or schood Froups that promoe

T am modvated to iy and end mosmdéclassizm and disorintnation

I discuss ourrent economic and political events with my parents ar
other family members

T am currently involved in conmmmity or scheol groups that promots

equality and faimmess

an end to recismclassism and discrimimation
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Section F:
Flexse Indicate how posifive or mepative voun feel towards each of the followmg object or stxtements

. Gome groups of people are sonply not the equals of others

1. Somes people are just more wordty than others
3. This coumiry weould be bedter off if we cared less abowt bow equal all

peopls were

" ;
ﬁhﬂ Hamirad  Ponitien

&)

o

Q

Wery
Praibive

[a]

L

Some people are just more deserving than others

It is pot a problem if some pepple have more of a chance in lifs than
athers

Some people are just infenior fo others

o Q| o O

et |

8

To get ahead mn life, & 15 somenmes neceszary W siep on oters
Inireased eronomnc squalsy
Inreazed social squalsy

1. If people wers reated mare equally we world have fewer problems

in this commiry

11 In am sdeal world, all naoons would be equal
12 Al boonans shoald be freated equally
13Tt s inportant that we treaf other coumiTies as equals
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Secton G2
Please rate how certain von are that vou can do each of the thines described below

Lammni de

Fimizh my bomewark assizmments by deadlmes
et noyself to siudy when there are other inferesting things fo do
Always concenimae on school sulects donog class

,..
B
E!

!
i

Take good ootes dunng class mstmaction
Tze the library i pet mfoomation for chss assiznmerds
Plan ooy schoolwaork for the day

L

Cirganize my schoolwork
Femember well information presented in class and texthonks
Amanee a place to sidy without disoacions

o g

10 Get noyself 1o do school work
11. Laarn math
12 Learm science

13. Leamn reading, writing, and bnmape skills
14 Learn o wse conpaaiers

15. Lean social shadies

16 Leam a for=izn lanmmze

GGDGGQDODDQGGDDGFE
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Section H:
Please read the followme statements carefully, thinking sbont how they relzte fo your Efe and then indicate
bow troe it is for yom

i e e e I
I. Ifesllikeam free e decide for moyzelf bow to live nry life a o] o] o] o]
2. Treally like the peonls I misract with fu] a] a] o o
3. Often Ido ot fesl very competent (skilled) Q 0 O Q Q
4 Ifesl pressumed in my life o ] &] o a
3. People T know fell me T am pood at whot T do o ] @] o Q
. I getalong with people I come into contct with Q 8] o o ]
7. 1pretiy ouch keep tp moyself and don't have a lot of social copmcts O @) o o o
& I penerally fe=l free to express my ideas and opinions o ] 8] o] ]
Q. Toorsider the people I repularty interact with o be my friends (8] a] #] o o
1701 have hesn able fo leam imteresting new skills recently a o o o o
11. In my daily 5fe, I frequentty bave to-do what T am told Q o o 0 Q
12, Pegple in my bife care abou me o 0 ] o s
13, Most days 1 fz2=] a sense of accomplishment from what I do o 0 [’ o o
ld.wlmmmamﬂymmwmmfuﬁmm o o o o o

consideration
15 Inmy life T do not get nmuch of a chanee to show how capableTam O o o] &) L
14 There are not many people that T am close 1o 0 0 o o O
17.1 feel like T can pretty mach be noyself in my daily simations o ] 8] Q L]
18. The people [ interact with repulariy do not seem fo Hke me mmch [ 0 (8] 0 0
19. T often do not feel very capable 0 0 O O o
20. There is not mach opportomty. for me to decide for myself bow o a o o a
o do things m my daiby life

11. People are penerally pretty fmendly towasds ma o Q0 8] o O
12 My classmates often bother me ] o o =] Q
23 1 like pretty much afl of the other kids in oy srade o o 8] o [a]
14 T like working with ooy classmates o @) (] 0 o
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Flease read the following statements carefully, thinking abowt bow they relate fo voar 15z and then mdicate

how trae it is for vom

g
i
¥

25,1 g=t along well with the other srudents in poy classes
26.1 am liked by my claszmates
27. I rarely fighif or argue with the other kids at schoal

28. T care what my teachers think of me
20 T do not zot along with some of oy teachers
30, I want to be respected by ooy teachers

31 T iy to et alonz with ooy teschers
31.T always try hard to cam my teachars' must
33 Tuzaliy like my teachers

Section I:
Please read the following statements and indicate how free if & for voo

My teachers care about how mmach I leam
My teachers like to 522 ooy work
My teachers like to help me lzam

o

LiJ

GGC‘DGGGDUE

Gﬂﬂﬂﬂﬂﬂﬂﬂil

a

GQGGDUDGGEE
t

|

cﬂnumnnumﬁa

ocooloocolooofi

4. My teachers want me to do my best @ schoolwork
My teachers really caze about me
My teachers think it is mpertant @ be my fiend

wn

&h

My teachers like m= a5 pmuch as they like ather stademts
My teachers care about my feelings
In thiz school ether sudants think it s mrporant to be my fend

R e

1. In this schood ether smdents ke ms the way [ am
11. In this schopd ether students care abmst my fealings

12, In this schoo] cther sudents ke me a3 much as they like others
13, I this school ether students really care about me
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Section J:
Flease read the following stafements and mvdicate bow e if is for yom
Prl irem  Slighily Somesrbal Qe w Wary

atull trm im Mdirue e
1. Thops o become a leader m my caresr fisld [ O o O o
2. When I am established mn ooy career [ would like o marape other
= L o o 0 o
it
3. Ido pot plan oo devoting enerzy i getdmg promoted in the a o o

orzanization of zsmess T am working

] O

4, When I am esmblished m ooy caresr, T woald like to ain others X ] O
5. Ihope to move up thoush any orzanization or uzmess I work in O o O O O
4. Omoce I finich the bazic level of education needed for a partsouiar job a o & o o

I 322 no peed fo contimae @ school
1. 1 think T would like ip pursne praduste frmiming in ooy ocompational - &

arzg of intersst 9
£ Arammg leadership s@aius m ooy career is not thet ioporant o me s O 0

Section K-
1. How moch monsy does your family hawe?

& Mot encueh to get by

10 Jost enough to get iy

) We only have to worry about money for fim and exiras
O We never have 1o worry about monsy

2. Do you recerve Free or Fedoced Ianch ar school™

0 Yes, free lunch
0 Yes, rechuced kanch
O No
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3. If you were completely fres fo chooss, what level of education wonld yoa ke to achieve?
2 Less than high scheal
& Hizh Schoal
C Some college
2 wear or commmmity college (1.8 parsing degres of associates depres)
(3 2 year college (3 bachelors degres)
Cr Master’s degres or teaching credential
C Law degree, PR D, or medical doctor™s depree (M D)

4. When you think about your life, what level of sducation do you think you will have when you are 307
0 Less than hiph schond
3 Hegh School
C Some college
0 2 year or conmmmity collegs (e morsing degres or associates depres)
i+ 2 year college (2 bachelors degres)
0 Master’s degres ar teaching credential
C Law degree. PRD, or medical doctor’s degree (M.D)

5. Think aburt the caresr you mast want to have when you are 30 and choose the answer that is most tnee for you”

Ct ] expect to be able to have this career in the fisure
[ am not sure whether ar not Tl be able to kave thiz career in the fire
O I do not expect I will be able o have this carser m the futare
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Far the followmg two questons the word "caregiver” means an adult that lives in your home (for exampls. vour
father, mother, stappasent or foster parant).

6. What iz your caregiver's highest lsvel of eduration™

2 Less than high school

y High Schoal

Ct Some collage

3 1 year or conmmumity college (1.e. parsing degree of associabes degres)
4 year colleze (a bachelors degres)

2 Master’s depres ar teachmg credential

O Law degree, Ph T, or medecal doctor s depres (M)

1 don't know

7. What is vour other caregiver's highest level of educaiton (if applicabl=)”
2 Less than high scheal
Cr Hizh Schivol
Cr Some collzge
0 1 year ar compunity college (e marsing degres of associates desres)
4 year colleze (a bachelors degres)
O Mxster™s depres or teachme credential
O Law degres, Ph T, of medical docior s depree (M)
21 don't know
ot applicable, T onlby have one carspiver.

B What types af prades do you wsually get in schoal?
O MostivAs  OMosiyBs OMoalvCs OMeostyD: O MostlyFs

2 How many office refemals did you receive last schoal year?
ol o025 Oformone
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Student Survey

Fecha de hay: [ /
mEs g afie

Direcciones: Las sipmentes preguntas piden por informacion en general sobre i Acuerdate gue cualquer mfommacion
que compartas sera anonima. Por favor responde a las preguntzs aqui debajo mdicando tu respuesta o selecoonando ka
categoria que mejor te representa. Puedes saltar cualquier pregunta que no queras contestar.

1. Edad:

!-l

Sexo: O Mujer O Hombre

3. Cual es su etnicidad? (Marque rodas las gue apliguen)
0 Natrvo de Amenca’ Indio- Americano’ Mativo de Alaska
O Asiabico/Asizbco-Americano
0O Afro-Amencans’ Negmo
0 Hispano(a)Latino{a)/ Clicano(a)
0O Maddle Eastern
O Pacific Islander
0O De las Islas del Pacifico’ Hawaiano
O Chro (especifical:

4. Cuale: son loz lenguajes que nsted habla? (Marque fodas las gue apliguen)

O Ingles
O Espatiol
O Orrols) (especifica):
5. Aiie Escolar: OWh Olith Ollth ©O12h

6. Usted tiene un IEF? OYes ONe
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Section B:
Porgue vas a la esenela? (Dhme que tanto estas de acuerdo con las sipmentes mzones por las cuales vas a la escuela )
Toinlmenie

;| De Tetuhmene
Desacuerde Desarmerds Newtral  Acwerds  de Acoerdo

1. Yo pecesito por lo menos un diploma de escuela secundana para o o o
poder consegur un trabajo de zlto pago en el fiuloro L Q

2. Porque vo siente felicidad v satisfaceion al aprender cosas nuevas o o O o o

3. Porgue vo plenso que una educacion de escuela secundana me
preparara mejor para la carera que yo eh escogido

4, Honestamente yo no se; vo de verdad siento que estoy perdiendo

Q
]
QO
0
o

8]

i s i L el ) o o o
5. Porla felicidad que vo siento al mejorar ons estedios ] o o ] o
6. Para demostarme que yo puedo completar mi diploma de escuela

PR o] @] O o] O
7. Para poder obtener un frabajo mas importante en el floo ] o o 8] o
8. Para disfiutar la expenencia de descubrir nuevas cosas que mumca o o o o o

eh st

9. Pommue eventualmente me va 3 dejar enfrar al mercado de trabajo en
una area de trabajo que 3 m me gusia

10. Una vez tuve buena razon par air 2 1a escuela, pero ahora plenso s1
debo conhrmar

11. Por 1a felicedad que vo siento nmentras estoy mejorande en wmo de

]
o
o]
]
o

mis logros personales
12._1’nre1henhudequecuan&numgnfuimenlaacudawmem o o o o o
13. Porgue quero tener una vida buena’ en el fioturo O (2] Q0 %]
1#.Pur|=:1pllaaerqu.e ]mlsi.mtu al mejorar i conocimento de los temas o o a o o

académicos que me interesan
15. Ponque esto me ayudara hacer mna mejor decision sobre no carmrera ) (] Q o] 0
16. Mo se porgue vo voy 2 13 escuela v honestamente no me mmportz a ma 2 o O 0 o
17. Por la satisfaccion que yo siento cuando estoy mentras cumphendo

una achvidad academca que es difical Q o o Q ©
18. Para demonstrar me 3 mi nusms que 50V Una persona infehzente o o e o o
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Porguoe vas a la escuela? (Dimme que tanfo estas de acuerdo con las sipmentes mzones por las cuales vas a la escusla )

Tacalmemre
- De  Tooabmenis
Deacperde Desacuerde Nemiral  Acuerde deScwerdo
19. Parz poder rectbmr mejor salano en el futmo O 0 o o o
20, Porque mus estudios me ayudan a segmr aprendenends muchas o o o a o
o535 U me Interesan
21. Porgue vo creo que on educacton de escuela secimdana va a mejorar o o o o o
mi habihdad como trebajador
22. Yo o se; Yo no puedo enfender que estoy hacienda en Iz escusla Q o o o &)
23. Porque mu escuela secundanz me deja tener uma expenencia de
satisfaccion personal en m basqueda de excelencia en ous estadios o 0 Q c o
24 Porque yo me qmero moshar que pusdo tener éxifo en nus estudios O O ] (o] o
Section C:
Por faver mmdica cuanto estas de acuerdo con cada frase:
= D¢  Toialmensr
De=acperdo Desacperdo Newral  Acwerds de Acoerds
1. Plamficar mi carrera resultara en sahsfaccion en mi carrera Q 0 (] o O
2. Tendré éato en la camerm’scupacion que yo elijo 0 O o o Q
3. Consepumé el trabajo que quero en ba ocupacion que elijo O O o o] e
4. Mhs talentos v habilidades seran ubbizados en ou camera’ocupacion o] O O O o
5. Controlo yo mus decisionss sobre ni carrera (o o o o] a
6. Logaré mis metas ocupacionales o O ) o o
7. Tendré una ocupacion que me da respeto en esta socedad o o o O o
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Secton [
Por favor indica cuanto estas de acuerdo con cada fraze:

Todslmente
L De  Totdlmente
Desscuerde Decacuevdo Newmal  Acverdo  de Acserds
1. Mz maestros me proven con opclones ¥ selecciones o] [w] L] L8] o
2 Mis maestros denmestran confiana en i halulidad de ser lo que
B, o 0 o o &)

3. Mis masstros tratan de entender como vo veo las cosas antes de

4  Cuando yo ofrezro sugerencias a mus maestros, ellos escuchan
cmdadosamende ¥ consideran mis sugerencias

5. Mis masstro me dermisstan respefo

O
O
a
L&
o

Q
o
.

o0 0
o o0 O
)

6. Mis masstros me aroman a hacer preguntas
7. Puedo compartn mas senfimrentos sobre lo que quiero hacerme en

O
o |0 O
o Q

el futmro con mis masstos Q o o o
2. Siento que mis maestros me entienden o O (8] L] ()
Section E:
Por favor indica cuanto estas de acuerdo con cada fraze:
Totslmente
e D¢ Totadmenie
Deznouerds Decarnerdo Nenoral  Aouerdo  de Aomerds
1. El mersmodclasizmo v Iz disenminacion afecta a la gente de bov. o o o L] o
2 El racsmo/clasismo v fa discrmminacion afectan a mu propia vida ] o] O (o] o
¥ BCOnomIcas. 2 o 2 2 o
4. Es mmportante ayodar a 1a pente an o conmmidad. O Lo (@] o o
3. Es mmportante shimmar el racismolclasismo v [z discrnomnacion. o] o] o 9] ]
6. Yo estoy motvado intentar de coninibanr a mi commumidad o o o o o
7. Yo estoy metivado mtentar ehmmar el raosmofelassmo v 1a
fiscrinyinacid 0 o o L& &
€. Yo hablo acerca de eventos economcos o politicos con nus padres
1 otra fammilia. o o L8] o o
9. En este momenfo estoy mvolucrado en grupos de la escuela o o o o o o
comumidad que promusven 1a 1gualdad ¥ justicna.

10. En este momento estoy mvolicrado en grupos de b3 esenela o
commidad que luchan confra el racismo'elasisoeo v 1a diserominacion.
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Section F:

Por faver indica que tan positive o negative te sentes sobre cada objeto o frazes
Muy  TamPoce ToPece Moy
1. Alpunos prupos de personas simplements no son 1guales a los otros O o &) o o
2. Algmas persomas simplemente son mas dipnos de menfo que otros Q o o o L
3. Este pais esfaria en una mejor posicion 51 D05 DNportara menos de o o o o o
que =20 1gE] son todas kas personas
4. Alpumas personas son simplemente mas meTecedores que oos O o o o o
5. No es un problema 51 algunas personas Genen mas oporfumidades en o o o o o
Iz vida que ohras
6. Alpunas personas son simplemente mas infenores 3 ofros 0 o o o Q
7. Para sabwr adelante en la wida, a veces es pecesano a pasar encima o o o o o
de ofros
& Aumentar |a ipnaldad econdrmica o o o o o
9. Aumentar I3 ignaldad social o o (o] o o
10. 51 las personas foeran tratados con mas 1gualdad . tendriamos menos o o o o o
problemas en este pais
11. En un mmmdo ideal. tedas bas naciones senan 1guales Q (8] (8] o o
12, Todos los lumanos deberian ser tratados con 1zualdad O o &) o o
13, Es meportante que tratemos otros paizes como ignales 0 o o O O
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Section G

Por favor mdigue que tan sesuro{a) estas que puedas hacer cada coza descrita en lo sizuiente: =
T —
ol

b 2 3 4 il
1. Completar mi= angnacionss de tarea para la facha de plazo (8] O o o o
2. Ponerme a estdiar cuando hay ofras cosas mas interesantes que hacer 9] o o O o
3. Yo siempre concentro sobre supetos académicos durante clase o o O O O
4. Tomar buenas notas duwrante la instrucciones de clase O o Q o Q
5 Eﬁeh'bhutecapmmgunmfmmmpmms Z51Enacionss o o o a o
6. Planificar mis tareas de clase para el dia & Q o O a
7. Orgamzar mos tareas de clase o o o o o
8. Fecordarme bien de [z mformacion presentada en la clase y en los o o o o o

hibros escolares

9. Dhsponer un sifio parz estudiar sin distraceionss 8] O o o o
10. Hacer que vo haga 1a tarea escolar &) o Q O o
11. Aprender matematcas o 8] o o O
12, Aprender ciencias [a] ] 0 o Q
13. Aprender lechoa, escnifura, ¥ halkalidades de lengnaje o o o o Q
14. Aprender a usar computadoras =] o @] O O
13, Aprender estudios sonales o o Q Q o
16. Aprender una lengua extranjera o O o] O o
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Section H:
Por favor lee las oraciones que siguen con mmcho exdidado, pensando en que tanto Genen que ver con tu vida, e
inddica gue tan verdaderss son para i

venladers poiues  mifshe  yeibders yended
1. Siento que sov hbre de decidir para o mo=ro como wIvir o vida o o o L) o
2 A mme gosta nmche s personas con qumen yo mteractuo o O O O O
3. Moy frecusnts. no me sento oIy conEetente o] o o O O
4. Me siento presionado en om vada Q o o L] o
5 mmwmmdﬂmmwﬂm}rmln o o o o o
6. Me levo ien con lzs personzs con quen yo mberactng o o o O O
7. Yosoy mas sohtano v oo tengo muches contactos sociales o O L&) D O
E. Gepsralmente me sento hbre 2 expresar nms ideas v opimones o o o O O
a9, Yumhuqu!hspuﬂmasumqlm}uregulm o o o o o
Interaciue son nms anwstades
Iﬂ.Yu_dlpﬂi&:mEﬂHmnﬁshahﬂidathﬂmm o o o o o
IECIETEmeTie
11. En m wvida dianz, vo frecusntemente tenpo que hacer lo que me o O o o L
dheen
12. La= personss en mm vida e quoeren O o O
13. La mavoeia de los dias siento wm sentido de logro por Lo que hago O o o
I#mmmmmmmm o o
senfinmentos en considerzcion
15. En mn vida no tenso nmichas oporiumdades para dernestrar que tan o o o o o
capaz say
16. No hay mmchas personas con quien soy cercanol3) o o O O o
17. Siento que puedo ser quien sov en siaciones dianas o o o O L
IE.hN;unpmanglamg}hmalaspumcmqmmme i o o o o
19. Yo frecuentemente no me siento capaz o o o L8] L8
Nﬂnha}mmhaapwmdaipmawfamhpmmnsm{a}m & & & & &
hacer cosas en mm vada diana
21, Generalmente la pente es agradable hacia o o o o o
22 M compafieros me maolestan O o o o) )
23 Me agredan todos mis compatierc: de prado Q o o o o
24 Me gustz trabajar con mms compaternos de grado o o O o o
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Por favor lea las simpentes frazes v indigue que tan verdadero e para nsted:

Moo Esun  Miverdsders Unpom  Mugy
rerlailers piie fabin 6 falie  verdadere  verdadess

25. Me llevo ben con los demas estudiantes de mes clases o o o o o]
26 Les agrado 2 mus conpaneros de clase O o o o) o
27. Pocas veces peleo o disomto con los otros chicos en la escusla O O o (o] (o]
28 Me uporta lo que mms meestros pensen de o O O a o s]
28 Me desapradan vanos maestros en m escuela &) o o o o
30. Yo gmero se mspetado por mis masstros o} (o} o Q (&}
31. Trato de levanme en con nus meestros o o o] o o
32 Siemgwe me esfiuerzo por ganarme 13 conflanea de nes maestos ] &) &} O (]
33. Cas stenpre me mustan mis masestros O o o Q &}

Section I:
Por favor lea laz sizwdentes frases v mdique que tan verdadero es para usted:

1. Mis maestros se preccupen por cusnio estoy aprendiendo L 0 [} o o
2. Mhis masstros les gustan ver nn trabajo o o 0 o
3. M= maestros les pustan avudarme 3 aprendar O o & o o
4 Tmmmmmwh@nmqwhabﬂpmm o o o o o
5. Mhs maestros de verdad se precoupan por o o] o ] 5] o
6. N moeestros plersan que s Inportanie ser s aTE0S o O o o o
7 hﬁspﬂfﬂurﬁ-‘maﬂtmsmtmmpmﬁum:ﬂmhﬂms o o o a o
compalisnns ¥ yo
8. Wbz meestros se precoupen de nms senfirmentos 0 o] o o o
9. Enesta escusla obos estudianfes prensan que es mportante ser ne anugo O O 0 o 0
10. Les caigo ien somo sov ¥o 2 oiros estudiantes en estz escoela o o 0 O o
11. En esta esouela oiros estudiantes se precoupan de nus sentmmentos o 0 Q o o
12 Los estudmntes en esenela no tenen preferencia entreny mms o O ] ] o

COMPEnenns ¥ o
13. En esta esruela otos estudiantes de verdad ss preocupan de mm

o
o]
]
]
Q
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Section J:

Por favor lea las sisumientes frases ¥ mdique que tan verdaders es para nsted: _
N i mienis Alps Bastamie May
senladers serdadern venladers dordadern verdaders
1. Espero serun lider en i carmpo de carmema O O o o o
Cuando este establectdo en on carera 3 mn me gustara dignr a
ofros empleados

2

o o ] ] 0

3. Yo oo plamfico dedicar enerpia en ser promocionado en 1ma
EAMZACIon O UL Degocio en que estoy trabajando

4. Cuando este establecydo(z) en om cammera, me pustaria entrenzr a ofros o (] o o o
3 Yﬂeﬂmh’{hpmmmrnﬂlmmgamamm o o o o o
que yo trabaje

. Cuando termmne el mes basico nnvel de educamon que vo necesite para
m trabajo en parbrular, po veo Iz necesidad de contrenar bz esousls

7. Yo menso que me gustaria segmr entrensmento de maestria en o
#ea de miberés ocupacionzl
8. - Reciiends un estatus de lider en om cammera no es ooy meportante
para o
Section K:
L (Cuanto dinero tiene fu famiba?
0 No es suficiente para vivir
0 Can lo suficente para vivir
0 Mada mas tenemos que preccupar de platz para actnndades diverhidas v cosas extiras
0 Munca nos tenemios que preccupar porla plata

2 Tuarerthes almmerzo Gratis o Radocido en I ascusla?
O 51, alvmerzo gratis
O 54, alvmerzo reduc do
O No
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3. 5Siestnneras completzvents libre para escoger, gue movel de educacion preferias lograr?
3 Menos de escuela secumdania
 Esenela seamdana
2 Alvma unrversadad
2 Dhos atios o Universidad commmitana (1e diploms de enfermer o diploma de asocmados)
C Univermidad de 4 afios (un diploms de bachillevato)
3 Master's degree or teaching credential
0 Diplommna de ley, PFh D, o diploma de doctor medica (WMD)

4. Cuando mensas de fuvida, gue mrvel de educacion prensas que vas a tener cuande teneas 3 afios?
2 Menos de escuela secundania
 Ezrnela secundana
O Almmaunrversidad
2t Dios atios o Universidad commmitzna {1.e diplons de enfermers o diploma de asooados)
O Universidad de 4 afies {mn diploma de bachillaato)
2 Master's degres or teaching credential
2 Diploma de ley, Ph D)., o diploma de doctor medico (WMD)

5. Prenca en [z caners que mas queres fener cuands tengas 30 v escoge 1a respuesta que es mes verdadero para 17

0 Yo esperc poder tener estz carera en el fishwo
2 Yo no estoy sepuro 51 vy 2 poder o no poder tener esta carera en el fiotomo
2 Yo no espern poder tener esta carrerz en el fuhoo
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Por las sipimente dos preguntas |2 palsbre "'sunrdian’ se significa un adulte que 1ive en tu casa (por ejendplo, to padre,
madre padrastro’madiasira, o padre Foster)

6. Cuoal es el novel mas alto de educscion de m puardin?

2 Menos de escusla secundana

 Escuslasecundana

O Almmaumoversidad

2 Dios atios o Universidad conmimstzna (1 e diploms de enfermess o diploms de asomados)
O Universidad de 4 afios (un diploma de bachelors)

) Diploma de meestia o credencial de ensefiar

2 Diplomna de ley, PhD)., o diploma de doctor medico (WD)

1 Mo se

T Cnzl es el prvel mas alito de educacion de i ofro guzrdan (=1 acaso es aphcable)?
) Menos da escuela secundana
2 Escusla secundana
O Alsmaumversidad
3 Dios afios o Universidad cormumdana (e diploms de enfarmena o diploma de asociados)
O Universidad de 4 afics (un diploma de bachalors)
 Dhiploma de meestria o credenctal de ensefiar
2 Diploma de ley, Fh D)., o diploma de doctor medico (WMD)
O Mo se

8 Cue fipo de prados tipicamente recibes en la escuela?
O Meyommente As O Mavomente B O Moyvormente Uz O Mayormente D: O Mayormente Fz

9. Cuantos refendos de oficma has recibado este ulinno atio escola?
anl 025 Obfomas
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