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DISSERTATION ABSTRACT 
 
Nuvia Madaly Nevarez 
 
Doctor of Education 
 
Department of Educational Methodology, Policy, and Leadership 
 
June 2020 
 
Title: Tackling the Pobrecito Mindset: Latinx Community Cultural Wealth and Academic 

Achievement 
 
 Researchers and practitioners have searched for methods to increase the academic 

achievement of Latinx students. Unfortunately, many of these efforts have been based on 

a pobrecito mindset or deficit ideology that ignores the strengths of Latinx students and 

shifts the focus away from eliminating systemic inequities. Instead of remediating 

deficits, researchers and practitioners should consider a strength-based approach. Yosso’s 

(2005) Community Cultural Wealth Model identifies six community cultural capitals 

(CCCs) or strengths of Latinx students: aspirational, familial, linguistic, navigational, 

resistant, and social. The majority of studies on Latinx community cultural wealth have 

been qualitative, located in the Southwest, and focused on Latinx graduates who 

attributed much of their academic success in obtaining a high school diploma or college 

degree to their CCCs. Thus, this study seeks to fill gaps in research by focusing on the 

Northwest region of the United States, using middle school Latinx students as the unit of 

analysis, and running correlations to quantitatively examine the relationships among their 

CCCs and academic achievement. This study also uses a hierarchical multiple regression 

to assess the effects of two moderator variables: teacher-student relationships and school 

climate.  
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CHAPTER I 
 

INTRODUCTION 
 

Due to the financial, health, and social benefits of educational attainment, 

researchers continue to study graduation rates among different demographic groups 

(Baum & Ruhm, 2009; Cutler & Lleras-Muney, 2010; Dee, 2004; Hout, 2012; Ma, 

Pender, & Welch, 2016; Mirowsky & Ross, 2003; Robinson, Crozier, Borland, 

Hammond, Barker, & Insip, 2004; U.S. Census Bureau, 2016). Unfortunately, Latinx 

students have among the lowest high school graduation rates, associate degree 

completion rates, bachelor’s degree completion rates, and advanced degree completion 

rates when compared to other racial/ethnic groups (U.S. Census Bureau, 2016). Only 

27.8% of Latinx people over the age of 25 in the United States had a high school diploma 

in 2016, only 13% had a bachelor’s degree, and the percentage with a master’s, 

professional, or doctorate degree was even lower, at 5.4% (U.S. Census Bureau, 2016). 

Researchers and practitioners have written studies to draw attention to low Latinx 

educational attainment and designed school intervention programs to improve these rates. 

Yet, many of these studies and intervention programs are based on a deficit ideology or 

pobrecito mindset (Garcia & Ozturk, 2017; Gutierrez, 2008; Ladson-Billings, 2006; 

Ladson-Billings, 2007). 

Deficit ideology is the belief that inequalities result, not from systems of 

oppression such as systemic racism or economic injustice, but from intellectual, moral, 

cultural, or behavioral deficiencies inherent in certain demographic groups (Brandon, 

2003; Gorski, 2008; Valencia, 1997; Yosso, 2005). Although current researchers and 

practitioners might refrain from labeling Latinx students as “inherently deficient,” a large 
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number of studies and school programs aimed at increasing Latinx students’ educational 

attainment are still based in a deficit ideology or rather a pobrecito mindset (Gutierrez, 

2008; Ladson-Billings, 2006; Ladson-Billings, 2007). The word pobrecito is a Spanish 

word that is often used as an endearing term to refer to someone who is poor or for whom 

you feel sympathy. In this study, this term is being used to highlight that despite good 

intentions, many researchers and practitioners still aim to increase Latinx graduation rates 

by remediating perceived behavioral and academic deficits rather than by utilizing Latinx 

students’ community and cultural strengths and dismantling systemic inequities 

(Castagno, 2014; Flores, 2005; Ladson-Billings, 1998; Valencia, 1997, 2010).  

Although there might be good intentions behind the pobrecito mindset, this 

approach ignores the strengths of Latinx, as well as the systemic inequities that contribute 

to low academic achievement rates. An example of the pobrecito approach in action is 

the implementation of trauma-informed care, which encourages educators to 

acknowledge how severe harm or trauma impacts Latinx students’ physical, emotional, 

and mental well-being and contributes to behavior issues at school (Chafouleas, Johnson, 

Overstreet, & Santos, 2015; Cole, Eisner, Gregory, Ristuccia, 2013; Dorado, Martinez, 

McArthur, Liebovitz, 2016; Ginwright, 2008; Overstreet & Chafouleas, 2016). The focus 

is on empathizing with the trauma behind perceived social and emotional deficits rather 

than acknowledging Latinx students’ resiliency and strengths in experiencing trauma and 

the systemic inequities that contribute to trauma. Studies that document the “academic 

achievement gap” also serve as examples of how research has focused on the academic 

deficits of Latinx students instead of recognizing their strengths and breaking down 

systemic inequities (Gutierrez, 2008). Ladson-Billings (2007) argued that instead of 
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concluding that Latinx students’ low educational attainment lies in their inability to 

perform well on exams, we should place Latinx students’ academic struggles in the larger 

context of social failure including health, wealth, and funding gaps that have impeded 

their success. For this reason, efforts to increase Latinx educational attainment should not 

be based on academics alone, but rather on the underlying problems or as Ladson-

Billings (2006) described it the “education debt,” which includes a historical, moral, 

sociopolitical, and economic debt. Hence, instead of focusing on remediating perceived 

academic and behavior deficiencies in Latinx students, we should dismantle systemic 

inequities, such as the “education debt,” and recognize the strengths of Latinx students. 

Yosso’s (2005) Community Cultural Wealth Model describes six types of community 

cultural capitals (CCCs) or strengths among Latinx students. 

Theoretical Framework: Yosso (2005) Community Cultural Wealth Model 

Community cultural wealth is an “array of knowledge, skills, abilities, and 

contacts possessed and utilized by Communities of Color to survive and resist macro and 

micro-forms of oppression” (Yosso, 2005, p.77). Community cultural wealth includes 

aspirational, familial, linguistic, navigational, resistant, and social capital. Aspirational 

capital is the resiliency to maintain hopes and dreams despite real and perceived barriers 

(Yosso, 2005). Familial capital refers to carrying a sense of community history, memory, 

and cultural intuition (Yosso, 2005). Linguistic capital reflects the idea that students of 

color possess multiple language and communication skills, which include oral histories, 

advice/lectures (consejos), stories (cuentos), and proverbs (dichos) (Yosso, 2005). 

Navigational capital is the ability to maneuver through social institutions that historically 

were not created with communities of color in mind (Yosso, 2005). Resistant capital is 
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the resilience, knowledge, and skills fostered through challenging inequalities (Yosso, 

2005). Finally, social capital is the ability to build networks and use social contacts and 

community resources to attain education, justice, employment, and healthcare (Yosso, 

2005).  
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CHAPTER II 

LITERATURE SYNTHESIS 

 Using the ERIC database, I searched for peer-reviewed articles containing the 

terms Latinx and its synonyms, education or students and their synonyms, and 

community cultural wealth. I limited the search to articles published after 2005 because 

this is the year that Yosso’s Community Cultural Wealth Model was published. This 

approach resulted in 79 articles. I then narrowed my search to only peer reviewed articles, 

which resulted in 54 articles being retained. Of those, 41 were research studies focused 

on Latinx and community cultural wealth. Seven of the articles were about Latinx 

parents. Because my study focuses on community cultural wealth of Latinx students, I 

excluded these articles, resulting in a literature pool of 34, peer-reviewed research 

studies.  

 Of these articles, 12 focused on Latinx graduate students, some of whom are now 

educators at public schools or universities. The unit of analysis in 18 of the articles was 

Latinx college students. In four of the articles, the unit of analysis was Latinx high school 

students. The pool of 34 peer-reviewed articles contained 30 qualitative studies and four 

mixed methods studies. Fully 22 of these studies were set in the Southwest, three took 

place in the Northeast, two in the Midwest, and one in the Southeast region of the United 

States. The remaining six were nationwide US studies. Additional articles were provided 

to me by my dissertation committee and were found through ancestral searches to discuss 

the moderators in this study, teacher-student relationships and school climate, and to 

provide evidence of the relationship between resistant capital and Latinx students’ 

academic achievement in the Pacific Northwest.  
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Community Cultural Capitals and Latinx Academic Achievement 

 A synthesis of literature on Yosso’s (2005) Community Cultural Wealth Model 

revealed that the six types of community cultural capitals (familial, linguistic, resistant, 

aspirational, navigational, and social) all contributed to Latinx students’ academic 

success in elementary school, high school, GED programs, community college, 

undergraduate colleges/universities, and graduate school programs. A common theme 

found in the literature was the interconnectedness of all the capitals in instilling the 

motivation and perseverance for Latinx students to succeed academically. Familial, 

resistant, and aspirational capital interconnected and contributed to Latinx students’ 

academic motivation. Additionally, the interconnectedness of Latinx students’ 

navigational, social, and linguistic capital helped them persevere through school. 

Academic Motivation: Familial, Resistant, and Aspirational Capital  

 As stated previously, familial, resistant, and aspirational capital are all 

interconnected, and all contribute to Latinx students’ academic motivation.  

 Familial Capital. Latinx parents’ absence in school parent organizations or low 

attendance at school events may be seen as deficits or indicators that Latinx students have 

low familial capital (Dinh, Roosa, Tein, & Lopez, 2002; Durand, 2011; Ramirez, 2003; 

Shah, 2009). However, the Latinx students in the literature synthesized here reported 

having a high amount of familial capital in ways that are often unknown or invisible to 

schools. For example, Latinx students explained how their parents supported them 

financially and modeled hard work through their labor-intensive jobs (Aragon, 2017; 

Bejarano & Valverde, 2012; Jimenez, 2016; Peralta, 2013; Perez-Huber, 2009). One 

Latinx student recalled how her dad’s hands and face were scarred from working so hard, 
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“when I saw his face and his hands, I was like, ‘Ugh! This is the reason why I’m going to 

school!’” (Perez-Huber, 2009). Latinx students also reported that their parents talked to 

them about their grades and the value of an education (Chang et al., 2017; Cuevas, 2016; 

Luna & Martinez, 2013; Saenz et al., 2017). Their parents also made sure they attended 

school every day, went to bed early and got up on time, and excused them from work, 

chores, cooking, or family events to give them time for academic commitments (Espino, 

2016; Liou et al., 2009; Locke et al., 2017; Perez, 2017; Perez & Taylor, 2016). Thus, 

Latinx students’ definition and description of their familial capital challenged dominant, 

deficit-based notions of Latinx parental involvement. This parental support or familial 

capital academically motivated Latinx students and helped them develop many other 

types of capital such as linguistic, resistant and aspirational capital (Aragon, 2017; 

Burciaga & Erbstein, 2012; Espino, 2016; Liou et al., 2009; Locke et al., 2017; Perez-

Huber, 2009; Saenz, et al., 2018).  

 Resistant Capital. In addition to familial capital, Latinx students also gained 

resistant capital from their parents (Aragon, 2017; Araujo & Piedra, 2013; Cuevas, 2016; 

Espino, 2016; Locke et al., 2017; Perez, 2014; Saenz et al., 2018; Saenz, et al., 2017). 

Latinx students recalled how their parents modeled the use of resistant capital by 

overcoming racism, microaggressions, work exploitation, and anti-immigrant 

environments. Their parents’ example inspired Latinx students to model the same 

resiliency and strength throughout their challenges at school (Aragon, 2017; Araujo & 

Piedra, 2013; Espino, 2016; Saenz et al., 2017; Saenz, et al., 2018). Many Latinx students 

expressed that being proud of their culture and pursuing an education was an act of 

resistance against social inequities and negative stereotypes of Latinx (Cuevas, 2016; 
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Locke et al., 2017; McWhirter, Gomez, & Rau, 2019; Perez, 2014; Saenz et al., 2017). 

Finally, many Latinx students also developed resistant capital after taking social justice 

courses, joining or forming social justice organizations, getting involved in community 

organizing, and making sense of their personal experiences with inequities (Aragon, 

2017; Chang et al., 2017; Duran & Perez, 2017; Duncheon, 2017; Martinez, 2012; 

McWhirter et al., 2019; Perez, 2014; Perez-Huber, 2009; Perez & Taylor, 2016; Saenz, et 

al., 2018). One Latinx student stated, “we learned about different issues whether history, 

racism, or homophobia...they helped us understand how they operate in society and 

impact my life and my parent’s life” (Aragon, 2017). Therefore, Latinx students built 

resistant capital or the desire to break down stereotypes and inequities, which often 

formed the foundation for their aspirational capital and academic motivation, and was 

associated with their school achievement (Cuevas, 2016; Locke et al., 2017; McWhirter, 

Gomez, & Rau, 2019; Perez, 2014; Saenz et al., 2017).  

Aspirational Capital. As mentioned before, Latinx students’ aspirational capital 

was closely connected to their familial and resistant capital. Some Latinx students’ 

aspirations were based on a duty and responsibility to take care of their family, pay back 

their parents’ hard work and sacrifices, and make their family proud (Aragon, 2017; 

Araujo & Piedra, 2013; Burciaga & Erbstein, 2012; Espino, 2016; Kouyoumdijan et al., 

2017; Liou et al., 2009; Locke et al., 2017; Perez-Huber, 2009; Perez & Taylor, 2016; 

Saenz, et al., 2018). Additionally, many Latinx students expressed that they aspired to 

pursue an education as a form of resistance against social inequities and to break down 

stereotypes about Latinx (Cuevas, 2016; Locke et al., 2017; McWhirter, Gomez, & Rau, 

2019; Perez, 2014; Saenz et al., 2017). In sum, Latinx students’ familial and resistant 
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capital interconnected with aspirational capital and formed the basis of their academic 

motivation. 

Academic Perseverance: Navigational, Social, and Linguistic Capital  

 Latinx students used their navigational, social, and linguistic capital to persevere 

academically.  

 Navigational Capital. Many Latinx students were first-generation college 

students or the first to attend a school in the U.S; thus, they had to use their navigational 

capital to persevere through schools that were historically not created with Latinx 

students in mind to make their aspirations a reality. For instance, they had to navigate 

through poverty, immigration status, and language barriers (Chang et al., 2017; Jimenez, 

2016; Saenz, et al., 2018). Latinx students also navigated through unfamiliar institutional 

systems such as financial aid methods, the college application process, and the pathways 

to graduation (Bejarano & Valverde, 2012; Peralta, 2013; Perez, 2014; Ventura, 2017). 

They had to navigate past cultural barriers, racism and bias in institutions (Espino, 2014; 

Jimenez, 2016; Liou et al., 2009; Perez & Taylor, 2016). One of the primary ways that 

they were able to navigate through these obstacles was with their social and linguistic 

capital (Alarcon & Bettez, 2017; Burciaga & Erbstein, 2012; Duncheon, 2017; Duran & 

Perez, 2017; Straubhaar, 2013).  

 Social Capital. Latinx students built relationships with other students of color and 

staff members of color (e.g., cooks, custodians, and student services workers) on campus 

who gave them insight on how to obtain resources, supported them with learning 

language, offered words of encouragement, told them what courses to take or avoid, and 

informed them about which professors were allies (Alarcon & Bettez, 2017; Burciaga & 
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Erbstein, 2012; Duncheon, 2017; Duran & Perez, 2017; Espino, 2014; Jimenez, 2016; 

Liou et al., 2009; Saenz et al., 2018). Finally, they used their social capital to join social 

justice clubs and multicultural organizations, which became their community or “chosen 

family” and support system on campus (Bejarano & Valverde, 2012; Luna & Martinez, 

2013; Perez, 2014, 2017; Perez-Huber, 2009). Thus, Latinx students’ and community 

involvement contributed to their academic success (Espino, 2014; Jimenez, 2016; Luna & 

Martinez, 2013; Perez, 2014, 2017). 

Linguistic Capital. Latinx students also credited much of their academic 

perseverance to their linguistic capital. Many students reported their linguistic capital was 

based on the intellectual and social skills attained through their bilingualism, which 

derived from their parents communicating with them in Spanish at home and the students 

taking on the responsibility of translating for family members (Aragon, 2017; Burciaga & 

Erbstein, 2012; Jimenez, 2016; Liou et al., 2009; Peralta, 2013; Peralta et al., 2013; 

Perez-Huber, 2009). The linguistic capital that Latinx students built also came from their 

parents sharing oral histories, stories (cuentos), lectures/advice (platicas/consejos), words 

of affirmation, and proverbs (dichos). Growing up in this linguistically rich environment 

taught Latinx students social and political awareness, social and communication skills, 

self-worth and cultural pride, memorization and attention to detail, empathy, morals, and 

values (Chang et al., 2017; Cuevas, 2016; Espino, 2016; Perez, 2014, 2017; Perez & 

Taylor, 2016; Saenz et al., 2017; Straubhaar, 2013). Hence, Latinx students utilized these 

linguistic skills and words of affirmation to persevere through school and reach academic 

success (Aragon, 2017; Burciaga & Erbstein, 2012; Saenz et al., 2017; Straubhaar, 2013).  
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Influence of Teacher-Student Relationships  

 According to the literature, strong teacher-student relationships often affirmed 

Latinx students’ community cultural capitals (CCCs) and increased their academic 

success (Alarcon & Bettez, 2017; Chang et al., 2017; DeNicolo, Gonzalez, Morales, & 

Romani, 2015; Jimenez, 2016; Liou & Rojas, 2016; Martin-Beltran, Montoya-Avila, 

Garcia, Canales, 2018). For example, Jimenez (2016) who graduated with her Ph.D., 

explains that the only Latina teacher she had throughout her K-12 schooling was her 

Kindergarten teacher. Jimenez wrote, “She was one of the most influential teachers I had 

that affirmed my cultural experiences” (p.71). In another study, Latina tenure-track 

faculty reported that they gained support from ‘madrinas’ (the senior Latina faculty) who 

served as role models and affirmed their CCCs (Alarcon & Bettez, 2017). In McWhirter, 

Valdez, and Caban (2013), Latinx participants reported that they believed they would 

graduate because of one teacher’s dedication to them.  

 On the other hand, the absence of strong teacher-student relationships could also 

deny Latinx students’ CCCs or create obstacles for Latinx students to recognize and build 

on their CCCs to succeed academically (Espino, 2014; Jimenez, 2016; Liou et al., 2009; 

Liou & Rojas, 2016; Perez, 2017). For example, one Latinx student stated, “teachers in 

high school, as well as faculty in college/graduate school, served as obstacles to 

achieving educational aspirations and did little to nurture various forms of capital” 

(Espino, 2014, p. 559). In Liou et al. (2009), although some Latinx students defined a 

caring teacher as someone who affirmed their CCCs and challenged them academically, 

the majority of Latinx students did not view their own teachers as caring. In her 

autoethnography, Jimenez (2016) reported her personal experiences with teachers who 
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pushed her out of school and ignored her community cultural wealth; hence, she was 

motivated to become an educator herself and work with a sixth-grade teacher to create a 

community cultural wealth curriculum. For this reason, it is important to consider the 

influence that teacher-student relationships have on the relationship between Latinx 

students’ CCCs and their academic success.  

Influence of School Climate  

 A school’s climate may also influence the relationship between Latinx students’ 

CCCs and their academic success (Aragon, 2017; Arce, 2010; Burciaga & Erbstein, 

2012; DeNicolo et al., 2015; Espino, 2014; Peralta, 2013; Valenzuela, 1999; Ventura, 

2017; Viloria, 2019). For example, one dual language elementary school supported the 

implementation of a community cultural wealth curriculum in third grade (DeNicolo et 

al., 2015). By creating a climate where teachers were welcome to use community cultural 

wealth as a framework for teaching reading/writing, the school found that Latinx students 

who were identified as struggling readers with little participation in class demonstrated an 

increase in class participation and produced a significant amount of writing about their 

own CCC (DeNicolo et al., 2015). The Tucson Ethnic Studies program’s focus on 

community cultural wealth also had academic benefits. Latinx students who participated 

in the program graduated at a rate of 97.5%, compared to the national average of 44% for 

Latinx students (Arce, 2010). Unfortunately, Latinx students’ civic engagement was 

viewed as problematic, and the program was banned. Although Latinx teachers, parents, 

and students protested the ban, the school ignored their voices. Latina doctoral students 

also experienced hostile campus climates where they felt discrimination, stigmatization, 

and tokenism threatened their authenticity and disregarded their CCCs, backgrounds, and 
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cultures (Espino, 2014). In one study, a Latinx student who attended a predominately 

White high school stated, “I don’t like high school. I don’t like the people in it. I don’t 

feel part of it” (Ventura, 2017). Thus, many educational institutions do not create a 

climate where Latinx students’ community cultural wealth is recognized, welcomed and 

valued (Burciaga & Erbstein, 2012; Espino, 2014; Huber & Cueva, 2012; Peralta, 2013; 

Valenzuela, 1999; Ventura, 2017).   

 In contrast, many Latinx students have taken part in what Valenzuela (1999) calls 

“subtractive schooling.”  The subtractive process divests these youth of important social 

and cultural resources, leaving them progressively vulnerable to academic failure 

(Valenzuela, 1999). In other words when institutions “strip away students’ identities” 

they are much more vulnerable and left without resources important to academic success 

(Valenzuela, 1999). McWhirter, Garcia, and Bines (2017) found that school 

connectedness was a mediator, reducing the relationship between discrimination 

experiences and dropouts by 25%. In addition, McWhirter, Luginbuhl, and Brown (2014) 

found that Latinx students in one Northwest state advised schools to increase academic 

achievement by providing more programs and opportunities for belonging, involvement 

and attachment to school. For this reason, it is likely that school climate influences the 

relationship between Latinx students’ community cultural wealth and their academic 

achievement. 

Gaps and Importance of Study 

Most of the studies in this literature synthesis involved a qualitative analysis of 

the relationships between Latinx students’ CCCs and their academic achievement. 

Additionally, the majority of studies used samples of Latinx graduates who had already 
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obtained a level of academic success and were reflecting on their previous schooling 

experiences. My dissertation fills a gap in the research by addressing the topic from a 

quantitative perspective and involving current middle school Latinx students, regardless 

of their academic achievement level. In other words, this study explores whether the 

relationship between Latinx students’ self-reported CCCs and their academic 

achievement exists in middle school. In addition, because prior qualitative studies suggest 

that teacher-student relationships and school climate may have an influence on the 

relationship between Latinx students’ CCCs and their academic achievement, my 

dissertation study tests those influences quantitatively. Finally, this study takes place in 

the Northwest region of the United States, an area that has not been well represented in 

prior research.  

Research Questions 

My dissertation addresses the following research questions: 

1. What are the relationships among middle school Latinx students’ six types of 

CCC (aspirational, familial, linguistic, navigational, resistant, and social) and their 

academic achievement? 

2. Do middle school Latinx students’ relationships with teachers influence the 

relationships among CCC and academic achievement? 

3. Do middle school Latinx students’ reports of equity in school climate 

influence the relationships among CCC and academic achievement? 

  



 

 

 

15 

CHAPTER III 

METHODS 

 In this chapter, I describe the research design, sampling logic, and analytic 

approach used in my study. In addition, I discuss the ways in which I addressed threats to 

internal and external validity.   

Research Design 

I used a correlational research design. Creswell and Creswell (2018) state that the 

correlational design is a nonexperimental form of quantitative research in which 

“investigators use the correlational statistic to describe and measure the degree or 

association (or relationship) between two or more variables or sets of scores” (p.49). In 

this study, I sought to measure the relationship between Oregonian, Latinx middle school 

students’ CCC and their academic achievement. Additionally, I used a moderator analysis 

to examine the influence of teacher-student relationships and school climate on these 

correlations between students’ CCC and academic achievement.  

Unit of Analysis 
 

Babbie (2012) states that the unit of analysis is the what or whom being studied. 

Oregonian, Latinx middle school students were my unit of analysis. Although this is a 

specific group, my unit of analysis was the individual Latinx students. According to 

Babbie (2012), “if the researcher is interested in exploring, describing, or explaining how 

different groups of individuals behave as individuals, the unit of analysis is the 

individual, not the group” (p.97). Because the quantitative data was based on Latinx 

students’ individual insight on their CCC and their academic achievement, my unit of 

analysis was at the individual, student level. 
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Time Aspect 

According to Remler and Van Ryzin (2015), many data are cross-sectional and 

“contain measurements taken at a single point in time” (p.184). In addition, “surveys are 

often cross-sectional, a snapshot of public opinion or behavior during one period of time” 

(Remler & Van Ryzin, 2015, p.184). The data used in this study were extant survey 

responses collected as baseline data for the Juntos Study. Therefore, they were collected 

during one point in time and the time aspect is cross-sectional.  

Sources of Data 

The following sources of data were used to measure the relationship among 

Oregonian, middle school Latinx students’ CCC and their academic achievement, as well 

as how teacher-student relationships and school climate influence these relationships. 

Study Procedure of Extant Data 

 The data used for this study derived from the Juntos Study. Prior to the beginning 

of the study, researchers held conversations with three superintendents from three school 

districts located in the Eugene/Springfield area of Oregon. The Superintendents identified 

two middle schools that were socio-demographically similar (i.e., in regard to percentage 

of students enrolled in free and reduced lunch, emerging bilingual student population) in 

each of their districts to participate in the Juntos Study. One school from each district was 

randomly selected to be the intervention school. The second school served as the control 

school. 

 The Juntos Study included three populations: students, parents/gaurdians, and the 

equity leadership team members (ELTs), which consisted of teachers, administrators, and 

other school staff. To be eligible for the study, families needed to: have a middle school 
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student enrolled in one of the participating schools; identify as Latinx/Hispanic or hail 

from a Latin American or Spanish speaking Caribbean nation; speak Spanish; and be 

available to attend the intervention classes in the event that their child’s school were 

assigned the intervention. My study focused on the Wave 1 assessments, which occurred 

at the baseline before intervention.  

 Recruitment. The Juntos staff worked closely with the school to recruit families 

(students and their parents/guardians) to be participants through phone calls, bilingual 

letters, and public announcements at informational events that took place at the school 

and in community settings (e.g., school orientation, parent/teacher conferences, Spanish 

language church services, and Latino community events). A description of the project 

with contact numbers and consent forms were provided to prospective study participants 

in both Spanish and English. 

 Assessment. All family assessments were conducted over the telephone in either 

English or Spanish depending on the language the participant selected. Juntos Study 

interviewers only conducted in person interviews to participants who preferred this 

method. The Juntos Study researchers had regular contact with families and school staff 

during the school year, to minimize the likelihood that they would move without their 

knowledge. The assessment protocol was culturally sensitive and relevant to make the 

assessments as non-aversive as possible for families. The Juntos research teach 

compensated participants for the completion of the surveys in the form of gift cards. For 

the baseline assessment, parents received $30 for an approximately 45-minute survey, 

and the youth received $15 for an approximately 30-minute long survey. The Juntos 

Study researchers deemed these amounts appropriate for the time commitment. They 
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were not too high to risk coercing participants to take part in the study. The University of 

Oregon IRB reviewed and approved all of the Juntos Study protocols and procedures.  

 Juntos Study Participants. Ninety-five Latinx parents/guardians participated in 

the Juntos Study at Wave 1 of which 95.8% were mothers, 3.2% were fathers, and 1.1% 

were grandparents. The average age of the parents/guardians was 38.5 years old (SD= 

6.46). There were forty-two school equity leaders who participated in Wave 1 of the 

study. Their average age was 42.97 years old (SD =10.37). There was a total of ninety-

five Latinx middle school students in Wave 1 of the Juntos Study. Overall, 54% self-

identified as male and 46% identified as female. The mean age of the students was 11.97 

years old (SD=.95). Again, there were a total of six middle schools in the Juntos Study. 

The Latinx student participation rate at school 1 was approximately 24.1%. In school 2, 

approximately 21.3% of the Latinx students participated in the study. In school 3, 

approximately 20% of Latinx students participated. The Latinx student participation rate 

at school 4 was 14%. At school 5, the Latinx participation rate was 13%. Finally, school 

6 had a Latinx participation rate of 11%. Of the total middle school students, 36.8% were 

in 6th grade, 40% were in 7th grade, and 23.2% were in 8th grade.  

Sampling Logic 

I used a nonprobability, purposeful sampling method to measure the relationship 

between middle school Latinx students’ CCC and their academic achievement. Babbie 

(2012) explains that purposive sampling is “a type of nonprobability sampling in which 

the units to be observed are selected on the basis of the researcher’s judgement about 

which ones will be the most useful or representative” (p.190). As mentioned before, the 

data used in this study were baseline survey data from a larger study, the Juntos Study, 
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where middle school Latinx student, Latinx parent/guardians, and equity school leaders’ 

survey responses were collected. The Juntos Study collected baseline survey data on all 

the participants. Again, schools were randomly selected to take part in the control or 

treatment group. Because I only used the baseline survey data, my sample included every 

Latinx student participant, whether assigned to control or treatment. My research 

questions were focused specifically on Oregonian, Latinx middle school students. Thus, 

only a purposeful sample of the Oregonian, Latinx middle school students were used to 

answer my research questions.  As stated previously, this included a total of 95 

Oregonian Latinx middle school students. 

Academic Achievement: Grade Point Average and Self-Reported Grades  

 The first source of data used to measure academic achievement was Latinx 

students’ grade point average (GPA). The schools provided this data. The second source 

of academic achievement data was Latinx students’ self-reported grades. Latinx middle 

school students were asked to select one of the following responses regarding their 

grades: 8-“mostly A’s”, 7-“mostly A’s and B’s”, 6-“mostly B’s”, 5-“mostly B’s and C’s”, 

4-“mostly C’s”, 3-“mostly C’s and D’s”, 2-“mostly D’s”, or 1-“not passing.” Average 

student GPA and student-reported grades with standard deviations and range are reported 

in Table 1. 

Community Cultural Capitals Sub-Scales  

 Because the Juntos Student Questionnaire was not intended to test CCC 

constructs, I attempted to establish the reliability and content validity of each CCC sub-

scale. Tindal and Marston (1990) define content validity as “the degree to which a test 

has an explicated domain (or universe) represented by items in the test” (p. 121). To 
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establish content validity, I consulted the definition of each type of CCC and used the 

help of members of my committee to match each CCC to one or more existing 

standardized and validated sub-measures on the Juntos Student Questionnaire. Creswell 

and Creswell (2018) argue that “the most important form of reliability for a multi-item 

instrument is internal consistency, which is the degree to which sets of items on an 

instrument behave in the same way” (p. 260). Cronbach’s alpha was used to assess the 

reliability, or internal consistency, of the CCC sub-scales. I ensured that the strength of 

the coefficient for each sub-scale was .70 or higher. See Table A7 in the Appendix for the 

reliability of the independent measures.  

 Items on the Juntos Student Questionnaire were recoded and categorized into one 

of the CCCs (aspirational, navigational, resistant, linguistic, social, and familial) to create 

six separate sub-scales or measures. The Center for Equity Promotion in the UO College 

of Education created the Juntos Student Questionnaire as a composite of several 

standardized and validated measures that had been normed for Latinx populations. 

Aspirational Capital Scale. This sub-scale was computed using the standardized 

and validated Brief 10-item Center for Epidemiological Studies of Depression Scale 

(CESD; Radloff, 1977). The CESD is a measure of self-reported depressive symptoms 

during the past week (e.g., “During the past week... I felt that everything I did was an 

effort,” “I was happy”; see Appendix, Table A1 for a full listing of CESD items). Student 

responses ranged from 1 (“Rarely or none of the time”; less than 1 day) to 4 (“Most or all 

of the time”; 5-7 days). Typically, CESD scales are computed through reversing positive 

responses (e.g., “I was happy”) so that higher final sum scores reflect more self-reported 

depressive symptoms. To compute the aspirational capital sub-scale, items appraising 
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negative feelings instead were reversed so that students’ final higher sum scores reflected 

more positive affect and fewer depressive symptoms. The Cronbach’s alpha for this scale 

computed with this sample of Juntos youth was .76. 

Familial Capital Scale. This sub-scale consists of 6 items and was derived from a 

larger appraisal of parent-youth relationship quality created for the Familias Saludables 

(Healthy Families) Youth Questionnaire (Hyers, 2012). Sample items include, “During 

the last three months…my parents and I regularly did things together we both enjoy” (a 

full listing of items can be found in the Appendix, Table A2). Response choices ranged 

from 1-“Never” to 4-“Often.” Students’ responses were averaged with higher final scores 

reflecting stronger relationships with parents and greater familial capital. The Cronbach’s 

alpha for this sub-scale was .76. 

Linguistic Capital Scale. This is the second sub-scale including 8 items from 

Szapocznik, Kurtines, and Fernandez’s (1980) Biculturalism Scale for Youth.  Items 

appraise a student’s comfort speaking each of Spanish or English at home, in school, with 

friends, and in general (a full listing of items can be found in the Appendix, Table A3). 

Response choices range from 1-“Not at all comfortable” to 5-“Very comfortable.” 

Students’ responses were averaged with higher final scores reflecting greater comfort 

speaking Spanish and English (bilingualism) or greater linguistic capital in various 

domains. The Cronbach’s alpha for this sub-scale was .71. 

Navigational Capital Scale. This is a scale computed from 11 items appraising 

students’ academic self-efficacy and ability to navigate academic systems and to seek 

information relevant to their educational goals (e.g., “I know...  …the steps I need to take 

in order to pursue my educational and/or career dreams”; for a complete list of items, see 
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Appendix Table A4). All items ranged from 1-“Strongly disagree” to 4-“Strongly agree.” 

A mean score for each student’s responses were averaged with higher scores reflecting 

greater academic self-efficacy or navigational capital. The Cronbach’s alpha for this sub-

scale was .90. 

Resistant Capital Scale. This scale is the Children’s Hope Scale from Syder, 

Hoza, Pelham, Rapoff, Ware, Danovsky, Highberger, & Stahl (1997), which is composed 

of 6 items reflecting a student’s ability to persevere (e.g., “Even when others want to quit, 

I know that I can find ways to solve the problem” and “When I have a problem, I can 

come up with lots of ways to solve it”; all items are listed in the Appendix, Table A5). 

Response choices range from 1-“None of the time” to 6-“All of the time.” The resistant 

capital sub-scale reflected 5 of 6 items on the original Children’s Hope Scale (the item “I 

am doing just as well as other kids my age” was omitted); student responses were 

averaged with higher final scores reflecting greater resistant capital or ability to persevere 

in the face of obstacles. The Cronbach’s alpha for student resistant capital was .83. 

Social Capital Scale. This sub-scale combined two distinct scales: the first 

focused on 4 items that appraised peer relationships (e.g., “I can talk to my friend (s) 

when I have a problem”) and the second focused on 13 items focused on a youth’s school 

and community involvement (e.g., “I participate in groups/activities outside of school 

[sports, scouts, soccer, church, music, etc.]”). Both scales were developed by the Oregon 

Social Learning Center’s Latino Research Team (Martinez & Ruth, 2002, 2005). A full 

listing of items for this sub-scale can be found in the Appendix Table A6. Both scales had 

answer choices ranging from 1-“Strongly disagree” to 4-“Strongly agree.” Average 

scores were computed for each student, with higher scores reflecting stronger peer 
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relationships and greater involvement in school and community activities. The Cronbach 

alpha for the sub-scale including all 17 items was .80. 

Moderators: Teacher-Student Relationships and School Climate  

 To measure the moderator of teacher-student relationships and school climate, I 

created two additional subscales from the extant survey data: one for teacher-student 

relationships and another for school climate. Sub-scales were created by Hyers, Martinez, 

& Ruth (2016). See Tables A8 and A9 in the Appendix for a description of all items used 

in these sub-scales. Again, Cronbach’s alpha was used to assess the reliability, or internal 

consistency, of the sub-scales (see Table A7 in the Appendix). 

 Teacher-Student Relationships Scale. This scale contained 11 items reflecting 

students’ perceptions of the quality of their relationships with their teachers (e.g., “This 

school year... I feel at least one of my teachers cares about me”; “This school year... If I 

had a conflict with a teacher, I feel confident we would work through it together”). 

Response options ranged from 1-“Strongly disagree” to 4-“Strongly agree.” All items 

were averaged to create a final score, with higher scores reflecting higher quality teacher-

student relationships. The Cronbach’s alpha for this sub-scale was .91. 

 School Climate Scale. This scale was composed of 15 items appraising students’ 

perceptions of how equitable and supportive they feel their school climate is (e.g., “This 

year, at my school I feel...I am treated with respect and that my opinions matter”). 

Response options ranged from 1-“Strongly disagree” to 4-“Strongly agree.” Items were 

averaged for each student with higher final scores reflecting students’ reports of a more 

equitable school climate. The Cronbach’s alpha for this sub-scale was .89.   
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Analysis  

The following sections describe my data analysis approach. 

Research Question 1 

 I ran Pearson correlations to answer research question 1. I correlated the six types 

of CCCs (aspirational, linguistic, navigational, resistant, familial, and social capital) and 

academic achievement, more specifically GPA and self-reported grades.  

Research Question 2 

To answer research question 2, I conducted a hierarchical multiple regression to 

assess the effects of the moderator variable, teacher-student relationships, on the 

relationships between Latinx students’ CCCs and their GPA and self-reported academic 

achievement. In this analysis, Latinx students’ CCCs were the independent variables 

while GPA and self-reported grades (academic achievement) were the dependent 

variables. First, I centered and standardized all variables to avoid multicollinearity. Then, 

I created the interactions effects manually. Next, I used the regular linear regression 

model in SPSS and a p-value of .05 to measure the significance of each model. In model 

1, I ran the regression without the interaction. In model 2, I included the interaction. 

Finally, I assessed the effects of the moderation by analyzing whether model 2 accounted 

for significantly more variance than model 1. I also conducted the hierarchical multiple 

regression again using PROCESS, developed by Andrew F. Hayes, which does the 

centering and creates the interaction automatically, to check that the results were the 

same.  
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Research Question 3  

For research question 3, I also conducted a hierarchical multiple regression to 

assess the effects of the moderator variable. For this analysis, students’ reported equity in 

school climate was the moderator variable, Latinx students’ CCCs were the independent 

variables, and Latinx students’ self-reported grades and GPA (academic achievement) 

were the dependent variables. Once more, I standardized and centered the variables to 

avoid multicollinearity, calculated the effects manually, and used the regular linear 

regression model in SPSS with a p-value of .05 to measure the significance. Model 1 did 

not include the interaction whereas model 2 included the interaction. To assess the effects 

of the moderator, I analyzed whether model 2 accounted for significantly more variance 

than model 1. Again, I used PROCESS developed by Andrew F. Hayes, which does the 

centering and interaction automatically, to cross-check my results.   
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CHAPTER IV 

RESULTS 

 In this chapter, I provide the results of my study, organized by research question.  

Research Question 1: CCCs and Academic Achievement 

 I found non-significant relations between (a) aspirational capital and either self-

reported grades (r(93)= -.02, p=.98) or grade point average (GPA), (r(93)= -.11, p=.30); 

(b) familial capital and either self-reported grades (r(93)=.19, p=.06) or GPA, (r(93)=.07, 

p=.49); (c) linguistic capital and GPA (r(93)=.09, p=.38); (d) navigational capital and 

either self-reported grades (r(93)=.20, p=.057) or GPA (r(93)=.06, p=.55); (e) resistant 

capital and GPA (r(93)=.15, p=.14); (f) social capital and GPA, (r(93)=.09, p=.37).  

I found a statistically significant positive correlation between self-reported grades 

and linguistic capital (r(93)=.21, p=.03), resistant capital (r(93)=.26, p=.01), and social 

capital (r(93)=.23, p=.02). (see Table 1). 

Table 1 
 
RQ1: Min, Max, Range, Means, Standard Deviations, and Correlations of the Variables 
 
Variable Min Max Range M SD Self-Reported Grades GPA 
Aspirational Capital 1.91 4.0 2.09 3.48 .39 -.02 -.11 
Familial Capital 2.50 4.0 1.50 3.62 .41 .19 .07 
Linguistic Capital 2.75 5.0 2.25 4.27 .48 .21* .09 
Navigational Capital 2.36 4.0 1.64 3.19 .37 .20 .06 
Resistant Capital 2.60 6.0 3.40 4.73 .82 .26* .15 
Social Capital 2.35 3.85 1.49 3.13 .29 .23* .09 
Teacher-Student Rel. 2.64 4.0 1.36 3.27 .37 .21* .07 
School Climate 2.07 3.85 1.73 3.07 .31 .11 -.02 
Self-Reported Grades 2.00 4.0 6.0 6.6 1.15 -- .63** 
Grade Point Average .3 4.0 3.7 2.8 .92 .63** -- 

 

Note. *p <.05. **p <.01.   
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Research Question 2: Teacher-Student Relationships Moderator 

The results of research question 2 are described below by each type CCC.  

Aspirational Capital and Self-Reported Grades 

 Model 1, without the interaction, was not significant, F(2, 88) = 2.19, p =.11. 

Model 2, with the interaction of aspirational capital and teacher-student relationships, 

was also non-significant, F(3,87) = 1.45, p = .23. Model 2 did not account for 

significantly more variance than model 1, 𝑅2 change =.00, p = .88. In both model 1 and 

model 2, the main effect of teacher-student relationships on self-reported grades was 

statistically significant, p =.04 (see Table 2).  

Table 2 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Aspirational Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .047 2.19 88 .047     .11 
    (Constant)      .11  55.58  
    Aspirational     -.06 .11 -.05 -.50 .61 
    Teacher-Student     .25 .12 .21 2.08 .04* 
          

Model 2 .048 1.45 87 .000     .23 
    (Constant)      .12  54.78  
    Aspirational     -.06 .12 -.05 -.50 .61 
    Teacher-Student     .25 .12 .21 2.06 .04* 
    Asp x Teach-Stud     .01 .11 .01 .14 .88 

 
Aspirational Capital and GPA 

Without the interaction, model 1 was not statistically significant, F(2, 91) = .99, p 

=.38. With the interaction term of aspirational capital and teacher-student relationships, 

model 2 was also non-significant, F(3,90) = .81, p = .48. Model 2 did not account for 

significantly more variance than model 1, 𝑅2 change =.006, p = .47. There were no main 

effects on GPA detected for any of the independent variables (see Table 3).  
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Table 3 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Aspirational Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .021 .97 91 .021     .38 
    (Constant)      .09  29.78  
    Aspirational     -.11 .09 -.12 -1.19 .23 
    Teacher-Student     .08 .09 .09 .90 .36 
          

Model 2 .027 .81 90 .006     .48 
    (Constant)      .09  29.47  
    Aspirational     -.11 .09 -.12 -1.18 .23 
    Teacher-Student     .09 .09 .09 .93 .35 
    Asp x Teach-Stud     -.06 .09 -.07 -.72 .47 

 
Familial Capital and Self-Reported Grades 

Model 1, without the interaction, neared significance, F(2, 88) = 2.78, p =.06. 

Model 2, with the interaction of familial capital and teacher-student relationships, was not 

significant, F(3,87) = 1.87, p = .13. Model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.001, p = .72. The main effects of the independent 

variables were not statistically significant (see Table 4).  

Table 4 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Familial Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .059 2.78 88 .059     .06 
    (Constant)      .11  55.95  
    Familial     .15 .12 .13 1.17 .24 
    Teacher-Student     .18 .13 .15 1.39 .16 
          

Model 2 .061 1.87 87 .001     .13 
    (Constant)      .13  50.66  
    Familial     .13 .14 .11 .93 .35 
    Teacher-Student     .19 .13 .17 1.43 .15 
    Fam x Teach-Stud     -.05 .14 -.04 -.35 .72 
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Familial Capital and GPA 

Model 1, without the interaction, was not significant, F(2, 91) = .35, p =.70. 

Additionally, model 2, with the interaction of familial capital and teacher-student 

relationships, was non-significant, F(3,90) = .23, p = .87. Model 2 did not account for 

significantly more variance than model 1, 𝑅2 change =.00, p = .99. The main effects of 

teacher-student relationships and familial capital were non-significant (see Table 5).  

Table 5 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Familial Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .00 .35 91 .00     .70 
    (Constant)      .09  29.58  
    Familial     .04 .10 .04 .43 .66 
    Teacher-Student     .05 .10 .05 .49 .62 
          

Model 2 .00 .232 90 .00     .87 
    (Constant)      .10  26.78  
    Familial     .04 .11 .04 .39 .69 
    Teacher-Student     .05 .11 .05 .46 .64 
    Fam x Teach-Stud     -.00 .11 -.00 -.00 .99 

 
Linguistic Capital and Self-Reported Grades 

Model 1, without the interaction, was statistically significant, F(2, 88) = 3.20, p 

=.04. However, model 2, with the interaction of linguistic capital and teacher-student 

relationships, was not statistically significant, F(3,87) = 2.25, p = .08. Model 2 did not 

account for significantly more variance than model 1, 𝑅2 change =.004, p = .52. In model 

2, main effects of linguistic capital and teacher-student relationships were not statistically 

significant (see Table 6).  
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Table 6 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Linguistic Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .068 3.20 88 .068     .04* 
    (Constant)      .11  56.20  
    Linguistic     .18 .12 .16 1.47 .14 
    Teacher-Student     .17 .12 .15 1.38 .17 
          

Model 2 .072 2.24 87 .004     .08 
    (Constant)      .12  52.27  
    Linguistic     .17 .12 .15 1.35 .18 
    Teacher-Student     .19 .13 .17 1.49 .14 
    Lin x Teach-Stud     -.08 .13 -.06 -.64 .52 

 
Linguistic Capital and GPA 

Without the interaction, model 1 was not significant, F(2, 91) = .47, p =.62. 

Model 2, with the interaction of linguistic capital and teacher-student relationships, was 

also not significant, F(3,90) = .59, p = .62. Model 2 did not account for significantly 

more variance than model 1, 𝑅2 change =.009, p = .36. There were no statistically 

significant main effects detected (see Table 7).  

Table 7 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Linguistic Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .010 .47 91 .010     .62 
    (Constant)      .09  29.62  
    Linguistic     .06 .10 .07 .66 .50 
    Teacher-Student     .04 .10 .04 .43 .66 
          
Model 2 .019 .59 90 .009     .62 
    (Constant)      .10  27.74  
    Linguistic     .05 .10 .05 .50 .61 
    Teacher-Student     .07 .10 .07 .65 .51 
    Lin x Teach-Stud     -.09 .11 -.09 -.90 .36 
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Navigational Capital and Self-Reported Grades 

Model 1, without the interaction, was not significant, F(2, 88) = 2.22, p =.11. 

Model 2, with the interaction of navigational capital and teacher-student relationships, 

was also not significant, F(3,87) = 1.68, p = .17. Model 2 did not account for 

significantly more variance than model 1, 𝑅2 change =.007, p = .43. The main effects of 

the independent variables were non-significant in both models (see Table 8).  

Table 8 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Navigational Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .048 2.22 88 .048     .11 
    (Constant)      .11  55.54  
    Navigational     .10 .19 .09 .56 .57 
    Teacher-Student     .16 .19 .14 .85 .39 
          

Model 2 .055 1.68 87 .007     .17 
    (Constant)      .16  41.21  
    Navigational     .14 .19 .12 .72 .47 
    Teacher-Student     .17 .19 .15 .91 .36 
    Nav x Teach-Stud     -.11 .14 -.09 -.79 .43 

 
Navigational Capital and GPA 

Without the interaction, model 1 was not significant, F(2, 91) = .25, p =.77. With 

the interaction of navigational capital and teacher-student relationships, model 2 was not 

significant, F(3,90) = .30, p = .82. Model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.004, p = .52. The main effects for all independent 

variables were not statistically significant (see Table 9).  
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Table 9 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Navigational Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .006 .25 91 .006     .77 
    (Constant)      .09  29.55  
    Navigational     .01 .15 .01 .07 .93 
    Teacher-Student     .06 .14 .06 .40 .68 
          

Model 2 .010 .30 90 .004     .82 
    (Constant)      .13  22.17  
    Navigational     .03 .15 .03 .20 .83 
    Teacher-Student     .06 .15 .07 .44 .65 
    Nav x Teach-Stud     -.07 .11 -.07 -.63 .52 

 
Resistant Capital and Self-Reported Grades 

Without the interaction, model 1 was significant, F(2, 88) = 4.21, p =.01. With the 

interaction of resistant capital and teacher-student relationships, model 2 was also 

significant, F(3,87) = 3.24, p = .02. Yet, model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.013, p = .26 (see Table 10).  

Table 10 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Resistant Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .087 4.21 88 .087     .01* 
    (Constant)      .11  56.74  
    Resistant     .24 .12 .21 2.03 .04* 
    Teacher-Student     .16 .12 .13 1.2 .20 
          

Model 2 .101 3.24 87 .013     .02* 
    (Constant)      .12  53.73  
    Resistant     .19 .13 .16 1.45 .14 
    Teacher-Student     .19 .12 .16 1.52 .13 
    Res x Teach-Stud     -.14 .12 -.12 -1.12 .26 
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Resistant Capital and GPA 

Model 1, without the interaction, was not significant, F(2, 91) = 1.10, p =.33. 

With the interaction of resistant capital and teacher-student relationships, model 2 was 

not significant, F(3,90) = .75, p = .52. Model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.001, p = .79. The main effects of resistant capital and 

teacher-student relationships were not statistically significant (see Table 11).  

Table 11 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Resistant Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .024 1.10 91 .024     .33 
    (Constant)      .09  29.83  
    Resistant     .13 .10 .14 1.30 .19 
    Teacher-Student     .02 .10 .02 .25 .79 
          

Model 2 .025 .75 90 .001     .52 
    (Constant)      .10  28.07  
    Resistant     .12 .10 .13 1.11 .26 
    Teacher-Student     .03 .10 .03 .30 .76 
    Res x Teach-Stud     -.02 .10 -.03 -.26 .79 

 
Social Capital and Self-Reported Grades 

Without the interaction, model 1 neared statistical significance, F(2, 88) = 2.79, p 

=.06. Model 2 for self-reported grades, with the interaction of social capital and teacher-

student relationships, was not significant, F(3,87) = 1.84, p = .14. Model 2 did not 

account for significantly more variance than model 1, 𝑅2 change =.000, p = .96. The 

main effects of social capital and teacher-student relationships on self-reported grades 

were not significant in either model (see Table 12).  
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Table 12 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Social Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .060 2.79 88 .060     .06 
    (Constant)      .11  55.93  
    Social     .18 .15 .16 1.18 .23 
    Teacher-Student     .12 .15 .10 .75 .45 
          

Model 2 .060 1.84 87 .000     .96 
    (Constant)      .15  44.23  
    Social     .18 .15 .16 1.17 .24 
    Teacher-Student     .11 .16 .10 .70 .48 
    Soc x Teach-Stud     .00 .13 .00 .04 .96 

 
Social Capital and GPA 

Model 1, without the interaction, was not significant, F(2, 91) = .40, p =.66. With 

the interaction of social capital and teacher-student relationships, model 2 was not 

significant, F(3, 90) = .66, p = .57. Model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.013, p = .28. The main effects of all independent 

variables were not significant (see Table 13).  

Table 13 

Hierarchical Regression Results on Moderation Effect of Teacher Student Relationships 

on Relationship between Social Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .009 .40 91 .009     .66 
    (Constant)      .09  29.60  
    Social     .07 .12 .07 .54 .58 
    Teacher-Student     .02 .12 .02 .18 .85 
          

Model 2 .022 .66 90 .013     .57 
    (Constant)      .12  22.88  
    Social     .08 .12 .09 .65 .51 
    Teacher-Student     -.01 .13 -.01 -.11 .90 
    Soc x Teach-Stud     .12 .11 .11 1.08 .28 
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Research Question 3: School Climate Moderator  

 The results of research question 3, the influence of school climate on the 

relationship between CCC and academic achievement are described below. 

Aspirational Capital and Self-Reported Grades 

Model 1, without the interaction, was not significant, F(2, 88) = .70, p =.49. 

Model 2, with the interaction of aspirational capital and school climate, was not 

significant, F(3,87) = 1.20, p = .31. Model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.024, p = .14. In both model 1 and model 2, the main 

effects were not significant (see Table 14).  

Table 14 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Aspirational Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .016 .70 88 .016     .49 
    (Constant)      .12  54.72  
    Aspirational     -.05 .12 -.05 -.45 .64 
    School Climate     .14 .12 .12 1.16 .24 
          

Model 2 .040 1.20 87 .024     .31 
    (Constant)      .12  54.21  
    Aspirational     -.02 .12 -.01 -.17 .86 
    School Climate     .16 .12 .14 1.36 .17 
    Asp x Sch Clim     .12 .08 .16 1.48 .14 

 
Aspirational Capital and GPA 

Model 1, without the interaction, was not statistically significant, F(2, 91) = .55, p 

=.57. Model 2, with the interaction of aspirational capital and school climate, was also 

not significant, F(3,90) = .37, p = .76. Model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.00, p = .86. Finally, there were no significant main 

effects detected for the independent variables (see Table 15).  
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Table 15 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Aspirational Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .012 .55 91 .012     .57 
    (Constant)      .09  29.65  
    Aspirational     -.10 .09 -.11 -1.03 .30 
    School Climate     .00 .09 .00 .04 .96 
          

Model 2 .012 .37 90 .00     .76 
    (Constant)      .09  28.08  
    Aspirational     -.09 .10 -.10 -.98 .32 
    School Climate     .07 .10 .00 .06 .94 
    Asp x Sch Clim     .01 .06 .02 .18 .86 

 
Familial Capital and Self-Reported Grades 

Model 1, without the interaction, was not significant, F(2, 88) = 1.82, p =.16. 

With the interaction of familial capital and school climate, model 2 was not significant, 

F(3,87) = 1.58, p = .19. Model 2 did not account for significantly more variance than 

model 1, 𝑅2 change =1.10, p = .29. In model 2, the main effect of familial capital was 

close to significant, p = .07 (see Table 16).  

Table 16 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Familial Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .040 1.82 88 .040     .16 
    (Constant)      .12  55.41  
    Familial     .20 .13 .18 1.55 .12 
    School Climate     .04 .13 .03 .33 .74 
          

Model 2 .052 1.58 87 .012     .19 
    (Constant)      .13  51.80  
    Familial     .24 .13 .22 1.80 .07 
    School Climate     .04 .13 .03 .32 .74 
    Fam x Sch Clim     .10 .10 .11 1.05 .29 



 

 

 

37 

Familial Capital and GPA 

Without the interaction, model 1 was not statistically significant, F(2, 91) = .37, p 

=.69. Model 2, with the interaction of familial capital and school climate, was also not 

significant, F(3,90) = .34, p = .79. Model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.003, p = .58. Lastly, there were no significant main 

effects on GPA detected (see Table 17).  

Table 17 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Familial Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .008 .37 91 .008     .69 
    (Constant)      .09  29.60  
    Familial     .09 .10 .09 .84 .40 
    School Climate     -.05 .10 -.06 -.53 .59 
          

Model 2 .011 .34 90 .003     .79 
    (Constant)      .10  27.61  
    Familial     .10 .11 .11 .96 .33 
    School Climate     -.05 .10 -.06 -.53 .59 
    Fam x Sch Clim     .04 .08 .06 .54 .58 

 
Linguistic Capital and Self-Reported Grades 

Model 1, without the interaction, was not significant, F(2, 88) = 2.26, p =.11. 

Model 2, with the interaction of linguistic capital and school climate, was also not 

significant, F(3,87) = 1.96, p = .12. Model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.014, p = .25. In model 1, the main effect of linguistic 

capital was close to significant, p = .07 (see Table 18).  
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Table 18 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Linguistic Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .049 2.26 88      .11 
    (Constant)      .11  55.69  
    Linguistic     .23 .12 .20 1.81 .07 
    School Climate     .04 .12 .03 .34 .72 
          

Model 2 .063 1.96 87      .12 
    (Constant)      .13  51.64  
    Linguistic     .20 .13 .17 1.53 .12 
    School Climate     .11 .14 .09 .79 .43 
    Lin x Sch Clim     -.15 .13 -.13 -1.15 .25 

 
Linguistic Capital and GPA 
 

Model 1, without the interaction, was not statistically significant, F(2, 91) = .54, p 

=.58. With the interaction of linguistic capital and school climate, model 2 was also not 

significant, F(3,90) = .46, p = .71. Model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.003, p = .58. Finally, there were no significant main 

effects detected for any of the independent variables (see Table 19).  

Table 19 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Linguistic Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .012 .54 91 .012     .58 
    (Constant)      .09  29.64  
    Linguistic     .10 .10 .11 1.02 .30 
    School Climate     -.05 .10 -.06 -.56 .57 
          

Model 2 .015 .46 90 .003     .71 
    (Constant)      .10  27.41  
    Linguistic     .09 .10 .10 .89 .37 
    School Climate     -.03 .11 -.03 -.28 .77 
    Lin x Sch Clim     -.06 .11 -.06 -.55 .58 
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Navigational Capital and Self-Reported Grades 

Without the interaction, model 1 was not significant, F(2, 88) = 1.90, p =.15. With 

the interaction of navigational capital and school climate, model 2 was not significant, 

F(3,87) = 2.19, p = .09. Model 2 did not account for significantly more variance than 

model 1, 𝑅2 change =.029, p = .10. In both model 1 and model 2, the main effects were 

not significant (see Table 20).  

Table 20 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Navigational Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .042 1.90 88 .042     .15 
    (Constant)      .12   .11 
    Navigational     .27 .17 .23 1.61 .11 
    School Climate     -.05 .16 -.05 -.34 .72 
          

Model 2 .070 2.19 87 .029     .09 
    (Constant)      .14  45.94  
    Navigational     .20 .17 .17 1.16 .24 
    School Climate     .16 .21 .14 .75 .45 
    Nav x Sch Clim     -.19 .12 -.23 -1.64 .10 

 
Navigational Capital and GPA 

Model 1, without the interaction, was not statistically significant, F(2, 91) = .51, p 

=.59. Model 2, with the interaction of navigational capital and school climate, was also 

not significant, F(3,90) = .44, p = .71. Model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.003, p = .57. There were no significant main effects 

detected for the independent variables (see Table 21).  
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Table 21 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Navigational Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .011 .51 91 .011     .59 
    (Constant)      .09  29.63  
    Navigational     .13 .13 .14 .99 .32 
    School Climate     -.10 .13 -.11 -.82 .41 
          

Model 2 .015 .44 90 .003     .71 
    (Constant)      .11  24.90  
    Navigational     .11 .13 .12 .87 .38 
    School Climate     -.05 .16 -.05 -.33 .74 
    Nav x Sch Clim     -.05 .09 -.07 -.56 .57 

 
Resistant Capital and Self-Reported Grades 

Model 1, without the interaction, was significant, F(2, 88) = 3.32, p =.04. With 

the interaction of resistant capital and school climate, model 2 was not significant, 

F(3,87) = 2.24, p = .08. Thus, model 2 did not account for significantly more variance 

than model 1, 𝑅2 change =.002, p = .69. Yet, in model 2, the main effect of resistant 

capital was significant, p = .04 (see Table 22).  

Table 22 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Resistant Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .070 3.32 88 .070     .04* 
    (Constant)      .11  56.21  
    Resistant     .30 .13 .26 2.31 .02* 
    School Climate     -.00 .13 -.00 -.06 .94 
          

Model 2 .072 2.24 87 .002     .08 
    (Constant)      .13  50.42  
    Resistant     .28 .14 .25 2.02 .04* 
    School Climate     .00 .13 .00 .02 .98 
    Res x Sch Clim     -.04 .12 -.04 -.39 .69 
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Resistant Capital and GPA 

Model 1, without the interaction, was not statistically significant, F(2, 91) = 1.54, 

p =.22. Model 2, with the interaction of resistant capital and school climate, was also not 

statistically significant, F(3,90) = 1.03, p = .38. Model 2 did not account for significantly 

more variance than model 1, 𝑅2 change =.001, p = .82. Finally, in both model 1 and 

model 2 the main effect of resistant capital was close to significant, p = .08 (see Table 

23).  

Table 23 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Resistant Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .033 1.54 91 .033     .22 
    (Constant)      .09  29.98  
    Resistant     .18 .10 .20 1.74 .08 
    School Climate     -.10 .10 -.11 -.95 .34 
          

Model 2 .033 1.03 90 .001     .38 
    (Constant)      .10  27.09  
    Resistant     .19 .11 .20 1.71 .08 
    School Climate     -.10 .10 -.11 -.97 .33 
    Res x Sch Clim     .02 .09 .02 .22 .82 

 
Social Capital and Self-Reported Grades 

Model 1, without the interaction, was not significant, F(2, 88) = 2.52, p =.08. 

With the interaction of social capital and school climate, model 2 was not significant, 

F(3,87) = 1.81, p = .15. Model 2 did not account for significantly more variance than 

model 1, 𝑅2 change =.005, p = .51. In both model 1 and model 2 the main effect of social 

capital was close to significant, p =.05 and p =. 06, respectively (see Table 24).  
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Table 24 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Social Capital and Self-Reported Grades 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .054 2.52 88 .054     .08 
    (Constant)      .14  55.75  
    Social     .28 .14 .25 1.95 .05 
    School Climate     -.03 .14 -.03 -.25 .80 
          

Model 2 .059 1.81 87 .005     .15 
    (Constant)      .14  46.90  
    Social     .27 .14 .24 1.85 .06 
    School Climate     .02 .17 .01 .12 .90 
    Soc x Sch Clim     -.08 .12 -.08 -.64 .51 

 
Social Capital and GPA 

Model 1, without the interaction, was not statistically significant, F(2, 91) = .79, p 

=.45. Model 2, with the interaction of social capital and school climate, was also not 

significant, F(3,90) = .88, p = .45. Model 2 did not account for significantly more 

variance than model 1, 𝑅2 change =.011, p = .30. No significant main effects were 

detected for any of the independent variables (see Table 25).  

Table 25 

Hierarchical Regression Results on Moderation Effect of School Climate on Relationship 

between Social Capital and GPA 

Variables Entered 𝑅2 F df 𝑅2 change Beta SE E t p 
Model 1 .017 .79 91 .017     .45 
    (Constant)      .09  29.74  
    Social     .14 .12 .16 1.24 .21 
    School Climate     -.10 .11 -.11 -.89 .37 
          

Model 2 .029 .88 90 .011     .45 
    (Constant)      .11  24.60  
    Social     .16 .12 .17 1.33 .18 
    School Climate     -.17 .13 -.19 -1.28 .20 
    Soc x Sch Clim     .10 .10 .12 1.02 .30 
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Summary of Results by Research Question 

 The main findings in this study are summarized below by research question.  

 Research question 1. Linguistic, resistant, and social capital all had significant 

positive relationships with self-reported grades. The relationship between familial and 

navigational capital and self-reported grades neared statistical significance, and there was 

no statistically significant relationship between aspirational capital and self-reported 

grades. There were no statistically significant relationships between GPA and any of the 

six CCCs (aspirational, familial, linguistic, navigational, resistant, and social).  

 Research question 2. The model with resistant capital and teacher-student 

relationships was significant in predicting self-reported grades. When the interaction 

between resistant capital and teacher-student relationships was added to the model, it was 

also significant. However, there was not a significant 𝑅2 change. Thus, I did not find a 

statistically significant moderation effect of teacher-student relationships on resistant 

capital and self-reported grades. Moderation also did not occur in the model with 

aspirational capital and self-reported grades. Yet, the main effect of teacher-student 

relationships was significant in predicting self-reported grades in these models. The 

regression model with linguistic capital, teacher-student relationships, and no interaction 

did significantly predict self-reported grades, but when the interaction was added, the 

model was not significant and there was no significant 𝑅2 change. Neither the main 

effects nor the moderation effect was statistically significant in the models with social 

capital, navigational capital, familial capital, and self-reported grades. Lastly, no 

statistically significant moderation was found in any of the regression models with GPA, 

and the main effects were not significant in any of these models.  
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 Research question 3. The regression model with resistant capital and school 

climate did significantly predict self-reported grades. However, when the interaction 

between resistant capital and school climate was added, the model was not significant. 

Hence, no moderation occurred. Yet, the main effect of resistant capital was significant in 

the second model with the interaction. No moderation occurred in the models with the 

remaining CCC and self-reported grades. No additional main effects were significant in 

predicting self-reported grades. Moderation did not occur between CCC and GPA. 

Finally, the main effects did not significantly predict GPA. 
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CHAPTER V 

DISCUSSION 

 Latinx students’ self-reported grades and grade point averages were used as the 

instruments to measure academic achievement. Yet, there were discrepancies in the 

results between these two dependent measures. The following section discusses this 

discrepancy and the overall findings in the context of literature on community cultural 

wealth, existing knowledge, a strengths-based approach, and a focus on systemic 

inequities.  

Discrepancy Between GPA and Self-Reported Grades 

Although GPA and self-reported grades did have a significant, positive 

correlation with one another (see Table A7 in Appendix), the results for GPA were 

different than for Latinx students’ self-reported grades. The mean GPA score was 2.8 

with a standard deviation of .92. This is equivalent to having mostly C’s and D’s. The 

mean score for self-reported grades was 6.6 and the standard deviation was 1.15. This 

was equivalent to answering “mostly A’s & B’s” or “mostly B’s” on the survey question. 

Therefore, Latinx students’ self-reported grades were higher than their GPA scores. As 

stated in the literature synthesis, too often research focuses on the deficits of Latinx 

students rather than on their strengths. Too often we look to remediate Latinx students’ 

deficits instead of dismantling systemic inequities. Thus, in the following sections, I 

discuss some systemic inequities and strength-based conclusions that can be drawn from 

the discrepancy between Latinx students’ GPA and their self-reported grades.  
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Strengths of Latinx Students’ Self-Reported Grades  

 Latinx students self-reported grades were higher on average than their GPA 

scores. First, it is important to consider that Latinx students were honest when reporting 

their grades. When looking at the wording of the survey question for self-reported grades, 

it asked Latinx students to select one of the following options: “mostly A’s”, “mostly A’s 

and B’s”, “mostly B’s”, “mostly B’s and C’s”, “mostly C’s”, “mostly C’s and D’s”, 

“mostly D’s”, or “not passing.” It is common for students to have mostly passing or high 

grades, but one or two low or failing grades. Unfortunately, when a student has one or 

two low or failing grade, their grade point average (GPA) drops. Therefore, it is possible 

that a student who selected the survey response “mostly A’s” or mostly “A’s & B’s” was 

being honest but has a lower grade point average due to a few failing grades. 

 Latinx students could have also reported higher grades than their grade point 

average because it is socially desirable or because this was their honest perception of 

their grades. Either possibility can be looked at as a strength. If they were reporting 

grades that are socially desirable, this demonstrates that middle school Latinx students 

understand the negative stigma of having low or failing grades. Provided that this is the 

case, it is a strength that Latinx students understand the benefits of reporting higher 

grades in middle school. If on the other hand, Latinx students reported their honest 

perception of their grades, this could indicate that Latinx students have a positive 

academic self-perception. Having a positive academic identity would be a strength to 

Latinx students’ esteem and confidence. Even more promising is that there were some 

CCCs that were positively associated with Latinx students’ self-reported grades.   
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CCCs Associated with Self-Reported Grades 

 There was a positive relationship between linguistic capital and self-reported 

grades. It is important to note that the variable linguistic capital did not capture the full 

definition that Yosso (2005) provided; it focused on students’ bilingualism and language 

confidence in English and Spanish but did not include the oral and communication 

strengths such as telling oral histories, giving advice/lectures (consejos), telling stories 

(cuentos), and speaking in proverbs (dichos) (Yosso, 2005). Nevertheless, the 

relationship among Latinx middle school students’ self-reported grades and their 

linguistic capital substantiates existing literature where Latinx graduates reported that 

being bilingual gave them intellectual and social skills to navigate through school 

(Aragon, 2017; Burciaga & Erbstein, 2012; Liou et al., 2009; Peralta et al., 2013).  

The middle school Latinx students’ social capital was also associated with their 

self-reported grades. This upholds findings in the literature where Latinx students 

reported using their social capital to persevere through school (Alarcon & Bettez, 2017; 

Bejarano & Valverde, 2012; Jimenez, 2016; Luna & Martinez, 2013). Similar to the 

literature, the scale used for Latinx students’ social capital in this study included student’s 

friendships and involvement in community and school-based organizations. Hence, 

Latinx students social support system could be just as important in middle school and it is 

in higher education.   

Of all the CCCs, resistant capital had the strongest relationship with middle 

school Latinx students’ self-reported grades. Additionally, in the regression models with 

teacher-student relationships and school climate, the main effect of resistant capital 

significantly predicted self-reported grades. Again, Yosso (2005) defines resistant capital 
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as the resilience, knowledge, and skills fostered through challenging inequalities. 

Although the scale used for resistant capital measured Latinx students’ resilience, it did 

not specifically ask them whether they have challenged inequalities. However, findings 

from McWhirter, Gomez, & Rau (2019), reveal that high school Latinx students in the 

Pacific Northwest did have resistance capital, an awareness of inequalities, and how to 

make a difference in their community. McWhirter & McWhirter (2016) also found that 

for high school Latinx students in the Pacific Northwest, critical consciousness was 

associated with post-secondary plans, more engagement in school, and motivation. 

Luginbuh, McWhirter, & McWhirter (2016) found that sociopolitical development 

directly predicted Latinx students’ school achievement and educational outcome 

expectations. Thus, it is possible that this relationship may be stronger if the scale 

captured middle school Latinx students’ socio-political consciousness along with their 

resiliency. Nevertheless, the finding that resiliency itself is connected to Latinx student’s 

self-reported grades supports findings from literature where Latinx graduates described 

their parent’s resiliency as inspiring their own (Aragon, 2017; Araujo & Piedra, 2013; 

Espino, 2016; Saenz et al., 2017; Saenz, et al., 2018).  

Utilizing Latinx Student Strengths in Middle School 

 Again, rather than examining the deficits of middle school Latinx students, it is 

important to search for and recognize their overall strengths.  Although the remaining 

CCCs (aspirational, familial, navigational) were not significantly related to Latinx 

students’ self-reported grades and none of the CCCs were related to GPA scores, Latinx 

students did report having high levels of each CCC. For example, the students in this 

study did have a high amount of aspirational capital. Although there was no significant 
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relationship between aspirational capital and self-reported grades, the literature synthesis 

demonstrated that students’ aspirational capital often derived from other types of capital; 

students aspired to succeed academically because of their family (familial capital) or to 

break down stereotypes of Latinx and combat systems of inequity (resistant capital) 

(Cuevas, 2016; Chang et al., 2017; Luna & Martinez, 2013; Perez, 2017). Hence, it could 

be that aspirational capital needs to be examined with other types of capital in order to 

detect trending or significant associations with students’ self-reported grades.    

 The relationship between familial capital and Latinx students’ self-reported 

grades was close to significant. This did not support findings in which Latinx students 

reported a strong connection between their family capital and academic success (Cuevas, 

2016; Chang et al., 2017; Luna & Martinez, 2013; Perez, 2017; Perez & Taylor, 2016). In 

almost all of the literature, Latinx students expressed that their family helped them form 

many of the other types of capital, such as linguistic, resistant, aspirational (Espino, 2016; 

Locke et al., 2017; Perez-Huber, 2009; Saenz, et al., 2018). In this study, the middle 

school Latinx students also reported having high familial capital. Thus, it was surprising 

that the relationship between familial capital and self-reported grades was not significant. 

However, this could also indicate that familial capital is only associated with Latinx 

students’ academic achievement when it interconnects or is combined with the other 

types of capital.  

Like familial capital, the relationship between Latinx middle school students’ 

navigational capital and self-reported grades was close to significant. Similar to 

aspirational capital, which also did not have a significant relationship, navigational 

capital was largely described as being based in the other types of capital by Latinx 



 

 

 

50 

students. For example, Latinx students stated that they used their social and linguistic to 

navigate through school (Duncheon, 2017; Duran & Perez, 2017; Straubhaar, 2013). 

Thus, the reason there was no significant relationship could be that navigational capital 

alone is not strongly associated with middle school Latinx students’ self-reported grades. 

Like aspirational and familial capital, it is possible that navigational capital may only be 

significant when combined with the other types of CCC. 

 It is also likely that the reason there were so many insignificant relationships in 

this study is because the strengths Latinx students utilize to succeed in middle school are 

different than what is useful in high school or post-secondary school. It is important to 

acknowledge that the middle school Latinx students in this study are much younger in 

age than the high school, college, and graduate students that made up the majority of 

participants in prior CCC literature. Thus, the cognitive abilities of the Latinx students in 

my study was likely lower. However, I would caution against assuming that this 

difference in cognitive ability is an issue. The strengths Latinx students are mobilizing in 

middle school are likely appropriate for their age. Lastly, it could be that these strengths 

are entirely different than Yosso’s (2005) six CCCs and have yet to be identified.  

Dismantling Middle School Systemic Inequities.  

 In addition to acknowledging middle school Latinx students’ strengths, it is 

important to consider systemic inequities that could be contributing to the number of 

insignificant results in this study, as well as the discrepancy between Latinx students’ 

self-reported grades and their GPA. Ideally, if Latinx students are reporting high grades, 

one would hope that their GPA scores would match those reports. Additionally, one 
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would hope that Latinx students’ reports of high amounts of CCCs, would be positively 

associated with their academic achievement.  

 Often, inequities can exist in a school’s climate or among teacher-student 

relationships. Even though school climate and teacher-student relationships were not 

significant moderators in this study, participants did report having positive teacher-

student relationships and an equitable school climate on average. In one of the regression 

models, the main effect of teacher-student relationships significantly predicted self-

reported grades. Therefore, the insignificant relationship between middle school Latinx 

students CCCs and their academic achievement, as well as the discrepancy between GPA 

& self-reported grades, may be due to other systemic inequities. For example, it is 

important to acknowledge that the grade point average system may not be the most 

equitable, objective, and unbiased measure for academic achievement. Often students are 

failing one or two academic core subjects, which can drop a GPA score significantly. 

Unless grading is weighted, it is difficult to improve a GPA score. Therefore, in many 

ways students’ grade point averages are heavily influenced by what students do not know 

and could be considered deficit-based. Also, due to the low stakes environment in middle 

school where GPA is not directly tied to credits, a diploma, or degree, teachers could be 

more inclined to give lower grades. Finally, often grades are tied to homework 

completion. Often inequities (i.e., poor housing, low income, limited food supply, limited 

access to internet, absence of childcare, parent/guardian’s low education level, 

parent/guardian’s high work load) stand as barriers to completing homework in middle 

school. Rather than place the burden on middle school Latinx students and their families, 



 

 

 

52 

perhaps schools should consider more equitable measures for academic achievement 

while working to combat some of these systemic inequities.  

Limitations 

As with all research, my dissertation includes threats to both internal and external 

validity. Because my dissertation uses a single-group design, with data collected from a 

single point in time, the primary threats to internal validity in this study is 

instrumentation and response bias.  

Instrumentation  

 One of the independent variables, linguistic capital, had some limitations. Yosso’s 

(2005) definition for linguistic capital included students’ bilingualism and language 

confidence in English and Spanish, as well as the oral and communication strengths such 

as telling oral histories, giving advice/lectures (consejos), telling stories (cuentos), and 

speaking in proverbs (dichos). Unfortunately, the scale used in this study only measured 

students’ self-reported language confidence or strengths in Spanish and English. 

Therefore, the scale only represented half of Yosso’s definition of linguistic capital. One 

other independent variable that did not fully incorporate the definition provided by Yosso 

(2005) was resistant capital. Yosso (2005) describes resistant capital as the resilience, 

knowledge, and skills fostered through challenging inequalities. The scale used in this 

study did measure Latinx students’ resiliency but did not specifically mention 

inequalities.  

Statistical Analysis 

 Nested data (students inside of schools) was not accounted for with a hierarchical 

modeling approach so the degree of bias is unknown.  
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Response Bias 

  Latinx students’ self-reported grades could have some response bias. Although 

there was a moderately strong and statistically significant positive correlation between 

students’ self-reported grades and their official GPA (R = .63), the two were not perfectly 

related. As a result, analytic results differ depending on whether the dependent variable 

was self-reported grades or official GPA. The discrepancy could be due to students 

wanting to report socially desirable grades. In spite of this, Latinx students’ self-reported 

grades were still included as one of the measures in this study as the two sources of 

achievement-related data added important topics to the discussion regarding the deficit-

based aspects of GPA, as well as middle school systemic inequities and Latinx students’ 

strengths in middle school.  

Threats to External Validity  

 This study focused on Oregonian, Latinx middle school students in three school 

districts. The data may not be generalizable to all Oregonian, Latinx middle school 

students. The three districts included in this study are all located in the Springfield or 

Eugene, Oregon area. This region is different from other areas of Oregon where Latinx 

students live in smaller, rural cities, or more populous urban areas. Although the 

population of Latinx students in Oregon is growing, this study is not generalizable to 

other states with different historical trends in the population of Latinx students. 

Implications for Future Research  

 This quantitative study focused on the relationship between six different types of 

CCC and academic achievement. Due to the lack of quantitative research on this topic, I 

recommend further quantitative research with original scales that are designed with the 
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intent of measuring the CCCs. Linguistic capital had a significant relationship with self-

reported grades, but not GPA. However, this study only measured the bilingual aspect of 

linguistic capital and did not capture the oral communication strengths: oral histories, 

giving advice/lectures (consejos), telling stories (cuentos), and speaking in proverbs 

(dichos). Thus, further quantitative research could include all aspects of linguistic capital 

to see if the relationship between linguistic capital and academic achievement is 

significant. Resistant capital also did not capture the full definition as it focused on 

Latinx students’ resiliency but did not measure resiliency developed from challenging 

inequalities. Therefore, I recommend quantitative research using a resistant capital scale 

that fully measures Yosso’s (2005) definition of resistant capital. Although social capital 

and resistant capital were not significantly associated with GPA, they were associated 

with self-reported grades. Hence, further mixed methods research could explore methods 

for increasing social and resistant capital at the middle school level and measuring 

whether these programs are associated with Latinx students’ academic achievement. In 

addition, more research is needed to explore whether these relationships exist in upper 

elementary school.  

 Familial, navigational, and aspirational capital did not have significant 

relationships with self-reported grades nor GPA. Therefore, further quantitative research 

could explore whether familial, navigational, and aspirational capital are significant when 

combined with the other CCCs or whether they act as moderators and influence the 

strength of the other significant capitals. This might also be worth exploring as Latinx 

students reported the interconnectedness of the CCCs throughout the literature synthesis 

(Espino, 2016; Liou et al., 2009; Locke et al., 2017). The discrepancy between Latinx 
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students’ self-reported grades and their GPA could also be explored further. Future 

qualitative research could compare middle school Latinx student’s academic self-

perception to their GPA scores. Finally, it is important to continue to explore why the 

relationships among Latinx students’ grade point average and their CCC were not 

significant. The literature synthesis demonstrated that the relationship was significant 

among Latinx graduates who obtained success (Aragon, 2017; Liou et al., 2009; Peralta, 

2013; Perez-Huber, 2009). For this reason, it would be interesting to study whether a 

certain amount of CCC, a combination of CCCs, or other CCCs that are not yet identified 

are significantly related to academic achievement among middle school Latinx students. 

Implications of Practice 

 Of the six CCCs examined in this study, resistant capital had one of the strongest 

relationships with self-reported grades. This finding supports the idea that schools should 

offer more programs or clubs/organizations where Latinx students can discuss and 

address sociopolitical issues as resistant capital is built from resiliency and the experience 

of challenging inequalities. As mentioned, McWhirter and McWhirter (2016) found that 

critical consciousness was associated with more academic motivation and post-secondary 

plans. Social capital and linguistic capital were also significantly related to self-reported 

grades. McWhirter and McWhirter (2016) also found that critical consciousness in Latinx 

students in the Pacific Northwest was associated with speaking more Spanish and higher 

participation in social activities. Therefore, the implementation of programs that foster 

critical consciousness would not only build on Latinx students’ resistant capital, but their 

linguistic and social capitals as well.  
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 This study also raised questions regarding the equity of grade point average as a 

measure for academic achievement. Often grades are connected to homework 

completion. However, there are many inequities such as poor housing, low income, 

limited food supply, limited access to internet, absence of childcare, parent/guardian’s 

low education level, parent/guardian’s high work load that contribute to low homework 

completion in middle school. Schools could work to break down these systemic 

inequities. In addition, middle schools might consider designing other measures for 

academic achievement that are more equitable.  

Conclusion 
 

 Instead of focusing on Latinx students’ deficits, this study focused on Latinx 

students’ strengths and dismantling systemic inequities. This study adds to existing 

literature on the important relationship between Latinx students’ community cultural 

capitals (CCCs) and their academic achievement. Specifically, it adds new insight into 

this relationship among middle school, Latinx students in the Pacific Northwest.  

 The measures for academic achievement in this study were grade point average 

and self-reported grades. Latinx students reported higher grades than their GPA. This 

could be because they understood which grades were more socially desirable or because 

they have a positive academic self-perception. Both can be looked at as strengths in 

middle school Latinx students. It was also promising that Latinx students’ linguistic, 

resistant, and social capital were associated with their self-reported grades. This could 

make a case for increasing more socio-political programs, clubs, or organizations in 

middle school. These might provide spaces for Latinx students to build on their existing 

linguistic, social, and resistant capitals or strengths. Even though Latinx students reported 
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that their navigational, aspirational, and familial capitals were high, none were 

significantly related to self-reported grades. This finding creates an opportunity to 

examine whether these capitals are significant when interconnected with the other types 

of capital or whether they act as moderators for the other types of capital.   

 Existing CCC literature demonstrates that when Latinx graduates reflect on their 

previous schooling experiences, their CCCs were significantly related to their academic 

achievement. Surprisingly, none of the CCCs were significantly related to GPA in my 

study. This could be because my participants were in middle school whereas the 

participants in prior literature were mainly high school, college, or graduate students with 

different cognitive abilities. In addition, it could be that Latinx students are utilizing 

entirely different capitals for academic success in middle school than those that were 

identified by Yosso (2005). 

 The Latinx students in this study did report having a high amount of each CCC. 

When middle school Latinx students’ capitals do not positively relate to their academic 

achievement, we should also consider systemic inequities that might be barriers to this 

link. In my study, I found that teacher-student relationships and school climate were not 

moderators on the relationships between CCC and academic achievement. Yet, on 

average, Latinx students did report having positive relationships with their teachers and 

having an equitable school climate. Thus, it is likely that other inequities might influence 

the relationship between Latinx students CCCs and their academic achievement in middle 

school. It is important to note that grades are assigned by teachers and can be subjective. 

For example, because middle school is a low stakes environment, teachers may be more 

comfortable giving lower grades. Additionally, grades are often based on homework 
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completion. Yet, many inequities can stand in the way of a students’ ability to complete 

homework. Thus, schools could consider working to reduce inequities, improving the 

equity of their grading practices, or designing a more equitable measure for academic 

achievement.   

 Again, the Latinx students in this study reported higher self-reported grades, a 

high amount of CCCs in middle school, an equitable school climate, and positive 

relationships with their teachers. Yet, there were few significant results in this study. One 

would hope that if Latinx students are making positive reports on their grades, CCC, 

relationships with teachers, and school climate, that this would be related to their grade 

point averages. For this reason, further research on Latinx students’ strengths and 

equitable changes to school practice are needed to ensure that Latinx students’ strengths 

relate to their academic success in middle school.  
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APPENDIX 

Table A1 

Aspirational Capital Items 

Aspirational Capital Questions Aspirational Capital Scale 
 

1. During the past week...I felt 
depressed. 
 

2. During the past week... I 
felt that everything I did 
was an effort. 

 
3. During the past week... I 

felt fearful. 
 

4. During the past week... My 
sleep was restless. 

 
5. During the past week... I 

was happy. 
 

6. During the past week... I 
felt lonely. 

 
7. During the past 

week...people were 
unfriendly. 

 
8. During the past week... I 

enjoyed life. 
 
9. During the past week... I 

felt sad. 
 

10. During the past week...I felt 
that people disliked me.  

 
11. During the past week... I 

could not "get going.” 
 

 
1 = Most or all of the time (5-7 days)  
2 = Occasionally or a moderate amount of time (3-4 
days)  
3 = Some or a little of the time (1-2 days)  
4= Rarely or none of the time (-1 day) 
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Table A2 

Familial Capital Items 

Familial Capital Questions Familial Capital Scale 
 

1. During the last three months...my 
parents listened attentively when I 
needed to talk to them.  
 

2. During the last three months…my 
parents and I regularly did things 
together we both enjoy. 
 

3. During the last three months…I have 
had several friendly chats with my 
parents. 
 

4. During the last three months…my 
parents have said or done things that 
showed me that they care about/love 
me (like kind words, hugs.) 
 

5. During the last three months…I felt 
close with my parents. 
 

6. During the last three months…my 
parents are aware of the goals I have 
for my life. 

 

 
4=Often 
3=Sometimes 
2=Rarely 
1=Never 
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Table A3 
 

Linguistic Capital Items 

Linguistic Capital Questions Linguistic Capital Scale for All Items 
 
1.How comfortable do you feel speaking 
Spanish at home?  
 
2.How comfortable do you feel speaking 
Spanish at school?  
 
3.How comfortable do you feel speaking 
Spanish with friends?  
 
4.How comfortable do you feel speaking 
Spanish in general?  
 
5.How comfortable do you feel speaking 
English at home?  
 
6.How comfortable do you feel speaking 
English at school?  
 
7.How comfortable do you feel speaking 
English with friends?  
 
8.How comfortable do you feel speaking 
English in general?  
 

 
5= Very Comfortable 
4= Comfortable 
3= More or Less Comfortable 
2= Somewhat Comfortable 
1= Not at All Comfortable 
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Table A4 
 
Navigational Capital Items 
 
Navigational Capital Questions Navigational Capital Scale 
 
1. I take active steps to...understand the 
difference between earning a high school 
diploma and earning a GED.  
 
2. I take active steps to…get involved in 
school activities (homework club, student 
activities, clubs, etc.) 
 
3. I take active steps to…do my best in school 
so I can reach my future education and career 
goals. 
 
4.. I take active steps to…ask my parents to 
help me think about what I want for my 
future. 
 
5. I take active steps to…seek out educational 
opportunities after high school. 
 
6. I know...  …the steps I need to take in order 
to pursue my educational and/or career 
dreams. 
 
7. I know... …what it takes to continue my 
education after high school. 
 
8. I know... …what the educational and career 
choices are for me after high school. 
 
9. I feel...I am a good student. 
 
10. I feel...education is important to me.  
 
11. I feel...I am making the most of my 
education and skills to be successful in life 
after high school.  
 

 
4=Strongly Agree 
3=Agree 
2=Disagree 
1=Strongly Disagree 
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Table A5 

Resistant Capital Items 

Resistant Capital Questions Resistant Capital Scale 
 

1. I think I am doing pretty well. 
 

2. I can think of many ways to get the 
things in life that are most 
important to me. 
 

3. When I have a problem, I can 
come up with lots of ways to solve 
it.  
 

4. I think the things I have done in the 
past will help me in the future. 
 

5. Even when others want to quit, I 
know that I can find ways to solve 
the problem.  

 

 
6= All of the Time 
5= Almost Always 
4= Often 
3= Sometimes 
2= Almost Never 
1= None of the Time 
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Table A6 

Social Capital Items 

Social Capital Questions Social Capital Scale 
 

1. I have at least one good friend at school.  
 

2. I can talk to my friend (s) when I have a problem. 
 

3. I trust my friend(s). 
 

4. My friend (s) are a good support for me. 
 

5. I am happy with my friend group.  
 

6. During the last month, my friends...have been a good influence 
on my life. 

 
7. During the last month, my friends…have taken full advantage 

of school opportunities.  
 

8. During the last month, my friends…have communicated 
respectfully with adults.  

 
9. During the last month, my friends...have tried smoking 

cigarettes.  
 

10. During the last month, my friends...have used alcohol or drugs.  
 

11. During the last month, my friends…have been physically 
aggressive toward other people (hitting, punching, or physically 
threatening). 

 
12. During the last month, my friends… encouraged me to do 

things that I don’t feel comfortable doing. 
 

13. During the last month, my friends...may have been involved in 
gangs.  
 

14.  I get actively involved in school events such as student 
government, sports teams, music groups, etc.  
 

15. I help out in community events such as programs at my church, 
or with other community groups. 
 

16. I participate in groups/activities outside of school (sports, 
scouts, soccer, church, music, etc.) 
 

17. It is important to me to be a helpful member of my community. 

 
4=Strongly Agree 
3=Agree 
2=Disagree 
1=Strongly 
Disagree 
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Table A7 
 
Reliability of Independent Variables 

Independent Variable Cronbach’s Alpha Number of Items 
 
Aspirational Capital 
 
Familial Capital 
 
Linguistic Capital 
 
Navigational Capital 
 
Resistant Capital 
 
Social Capital 
 
Teacher-Student 
Relationships  
 
School Climate 

 
.75 
 
.75 
 
.70 
 
.89 
 
.83 
 
.82 
 
.91 
 
.89 

 
11 
 
6 
 
8 
 
11 
 
5 
 
17 
 
11 
 
15 
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Table A8 
 
RQ 2 Moderator: Teacher Student Relationship 

Teacher Student Relationship Questions Teacher Student Relationship Scale 
 
1. This school year... I have a good relationship 
with at least one of my teachers. 
 
2. This school year... I feel at least one of my 
teachers cares about me. 
 
3. This school year... I feel supported to do my 
best by at least one of my teachers. 
 
4. This school year...  I am treated with respect 
by most of my teachers. 
 
5. This school year... There is at least one 
teacher or adult at my school I feel comfortable 
talking to if I had concerns or conflicts. 
 
6. This school year... I feel my teachers are fair. 
 
7. This school year... I feel my teachers are 
willing to help me if I had a hard time 
understanding something. 
 
8. This school year... I believe my teachers want 
to see me succeed in school and in life. 
 
9. This school year... If I had a conflict with a 
teacher, I feel confident we would work through 
it together. 
 
10. This school year... If I had a problem at 
school, my parents and my teacher would work 
together to solve it. 
 
11. This school year... Most of my teachers 
understand my family’s culture and background. 

 
4=Strongly Agree 
3=Agree 
2=Disagree 
1=Strongly Disagree 
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Table A9 

RQ3 Moderator: School Climate 

School Climate Questions School Climate Scale 
 
1. This year, at my school I feel...I am treated with respect and that 
my opinions matter. 
 
2. This year, at my school I feel…the teachers and administrators 
create a positive learning space. 
 
3. This year, at my school I feel…safe at my school. 
 
4. This year, at my school I feel…my parents know they are 
welcome at my school. 
 
5. This year, at my school I feel… that students get along well. 
 
6. This year, at my school I feel… that we see different races, 
cultures, genders, and differing physical abilities represented in a 
positive way. 
 
7. This year, at my school I feel… the diversity of races, cultures 
and languages of the student body is seen as an asset to this school. 
 
8. This year, at my school I feel… opportunities are available for 
my family members, such as English Language Learner classes, 
computer access, home-language literacy classes, parenting classes, 
etc. 
 
9. This year, at my school I feel… family and community members 
are communicated with in their home language. 
 
10. This year, at my school I feel… there are high expectations for 
all students. 
 
11. This year, at my school I feel… our textbooks and other 
materials reflect the culture and ethnicity of all students. 
 
12. This year, at my school I feel… the cultures and experiences of 
students are welcome in the classroom. 
 
13. This year, at my school I feel… the class materials and readings 
used contain multiple or diverse perspectives. 

 
14. This year, at my school I feel... discriminated against.  

 
15. This year, at my school I feel…like an important member of 
this school. 

 
4=Strongly Agree 
3=Agree 
2=Disagree 
1=Strongly Disagree 
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