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ABSTRACT

ADELANTE! FROM HIGH SCHOOL TO HIGHER EDUCATION: AN ANALYSIS OF THE
ACADEMIC SUCCESS AND PERSISTENCEGF HISPANIC STUDENTS THROUGH\N

EXPECTANCY-VALUE FRAMEWORK

The purpose of this study was to examine relationships between student pre-college
academic perceptions with first-year in college academic experiences, specifically in shef area
academic self-efficacy, academic perseverance, and academic engagement, t@reenttiyrs
for academic success and persistence in college of Hispanic students. An abbreviated version of
the expectancy-value model was utilized as the framework for this Stoelguiding question
for this study was: Do pre-college experiences and beliefs (expectancies for success) as well as
academic engagement (subjective task values) contribute to the academic success (achievement
related performance) and persistence to second year (achievement related choice) for first-year
Hispanic students? The study sample (n = 271) included students at a public Hispanic-serving
institution who completed both the BCSSE and NSSE surveys in the given years of the study.
Findings identified several variables as predictors of achievement-related performance and
choice. The variables identified for achievement-related performance (academic success) were
writing skills, speaking skills, quantitative skills, participation in class discussions, finishing
tasks, gender and type of school attended. The variables identified for achievement-related
choice (persistence) were writing skills and quantitative skills. Additionally, significant
differences were identified by gender for academic self-efficacypgg@neration-status and by

type of school attended for academic engagement.



ACKNOWLEDGEMENTS

| embarked on this doctoral journey several years ago knowing that it would require
patience, time and a lot of hard work. It has taken all of that and more. | could not have
completed this journey without the support of many angels along the way.

First of all, I would like to give thanks to God for favoring me with His grace and
allowing me the ability to keep moving forward even during times of illness or adversity. Thank
you for paving my journey with so many supportive family and friends.

| would like to acknowledge my advisor, Dr. Michael De Miranda, for his unwavering
support and encouragement throughout the years. This journey would not have been possible
without your expertise and continuous support. Thank you for believing in me and for pushing
me to do moreAdelante!

To my wonderful committee member®r. Carlson, Dr. Chavez, and Dr. Gloeckner
thank you for your valuable advice, guidance, and continuous support throughout this journey.
Your contributions have been greatly appreciated.

To my mother, Victoria Moreno-Gonzalez and my grandmothers and-atortsetting
the foundation of strong faith, hard work, and perseverance for our family. Thank you for your
sacrifices, your support and your love.

To my son, Fidel, you are the greatest blessing in my life. Thank you for your support
and sacrifices while | worked on my dissertation. You have grown into a wonderful young man
and have the world ahead of you. Set your goals Migh and live your life with passion. We

only have this one life make it a wonderful journey.



Finally, | would like to recognize the continuous support of my family, friends, and
colleagues throughout this journey. A big THANK YOU: to my awesome partner, Gene, for
filling my life with love, humor, and kindness; to all my beloved family members and my dear
friends for taking care of things for me while | was writing and for always making sure | was
doing okay; and to the many extended family, friends and work colleagues, for being my biggest

cheerleaders. | could not have done it without all of you!



TABLE OF CONTENTS

Y 013 1 = ox SRR T
F N (g [0 1V =T o =T o =T o] S [T
I 0 B 1= o] L= PP PPPPPPPPPPPPPR Vil
IS o ) T = I Vi
(@ gF=T o] (=1 g @ T 1= Sl ] 1 o o (1T ox 1o o 1P 1
Statement of the Research ProbIem ... 3
PUIPOSE OF STUAY ...t e e e e e e e e e e e e et e et e e et s e s s e e eeeaeaeaeeeeeeennsnnnnes 5
RESEAICH QUESTIONS ... ittt et e e e e et e e e e e e ea bt e e e e eestaa e eesesaaaa e eeeesranns 7
Definitions Of REIEVANT TEIMIS .. ..ot r e e e e e e e e e e e e e e e e s s e s aannnns 8
=110 11 €= 11 [ 1 PPPPPPPPRRPRPPRP 9
ASSUMPLIONS & LIMITATIONS ...ttt et et e e e e e e e e e e e e e e e eenee e 10
SIgNIfICANCE OF the STUAY ...oeiiiiiiieiee e e e e e e e e 10
ReESCArChET’™S PEISPECTIVE .....iiiiieiiiie et e e e e e e e e e e e e e e e e e rennes 11
Chapter Two: ReVview Of the LItEIrature ...........oooiiiiiiiiiiii e 13
Demographics and Educational Challenges of Minority Students ............ccccuvviiiiiiiiiiiiiiieeeeeenn. 13
(04 0 F= 11 [=T g [0 PP P PP PPN 14
Student Success through DIffErent LENSES .......cooviiiiiiiiiiiiiii e 16
SUAENT DEVEIOPIMENT ...ttt e e e e e e e e e e e e e e e e e e bbb e eeeees 16
Persistence and REIENTION .........coiiiiiiieeee e e e e e e e e e e e e e e e e e eeeaannnn e eeas 19
First-Generation STUAENES ..........ooeiiiiiiiiiiiie e e e e e e e e e e e e e e e e eeeeaseeann e e eeeeas 23
Y10 [0 [l = gTo = Te =T g1 o P 26
Self-Efficacy and EXPeCtanCy ValUE ............uuiiiiiiiiiiiiiic e 29
Expectancy-Value FramEWOIK..........oiiiiiiiiiiie et e e e e e e e e e eaaaa s 32
Summary Of LItErature REVIEW ..........oii it e et e e e e e e e e aaens 34
Chapter Three: MethOdOIOgY .......coouuiiiiiii e e e e e e e e e e aaees 36
Research Approach and DESIGN .........uuuiiiiiiiiiii e e e e e e e aaaas 36
RESEAICH QUESTIONS ... ittt e e e e e e et e e e et e e eata e e e eata e e sat e e ssan e eeaaneeeerannns 40
RESEAICIN St ... i e e e e e e et et ettt ettt bbb e e e e e e e e e e e e eeeeeeenerrnees 41



Population and SAMPIE ... 42

INSTIUMENTS AN IMBASUIES. ... .eiiiie ettt s e e e e e e e e e et e e e e e eeetabsa e e e e e e eeeeaeeaeeeeeessssnnnnnns 43
Beginning College Survey of Student ENQagement...........coooeiiiiiiiiiiiiiiiiiiiiiieeeeeeeee e 46
INStrument REHADIILY ........ooeiiiiiie e e e e e e e e eees 47
National Survey of Student ENQagemeNnt..........ccoiiiiiiiiiiiiiiiiie e e e 49
INStrument ReHADIILY ........ooeeiiii e e e e e e e e e eees 50

e oot =T o (1 (= PP PPPPUPPPPPRPP 52
D= U= B A oo [ 8 (o) o PSPPI 52
StatISICAl ANAIYSIS .....ciiiieeeiiiee e e e e e e e e e e e e e e e e e e e e e aaaeeaaaaa———— 53

(@ gF=T o] (=T gl oo 10 G T o 1 Vo S 56

DESCHPLIVE STALISTICS ... .cceiiiiiiieeeeeee e e e e e e e e e e e e e e e e e ee e e e e e e e e e e eeeeaeaeeeenees 56

Research Question 1: Academic Self-EffilCacy..........cccovviiiiiiiiiiiiiiicc e 58

Research Question 2: ACAdemMIC PEIrSEVEIANCE .......ccoeiieiviiiiieeeeeeie e e et e e e eraae e eaeens 64

Research Question 3: AcademiC ENQagemeNt ............ooviiiiiiiiiiiiiiie e eeeeeee e e e e 67

Research Question 4: Demographic CharacCteriStiCS...........uuuuiiiiiiiiii e 73
AcademiC SEIf-EffICACY ......couuuiiiiiieie e 73
ACAUEIMIC PEISEVEIANCE ... .ccieeeieeeeeeeeeeeeettee e e e e e e e e e e e e e e e e e e eeeatteassa e a e e aeaeeeeeeeeeeeeeenennnssnnnnaaaeas 75
ACAAEMIC ENQAGEIMENT ...ttt e e e e e e e e e e e e e et r e e e e eeeeeeeeeas 76

Chapter FIVE: DISCUSSION ......ututiiitiiieieiiii e e e e e e e ettt ettt e e e e e e e e e e e e e aa e e s e s e a i annebebbbnsnneeees 80

Overview Of ReSearch ProbIEM ..........eviiiiieie e as 80

Main FINAINGS OF STUAY .....coooiiiiiiii e e e e e e e e e e e e e e e e e e e e e aanns 81
ACAAEMIC SEIF-EfICACY ...t 81
ACATEMIC PEISEVEIANCE .....cceiieiiieeeeeiiiiiiee e e e e e e e e e e e e e e e e e e e eaeaaeaaa e e e e e aeaeeeeeaeeeeeesssennnnnnaaaeeeens 85
ACAAEMIC ENQAGEIMENT ..ottt ettt e e e e e e e e e e e e e e sttt et e e et e e e e e eaeeeeeeas 87

Summary of Findings and Implications for Future Research and Practice ..............ccccoeeeeeeen. 91

] (=] = o = SRR 95
FaY o] o= o [T TP PPPPPPR 107

Vi



LIST OF TABLES

Table 1.1: U. S Census Bureau Educational Pipeline by Ethnicity and Gender............ccccccvvveeeenn. 4
Table 3.1: List of Variables Utilized fOr StUAY.............uiiiiiiiiiiii e 44
Table 3.2 Statistical Methods Utilized for Research QUESLIONS ............coovvviviiiiiiiiiiiiiieeee e, 54
Table 4.1 Demographics of Study SAmPIE .......oovriiiiiiiiii e 57
Table 4.2 Descriptive Statistics for BCSSE Academic Self-Effic&tatements ....................... 59
Table 4.3 Summary of Regression Analysis for Pre-College Academic Self-Efficacy ............... 60
Table 4.4 Descriptive Statistics for NSSE Academic Self-Efficacy Statements.. .........ccccoeeeenn.n. 62
Table 4.5: Summary of Regression Analysis for First-Year Academic Self-Efficacy.................. 63
Table 4.6: Descriptive Statistics for BCSSE Academic Perseverance Statements...........cccccceen... 65
Table 4.7: Summary of Regression Analysis for Pre-College Academic Perseverance................ 66
Table 4.8: Descriptive Statistics for BCSSE Academic Engagement Statements......................... 68
Table 4.9: Summary of Regression Analysis for Pre-College Academic Engagement................. 69
Table 4.10: Descriptive Statistics for NSSE Academic Engagement Statements ......................... 70
Table 4.11: Summary of Regression Analysis for First-Year Academic Engagement ................. 71
Table 4.12: Summary @¢fTest Analysis for Academic Self-Efficacy and Gender ...................... 74
Table 4.13: Summary @¢fTest Analysis for Academic Engagement and Generation.................. 76
Table 4.14: Summary dfTest Analysis for Academic Engagement and School Type................ 78

vii



LIST OF FIGURES

Figure 2.1 Framework of Expectancy-Value Model.................ocooiiiiiiiiiiiiiiinne. 33
Figure 3.1: Graphic of Expectancy-Value Concepts and Research Questions.............

Figure 3.2: Outline of Research Design

viii



CHAPTER ONE - INTRODUCTION

Educatioml attainment has becona@ essentibcomponent for economic success and
social transformation. Allen and Nora (1995) assert that attaining some form of postsecondary
education has become central for successdiyts economic environment. While at one time a
high school education alone was sufficient for continued academic and economic success that is
no longer the case today (American Diploma Project, 2004). Kuh, Cruce, Shoup, &inzie,
Gonyea (2008) propose thabachelor’s degree has now replaced the high school diploma as the
means battaining opportunities for economic and social advancement. Venezia and Kirst (2005)
suggest that middle class status can no longer be attained with only a high school diploma.
Tierney and Hagedorn (2002) agree that obtaining a degree is now a necessity tonaicdieve
class status as well as to realize professional career opportunities. Data released by the United
States Census Bureau (2011) indicate that the difference in earnings over a 40-yeae work lif
between those with a high school diploma émnde with a bachelor’s degree is equivalent to
approximately one million dollars. Similarly, Pascarella and Terenzini (1991) agree that a
bachelor’s degree is now vital to achieve an individual’s economic potential. Seidman (2005)
argues that as a nation, the United States should promote educational attainment for its citizens in
order to remain competitive in the global arena. Higher levels of educational attainment are
linked to economic and social benefits that not only enhance the quality of life for individuals
and their families, but also benefit their communities and society as a whole since educated
citizens tend to be more involved in national and community initiatives (Kuh, Kinzie, Buckley,
Bridges, and Hayek, 2006). The reality, however, does not align with these findings. Statistics

released by the Texas Education Agency (2011) indicate that approximately one third of students



do not even graduate from high school; one third that actually graduate after four years of high
school do not immediately go on to collegad the remaining third graduate from high school

but enter college academically unprepared. Thus, the increasing numbers of students who are
either not completing high school or entering college academically underprepared will
significantly impacthe nation’s current and future social and economic structure.

Higher education plays an important role in the economic and social development, not
only of the nation, but of the individual as well. Bean (1986) noted a linear relationship between
enrollment in higher education and income. The increased demand for higher education also has
a direct alignment with persistence and degree completion. Issues regarding academic
persistence and degree completion have consistently received increased attention in higher
education during the past four decades. Tinto argued that postsecondary institutions should not
only provide access to education but should also provide students “a reasonable opportunity to
participate in college and attain a degree” (Tinto, 1997, p. 1). Students who do not fulfill their
academic goals through the completion of a college degree often encounter fewer job
opportunities, lower income possibilities and less job security. Gladieux and Swail (1998) and
Swalil (2000) linked tgher levels of education to higher income throughout the individual’s
lifetime and have noted that those with less education face greater challenges. Carnevale (2010)
estimated that by the year 2018, 63 percent of jobs will require some level of college degree
attainment. The economic benefits of educational attainment also impact communities by way of
reduced poverty, crime and unemployment rates as well as by increased community and civic

involvement and purchasing power.



Statement of the Resear ch Problem

The United States Census Bureau recognizes a person of Cuban, Mexican, Puerto Rican,
South or Central American, or other Spanish culture as Hispanic or Latino (U.S. Census Bureau,
2008). For the purpose of this study, both of the terms Hispanic and Latino are used
interchangeably. This ethnic group is considered to be the largest and fastest growing minority
population in the United States. Between 2000 and 2010, the Hispanic population grew by 43
percent, roughly 15.2 million people (U.S. Census Bureau, 2011). This increase accounted for
almost half of the total national population growth. Thus, as the United States population
surpasses 300 million, one out of every six individuals identifies themselves as Hispanic or
Latino. This explosive growthas transformed the nation’s demographic map to position
Hispanics as the majority-minority in numerous states across the nation and has increased the
impact and the influence Hispanics have on crucial national issues such as politics, healthcare,
education and the economy. Thus, it is in the best interest of the nation that those in the majority
have the awareness, understanding and education to address these critical issues appropriately.
The Hispanic populatigmwith 54 percent under the age of 30also younger than other
minority groups (U.S. Census Bureau, 2011). Although the number of Hispanic students enrolled
in the myriad educational systems continues to increase, the educational persistence and college
completion rates have not maintained the same pace (NCES, 2011). Thesdfmé{iapanic
population continues to become the majority in the nation, it is imperative to embrace these
changing demographics and identify factors that enhance the educational attainment and
workforce preparation for this minority ethnic group.

To illustrate this educational imperative, data based on the United States Census Bureau

(2011) records, shown in Table 1.1, demonstrates the educational progression and attainment of a



sample of 100 students from five different ethnic groups: African Americans, Asian Americans,
Latinos, Native Americans, and Whites. The first number is each column represents female
students and the second number represents male students. As displayed on the first column,
Latinos ranked below most of the other ethnic groups at the various levels throughout the
educational pipeline, from the high school to the post-graduate level. Additionally, important to
note that Latino females had higher educational attainment rates than Latino males at almost all

levels of the pipeline, except at the doctorate level.

Table1.1
U.S. Census Bureau Educational Pipeline by Ethnicity and Gender (2011)
Latino Native African White Asian
American American American
100/100 100/100 100/100 100/100 100/100
Elementary Elementary Elementary Elementary Elementary
School Student: School Student: School Student: School Student: School Student:
64/61 78174 85/84 88/87 87/91

Graduate From Graduate From Graduate From Graduate From Graduate From
High School High School High School High School High School

11/9.2 11/10.6 14/12 19.5/20 33/32
Graduate Graduate Graduate Graduate Graduate
From College From College From College  From College  From College
3.6/3 5.7/2.2 715 9.4/9.1 15/18.5
Graduate From Graduate From Graduate From Graduate From Graduate From
Graduate Graduate Graduate Graduate Graduate
School School School School School

0.4/0.7 0.4/0.6 0.5/0.6 0.9/1.8 2/5.2
Graduate Graduate Graduate Graduate Graduate

With Doctorate With Doctorate With Doctorate With Doctorate With Doctorate

Fry (2002) and Solorzano, Villalpando, & Osequera (2005) argued that although Latinos
have demonstrated tremendous growth in population, as well as increased enroliment in
educational institutions, they still have the poorest educational attainmeswihate compared
to other ethnic student groups. Fry (2002) asserts that although continuous efforts to increase

educational opportunities for minority students are ongoing, they are more prone to drop out of
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school and still comprise the lowest percentage of students enrolled in college. Solorzano et al.
(2005) stipulated that examining educational and social conditionsathehhance the
educational attainment and completion rates of this growing population is critical. Nora and
Crisp (2009) argued that.atino students were less academically prepared for high school,
during high school and, ultimatelyor college as compared to White students™ (p. 320).
Burciaga, Perez-Huber, & Solorzano (2010) suggest that the future of this nation depends on the
improvement and investment of educational opportunities for the Latino population. Given the
fact that both the growth ohis ethnic population, as well as the demand for a college-educated
workforce are escalating is logical to explore the significant gaps in Hispanic educational
attainment to identify factors that impact these gaps and implement initiatipesitively
influence these factors.
Purpose of Study

Persistence and educational attainment are two areas often examined when determining
student success. Researchers sughgsiultiple factors and experiences influence students’
decisions to persist or drop out of school. Tinto (1993), for example, found that the more
academically and socially involved students were, the more likely they would persist in college.
Astin (1991) reported that integration was particularly important during the first year of college.
Kuh (2001) found that student expectations upon entering college shape their behavior and
adjustment to college. Additionally, Kuh (2001) proposed that student engagement in
educationally purposeful activities is an important component of student success. Similarly, Bean
and Eaton (2000) argued that student perceptions of the campus environment and expectations
are critical determinants of student success and persistence. Research conducted by Upcraft and

Gardner (1989) and Upcraft, Gardner, & Barefoot (2005) identified the first-year of college as a



pivotal year for students to determine whether they will remain in college. Additionally, Mcinnis
(2001) found that students tend to leave school in greater numbers between the first and the
second year of college. Wigfield and Eccles (2000) contend that achievement is determined by
individuals’ choices, persistence, and performance. Achievement is further impacted by the
individuals’ belief on how well they can perform anactivity and the extent to which they value
anactivity (Wigfield, 1994; Wigfield and Eccles, 1992). This notion aligns with the constructs of
the expectancy-value theory which proposes that expectations of success, ability beliefs, and
values associated with certain tasks directly influence achievement and persistence (Wigfield and
Eccles, 2000). Simpkins, Davis-Kean, and Eccles (2006) contend that these expectations and
beliefs determinéhe students’ choices of and engagement in educational activities.

There is limited research on the connection between pre-college expectations and
activities during the first year of college with the impact on the academic success and persistence
of minority students; thus, this study focused on exploring the academic success and persistence
of Hispanic students through an abbreviated Expectancy-Value framework to identify potential
factors that can provide direction for institutional practices. The guiding inquiry for this study
was: Do student’s experiences and beliefs (Expectancies for Success) as well as activities
(Subjective Task Values) contribute to academic success (Achievement Related Performance)
and persistence to second year (Achievement Related Choice) for first-year Hispanic college
students? A quantitative, non-experimental research design utilizing secondary data analysis
explored relationships between student expectations upon entering college and experiences
during the first year of college to identify predictors of academic success and persistence of
Hispanic students. Three components of the Expectancy-Value Model of Achievement

Motivation: (1) Expectancies for Success; (2) Subjective Task Values; and (3) Achievement-



Related Performance and Choices along witee constructs from national student engagement
surveys were utilized for this study. These expectancy-value components align with the

constructs of academic self-efficacy, academic perseverance, and academic engagemgnt to crea
a robust framework. Data from three primary data sources, (1) the Beginning College Survey of
Student Engagemera pre-assessment instrument completed prior to the semester students
enteedcollege; (2) the National Survey of Student Engagement, a post-assessment instrument
completed at the end of ihdirst year of college; and (3) institutional data including

demographics such as gender, generation status, and type of high school attended were examined
and analyzed. This study was guided by the following research questions.

Resear ch Questions

1. Isacademic self-efficacg predictorof academic success and persistence for Hispanic
students at the end of the first year of college?

2. Isacademic perseverance a predictor of academic success and persistence for Hispanic
students at the end of the first year of college?

3. Is academic engagement a predictor of academic success and persistence for Hispanic
students at the end of first year of college?

4. Do the demographic characteristics of gender, generation status, and type of high school
attended account for differences in (a) academic self-efficacy; (b) academic perseveranc
and (c) academic engagement?

Each of the research questions addressed specific components of the Expeataacy-V

model. Research questions 1 and 2 addrds® Expectancies for Success component to
examinestudents’ beliefs of how they would perform on an activity or accomplish a task.

Research question 3 addressed the Subjective Task Value component to examine the level to



which students valued an activity and how that impattteir level of engagement. Eccles,

Adler, Futterman, Goff, Kaczala, Meece, & Midgldy83) found that a student’s “perception of

the value of an activity is more important in determining the decision to engage in that activity,
while the selfeoncept of ability is more important in determining actual performance” (p.113).
Research question 4 examined the extent to which gender, generation status, and type of high
school attended impaad the two components, Expectancies for Success and Subjective Task
Value, and if significant differences exast Collectively, these research questions were meant
to examine iktudent’s perceived expectations upon entering college (Expectancies for Success)
and their experiences during the first year of college (Subjective Task Values) impacted
academic success (Achievement Related Performance) and persistence to second year
(Achievement Related Choice).

Definitions of Relevant Terms

Definitions for terms relevant to this study are provided below:

Academic Perseverance — A student’s persistence on academic tasks in spite of the lack
of motivation or other interests and challenges (BCSSE, 2010).

Academic Success— A grade point average (GPA) of 2.5 or higher at the end of the first
academic year of college, from beginning fall semester to end of spring semester, will indicate
academic success.

Beginning College Survey of Sudent Engagement (BCSSE) — A nationally normed survey
instrument used to collect self-reported information from students entering the first year of
college regarding their high school academic and extracurricular involvement, as well as their
expectations about participation in academic and extracurricular activities during their first year

of college (BCSSE, 2010).



Engagement — Representetly the amount of time and the level of energy that students
devote to educational activities, inside and outside of the classroom. This has been identified as a
best practice in higher education by multiple reseasdiNSSE, 2011).

First-Generation — Students are identified as first-generation if their parents have not
earned a baccalaureate degree from an institution of higher education (Choy, 2001).

Hispanic/Latino — The United States Census Bureau identifies the term Hispanic as an
ethnic classification and defines it as a person of Mexican, Puerto Rican, Cuban, Central or
South American culture or origin (U.S. Census Bureau, 2008). For the purpose of this study,
both the terms Hispanic and Latino were used interchangeably.

National Survey of Sudent Engagement (NSSE) — A nationally normed survey instrument
used to collect self-reported information regarding participation in academic and extracurricular
activities from college students during their first-year of college as well as students in their
senior year of college (NSSE, 2011).

Salf-Efficacy — An individual’s perceived capability or belief that they can perform tasks
which are necessary to achieve their goals (Bandura, 1997).

Delimitations

This study did not include all entering first-year students, but rather only those that
completed both questionnaires. Thus, students who did not complete both the BCSSE and the
NSSE instrumentwere excluded from this study. Data were limited to one particular four-year
public Hispanic serving institution in Texas. Additionally, due to a very high percentage (93%)
of Hispanic student enrollment, the ethnic distribution of the student population is not diverse;

thus, ethnicity was not considered as a véiabhe student sample for this study consisted of all



Hispanic students, which was the population of interest; thus, limiting generalizability to other
institutions.
Assumptions & Limitations

Assumptions of the study included: (1) students will be willing to complete the
guestionnaire and will be honest with their responses; (2) the researcher will be allowed access to
relevant institutional data for analysis; and (3) the sample size of the data set will be adequate to
identify relationships. Limitations identified with research design irextugl) reliance on
students self-reported perceptions about their levels of engagement, self-efficacy, and
perseverance; (2) the study relied on secondary data analysis of existing data sets; (3) the
guestionnaires were completed on a voluntary basis; thus, respondents were not selected at
random; (4) responses were limited to include only the participants who completed the
guestionnaires during the administration and collection timeframe; and (5) the data collected
were particular to only one institution.
Significance of the Study

A growing number of research studies have independently explored the constructs of
expectancy-value, self-efficacy and ability beliefs, as well as student engagement; however, the
focus has mostly been on general student populatmal not specifically on Hispanic students.
Gonyea (2006), for example, explored the relationship between student engagement and selected
outcomes pertaining to gains in general education learning and intellectual skills. While the
study focused on first-year undergraduate students, it did not examine effects on gender or
ethnicity. Similarly, Kuh, Kinzie, Cruce, Gonyea, & Laird (2006) explored relationships between
high school engagement and college expectations of first-year students at liberal arts institutions

however, while minority students were part of the population, White students were

10



predominantly represented in the study. Other studies by Durik, Vida, & Eccles (2006) and
Wang, Willett, & Eccles (2011) found that both engagement and academic motivation influence
astudent’s selection of potential careers. Utilizing an expectancy-value model, Eccles et al.
(1983 found thatan individual’s achievement is influenced by their own expectations as wsll a
by the value they place on specific occupations. According to Bembenutty (2012), Wigfield
recommended that further investigation was needed to determine cultural connections of
students’ expectations and values. The importance of this study lies at the intersection and
urgency of addressing educational disparities within the largest growing demographic group in
our country. This particular study is important because limited research exists on the connection
between pre-college expectations with activities during the first-year of college and the impact
on the academic success and persistence of minority students, particularly those of Latino or
Hispanic descent. Therefore, in hopes of contributing to the research gap relative to the fastest
growing and increasingly important ethnic population, this study émbms exploring the
academic success and persistence of Hispanic students.
Researcher’s Per spective

As a first-generation Hispanic studethis researcher is aware of the challenges Hispanic
students face as they transition through the educational pipeline. Challengestbatdchof
understanding of academic expectations by students as well as by parents, lack of academic
preparation for college, lack smentors to provide guidance and serve as role models, and lack
of financial support are very real to first-generation students and their families. The Hispanic
culture is traditional and family-oriented; thus, many students struggle with the desire and the
responsibility to help family with everyday necessities. These responsibilities are sometimes

greater than an individual’s own needs or goals, especially oneasdemanding and life-alterinas

11



attaining a college education. As a lange higher education administrator at a Hispanic-

serving institution, these scenarios are all too familiar. Although increased attention and services
are now provided to minority and first-generation students, there are still many students falling
through the cracks because of disconnects between their expectations and experiences. It is the
hope of this researcher that this study contributes to the existing research on first-year student
self-efficacy and engagement to facilitate and promote academic success and persistence for

first-generation Hispanic students.
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CHAPTER TWO: REVIEW OF THE LITERATURE

Although Hispanic student enrollment in higher education institutions has increased, the
persistence and completion rates have not maintained the same pace. Given the fact that the
Hispanic population is on the fast track to become the majority population in the United States,
as well as the increased need for a productive and educated workforce, this chapter will review
the emerging body of research and evidence that examines the challenges and progression of this
significant segment of the nation’s population.

Demographics and Educational Challenges of Minority Students

The Hispanic population within the United States has experienced a 43 percent growth
rate between the years of 2000 to 2010 (U.S. Census Bureau, 2011). This tremendous growth has
transformed the demographic map and ethnic diversity of the nation and this transformation is
expected to continue. Along with the increasing population, the number of students entering all
levels of the educational system, from kindergarten to college, has also increased. In particular,
the National Center for Education Statistics (NCES) reports that enrollment rates for high school
age students (16 to 17 years old) increased from 90% to 95% between 1970 and 2009; while
enrollment rates at the college level increased from 37% to 50% within the same time frame
(NCES, May 2011, p. 2). Although, higher education institutions across the nation have
experienced an increase in the enrollment of minority students, a good number of Hispanic
students still fail to make the transition from high school to higher education. NCES (2011) data
indicates that while the overall dropout rate for 16 to 24 year olds has declined nationwide from
14% in 1980 to 8% in 2009, the dropout rates for Hispanics still remain higher than for any other

population grougp. 66). The Pew Hispanic Center (2006) reports that Hispanics have a 9.2%
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dropout rate in comparison to 3.9% for Whites, 6.6% for Blacks, and 2% for Asians. In addition,
NCES (2011) data indicates that the college enrollment rates immediately after high school were
only 62% for Hispanic students as conmgaitio 90% for Asian, 71% for White and 63% for
African American students (p. 16). Another disturbing number is the educational attainment
rates for Hispanics. Data reported by the Pew Hispanic Center (2006) indicated that only 12.7%
of Hispanic studentsttained a bachelor’s degree compared to Whites (31.1%), Blacks (17.7%),
and Asians (49.9%). This daa#firms that Hispanic students have higher dropout rates and
lower college enrollment rates than other population grolipss, although the numbers of
Hispanic students attending college have increased across time, the persistence and completion
rates for this student population have not maintained the same pace (NCES, 2011).
Challenges

Pizzolato, Podobnik, Chaudhari, Schaeffer, & Murrell (2008) suggest that challenges
such as first-generation status, lack of academic preparation, lack of adequate financial
assistance, and lack of knowledge of the collegiate environment may contribute to the lower
persistence and educational attainment rates of minority stud@mnising on Tinto’s notion
that students who are not well integrated in their academic environment are more likely to depart,
Maestas, Vaquera, & Munoz-Zehr (2007) sampled students to measure their academic and social
integration. Significant findings indicated that the ability to pay for school, availability of
academic support programs, faculty interest, and positive racial and cultural awareness all impact
a student’s sense of belonging. Locks, Hurtado, Bowman, & Oseguera (2008) also found that
sense of belonging plays a key role in whether students have a successful transition into college,

whether they persist in college, and eventually whether they graduate from college.
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Another challenge that is important to recognize is the college readiness of this student
population. Conley (2007) defined college readireessshe level of preparation a student needs
in order to enroll and succeed, without remediation, in a credit-bearing general education course
at a postsecondary institution” (p. 5). Venezia and Kirst (2005) found that many students
entering postsecondary education today are not academically prepared for college-level work and
it becomes necessary to enroll in remedial courses. Tinto (1993) argues that this not only
increases the time it takes to complete a degree, but it also increases the cost as well. Data
collected by the National Center for Educational Statistics indicated thatex peghentage of
minority students need to take remedial courses. NCES (2011) reported that in 2007-2008, 31%
of White students took remedial courses compared to A38%0), Black (45%), and Hispanic
(43%) students (p. 70 Indeed, Flores (2007) noted that higher education leaders should
recognize that a more effective job of educating the largest and fastest growing segment of the
population is critical. Brown (2009) agreed that given the population growth and the strong
linkage between education and workforce prosperity, it is increasingly important to address the
need of educating Latinos. Organizations sudixaslencia in Education (2009) recommend
that increased attention be given to the educational achievement of Latinos because of their
status as a majority-minority population, as well as to their increasing economic and civic
contributions (Brown, Santiago, & Lopez, 2003; Santiago, 2009). There are multiple challenges
facing minority students transitioning to higher education. Along with addressing these
challenges on a national level, higher education institutions must look at these challenges
through multiple lenses to identify possible strategies. Multiple characteristics including pre-
college experiences, first-generation status, self-effiGatd engagement, have an impact on

student persistence and success in college. These facteramiaed in the following sections.
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Student Successthrough Different L enses

The pioneer work of multiple researchers has been instrumental in the foundation and
enhancement of theories and models focused on student development and achievement. Evans,
Forney, & Guido-DiBrito (1998) agree that these theories provide higher education professionals
an understanding of the different phases of student growth and development. Theories, while
often viewed as difficult and complex, are valuable in providing researchers direction and
validation. Kerlinger and Lee (2000) define theory as “a set of interrelated constructs,
definitions, and propositions that present a systematic view of phenomena by specifying relations
among variables, with the purpose of explaining and predicting the phenomena” (p. 11).
However, there is no one specific theoretical perspective that can account for all the factors that
influence student success. The theories cited throughout the following sections stem from
diverse perspectives; however, together they provide an understanding of multiple factors that
contribute to the development and success of students and provide the foundation for this study.
Student Development

There is a vast collection of research and literature on student developrigter
education.Chickering’s (1969) influential work on the Theory of Identity Development, and
subsequent revisions with Reisser (1993), introduced seven vectors that symbolize college
student development. They noted that these vectors are fluid and not hierarchical in nature, but
rather that movement across these vectors occurs at different times and with different levels of
intensity depending on the individuals and circumstances. As students transfer from one vector to
another, they develop increased skills and awareness of the different phases (Chickering and
Reisser, 1993). The vectors encompass: (1) developing competémoeagh the ability to

achieve goals and the capacity to cope with intellectual, physical, and interpersonal sjtuations
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(2) managing emotionsby learning to identify different types of feelings and reactions and
developing the ability to respond appropriately; (3) moving through autonomy toward
independence through the enhancement of emotional independence and self-sufficiency; (4)
developing mature interpersonal relationshipsat are characterized by appreciation for
diversity, tolerance and intimacy; (5) establishing identiby recognizing sense of self and
becoming comfortable with individual competencies, appearance, sexual-orientation, and self-
esteem ; (6) developing purpaeséhrough increased recognition of abilities and life goals; and
(7) developing integrity- through recognition of own values and interests as well as respect of
others values and opinions. Chickering and Reisser (1993) proposed that these vectors are
representative of the direction and complexity of college student development.

Spady (1970) proposed that a student’s interactions within a college environment
ultimately influenced development, academic performance, and social integration. Astin (1977,
1993), through the Theory of Involvement, suggested that student growth occurs through a
combination of characteristics brought in when entering college as well as the experiences and
environment encountered during college. He noted that involvement with faculty and peers not
only enhanced student growth but also impacted persistence in and completion of college.
Similarly, Beans (1982) Model of Student Attrition argudeht a student’s interaction with an
institution influenced student satisfaction and ultimately student persistence at that institution.
Pascarella and Terenzini (1991, 2005) argued that although theories are essential for the
understanding of student development, of equal importance is the development of college impact
models to help institutions establish structures facilitating student learning and success. Tinto
(1993, 2001) added to the body of literature through his work on student involvement and

persistence. He proposed that the academic and social integration of students with peers and
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faculty leads to greater goal and institutional commitment. Thus, he contended that increased
student involvement leads to greater persistence, especially during the first year of college. His
seminal work on student involvement and persistence has been extended into other studies
measuringdlege impact. The work of Kuh (2003) has brought national attention to student
engagement in educationally purposeful activities and how these activities lead to academic
success, persistence, and completion.

Pascarella and Terenzini (2005) grouped student development theories into two main
categories- developmental and college impact. They determined that developmental theories
evaluate the individual developmental process, while college impact theories evaluate the
changes associated with the experiences students have while enrolled in college. These
experiences allow students to establish their own sense of self and identity. Torres, Jones, &
Renn (2009) asserted that discovering their abilities and strengths, as well as establishing goals
are all parbf the process of creating that sense of identity. Pascarella’s (1985) general causal
model suggested that five sets of variables contribute to this development. In essence, the model
stipulates that the student’s background and pre-college traits as well as the institutional
characteristics together shape three key variabiestitutional environment, student interactions
with faculty and peers, and quality of student effoadl of which impact student learning and
development. Similarly, Bandura (1®&rgues that “human functioning is explained in terms of
a model of triadic reciprocity in which behavior, cognitive and other personal factors, and
environment all operate as interacting determinants of each other” (p.18). Kuh, Kinzie, Buckley,
Bridges, & Hayek (2006) agree that the experiences students have before they begin college
determine their level of development and their likelihood of obtaining a college degree. This

section has illustrated that multiple researchers concur that student-faculty interactions, peer
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interactions, and educational environments all influence how students construct their identity.
The seminal work of these researchers has influenced multiple studies in the field of student
development.
Persistence and Retention

Spady (970) drew on the concept of Emile Durkheim’s theory of suicide to develop the
Sociological Model of the Dropout Process, a comprehensive model that illustrates factors
impactingstudent attrition. Spady’s assumption was that

the dropout process is best explained by an interdisciplinary approach

involving an interaction between the individual student and his particular

college environment in which his attributes (i.e., dispositions, interests,

attitudes, and skills) are exposed to influences, expectations, and demands

from a variety of sources (including courses, faculty members, administrators,

and peers) (p. 77).

Spady (1970) proposed that the resulting interaction allows students to “assimilate
successfully into both the academic and sociaksystf the college” (p. 77). This theoretical
model proposed that four variablesamily background, academic potential, normative
congruence, and friendship suppdrtfluenced student development, academic performance and
social integration. Spady (1970) noted that each college student brings in values and
expectations shaped by their family background and pre-college experiences. The assumption is
that these experiences provide the ability to adjust to the college environment. Similarly,
student’s academic potential influences their intellectual growth and academic performance in
college. Spady (1970) proposed that normative congruence is the intersection and compatibility
between the characteristics students bring in and those developed while in college. This variable,
together with friendship support, account for ¢helent’s social integration in college. Spady

(1970) contended that these four variables, when combined wittutleet’s satisfaction with

and the commitment to the institutiompact thestudent’s decision to persist in college.
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Bean’s (1982) Industrial Model of Student Attrition, incorporated variables that reflect a
student’s interaction with an institution, such as grades, self-development, participation, and
organizational memberships, and proposed that the combination of multiple variables influenced
student satisfaction, and ultimatetypacted student persistence. Bean’s model incorporated
two external variables the opportunity to transfer and the probability of getting marribdth
of which strongly impact the decision to persist. Bean (1982) arguethd¢isaident’s “intent to
leave is the best predictor of attrition” (p. 25).

Tinto’s (1975, 1987, 1993) Student Departure Model built on the work of Durkheim and
Spady. His seminal work depicting student departure is widely used and often cited by
researchers when discussing student attrition. Through this model, he analyzed how the
combined characteristics of family background, individual attributes, and pre-college education
impacted intellectual development and interactions with peers and faculty. Tintg (1987
contended, as did Bean (1982), that increased goal commitment leads to higher grade
performance and intellectual development which ultimately lead to academic integration. By the
same token, increased peer-group and faculty interactions lead to social integration. Ultimately,
Tinto (1993) found that academic and social integration impact goal and institutional
commitment and influence student persistence.

Tierney (1992) found that three entities benefit from successful student retention: first,
students reap the rewards of a college degree; second, institutions naimamme stream
from student attendance; and lastly, society bestedim skilled and productive citizens. Tierney
(1992) considexd Tinto’s work as a “widely accepted and sophisticated analysis” (p. 615).

However, Tierney noted that although Tinto does incorporate culture in his framework, it was

not expanded to include critical groupse Bigued thafl'into’s model did not take into account

20



integration differences based on class, race, or gender, all of which are important to consider
when examining the participation and retention of underrepresented groups.

Astin (1993) suggested that the decision to attend college is one of the most influential
decisions with significant future impaietan individual’s life. He argued that although
attending college is a decision that may not be applicable to all students, for those who do choose
to attend college, the decision of which college to attend and what degree program to major in
are vital predictors of persistence and completion. This is especially true for underrepresented
and minority populationsAstin’s input-environment-outcome (I-E-O) model has been an
influential guide for studying college impact. The basic elements of this model examine three
areas: (1) Inputcharacteristics that students bring with them when they enter college, such as
familial background, demographic characteristics, and pre-college academic and social activities;
(2) Environmentthe experiences, programs, and people students encounter upon entering
college; and (3) Outcomeshe student’s characteristics, such as knowledge, skills, attitudes, and
behaviors, after exposure to the environment. Astin (1993) ceddmat student growth can be
determined by comparing the input and outcome characteristics and also noted that student
involvement with faculty and peers not only promotes growth, but also impacts retention as well
as degree attainmenkascarella and Terenzini (2005) agreed with Astin’s and Tinto’s findings
which sugges&dthat the inputs through the student’s engagement within the institutional
environment shape the outcomes; thus, impacting student change. Both researchers found that
academic and social integration are critical factors intildent’s decision to persist in college.

Nora and Cabrera’s (1996) Student Adjustment Model, drawing from Tinto’s and Bean’s
theoretical frameworks, extended the notion that the connection between the student and the

institution is a strong indicator of persistence. Arbona and Nora (2007) noted that student
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experiences with faculty, peers and staff collectively enhance the student’s allegiance to the
institution and their commitment to obtaining a degree. Expanding on this model, Nora (2002
proposed the Student/Institution Engagement Model to emphasize the importance of the
interaction between the student and the institution. Nora reasoned that students bring a distinct
set of characteristics when they enter school, such as financial situations and academic
accomplishments, as well as environmental factors, such as work and family responsibilities,
which impact their transition and adjustment to school. Similarly, Cabrera and Nora (1994),
Cabrera, Nora, Terenzini, Pascarella, & Hagedorn (1999), and Nora, Cabrera, Hagedorn, &
Pascarella (1996) all concurred thatwalent’s commitment to school and to degree completion

is strengthened by the support they receive from the institution as well as through their
interactions with faculty, staff, and peers in academic and social environments.

Adams and Marshall (1996) state that establishing a sense of belonging allows
individuals to feel a connection with the institution they are attending. Astin (1977,1993)
contended that this sense of belonging is a key factor which can often determine whether an
individual experiences a successful transition to college and eventually remains in college. Kuh,
Kinzie, Buckley, Bridges, & Hayek (2006) proposed that student success encompasses not only
academic achievement, but also engagement in effective educational practices such as effective
study skills, time management, and the ability to work in groups have all been found to
positively contribute to persistence and academic success. Other challenges that have been found
to have an impact on minority student retention include lack of academic preparation in high
school (Benitez, 1998), lack of commitment to educational goals (Hurtado, Milem, Clayton-
Pedersen & Allen, 1999), increased family pressures and obligations (Hurtado and Ponjuan,

2005) lack of integration with institution (Swail, Cabrera, Lee, & Williams, 2005) and lack of
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adequate financial assistance (Arbona and Nora, 2007). Swail et al. (2005) argued that the fact
that certain student populations, such as minority students, have lower participation rates in
effective educational practices may help explain the level of persistence rates.

First-Generation Students

Many Hispanic students in higher education today are recognized as the first individual in
their families to attend college. The term first-generation is most frequently used to identify
students whose parents have not earned a baccalaureate degree from an institution of higher
education (Choy, 2001). Results from the National Survey of Student Engagement (2011)
indicate that approximately half of the students coming into college report having at least one
parent with any type of postsecondary education. While first-generation students exist in every
racial group, minority groups exhibit greater numbers in this category. The Higher Education
Research Institute (2007) found that although the overall numbers of incoming first-year students
identified as first-generation have been steadily declining, the numbers for minority students are
still high.

According to Terenzini, Springer, Yaeger, Pascarella, & Nora (1996), the literature on
first-generation students can be grouped into three categories. The first category focused on the
academic preparation, goals, and background characteristics. Overall, they found that first-
generation students, when compared to other students, were more likely to be less academically
prepared for college (Billson and Terry, 1982), have lower or unrealistic educational
expectationgYork-Anderson and Bowman, 1991), and receive less information from their
families regarding college matters or activities (Stage and Hossler, 1989). Choy (2001) argued
that the probability of first-generation students enrolling in college was related to the educational

levels of their parents. Similarly, Thayer (2000) noted that first-generation students do not have
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the benefit of learning about college experiences from their family members. Brown, Saatiago,
Lopez (2003) agreed that first-generation Latino families face an information gap because their
parents may be limited in their ability to understand and maneuver through the higher education
system. Additionally, Schmidt (2003) proposed that the academic preparation of Hispanic
students is deficient nationwide because of lower scores on college entrance exams as well as the
increased need for remedial courses, particularly in math and English. Furthermore, Warburton,
Bugarin,& Nunez (2001) argued that first-generation students were likely to have lower high
school grade point averages as well as lower scores on college entrance exams. Harrell and
Forney (2003) reiterated that rigorous academic preparation in high school will increase the
likelihood of college success and decrease the need for remedial coursework. Adelman (1999)
reported that Hispanic students generally score lower than other ethnicities on college entrance
exams; however, the results were even lower for students identified as first-generation.
Additionally, Harrell and Forney (2003) found that Hispanic parents were the least likely group
to obtain college degrees; thus, were least prepared to contribute knowledge about the college
process to their children.

Terenzini et al. (1996) indicated that the second category focused on transitioning from
high school into higher education. Review of the literature proposed that several factors may
contribute to first-generation students having a more difficult transition than other students.
Upcraft and Gardner (1989) argued that the first year of college experience is important to ensure
future college success; thus, it is especially important for first-generation students who may face
additional challenges when transitioning into higher education. Schmidt (2003) found that
Hispanic students do have strong parental encouragement to attend college; however, first-

generation students may not have anyone in their immediate family that can provide appropriate
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insight into the college environment. Vargas (2004) argued that minority and first-generation
students were more likely to lack understanding of the higher education process including
admission procedures, financial availability and selection of academic major or career choice.
For this reason, Choy (2001) proposed that first-generation students were more likely to delay
entry into college. Similarly, Arbona and Nora (2007) found that due to the lack of financial
resources as well as academic preparedness, first-generation students may initially enroll in
community colleges but may never even transfer to four-year institutions or complete their
degree. In addition, Thayer (2000) suggested that first-generation students may also encounter a
conflict between the home and the college environment. Furthermore, Choy (2001) proposed that
many first-generation students may work full-time and attend college part-time because of their
sense of responsibility for helping with family needs.

The third category identified by Terenzini et al. (1996) examined the effects of student
experiences. They found that the levels of student engagement as well as student’s perception of
self-efficacy play a significant role on persistence and completion of college. First-generation
students, however, seemed less likely to be academically or socially integrated in college. Pike
and Kuh (2005) examined 3,000 undergraduate students to assess if differences in their levels of
engagement in college were due to first-generation status. They found that first-generation
students may be less engaged in college because they may have very few, if any, experiences
with college campuses or role models to support college related activities or behaviors.
Additionally, they reported that first-generation studehick of engagement may result from
lower educational aspirations or lack of established social networks of support (p. 292).
Increased levels of engagement were found for first-generation students who lived on campus. In

a separate study, Cruce, Kinzie, Williams, Morelon, & Yu (2005) examined the student
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responses from the pilot administration of the Beginning College Student Survey of Engagement
(BCSSE) to determine if academic self-efficacy was a factor in academic achievement for first-
generation sidents. Their findings indicated that student’s perceived academic preparedness

differed based on parent’s education. First-generation students entering college had lower
academic self-efficacy than students with parents with a college degree. Additionally, Cruce et
al. (2005) found that student-teacher interactions had a positive effect on academic self-efficacy,
more so for first-generation students than for other students.

Overall, the literature suggests that first-generation students seem to be at a disadvantage
due to multiple factors including weaker academic preparation prior to college as well as lack of
familial knowledge of the workings of the higher education system. Additionally, the social and
academic transitions from high school to higher education may prove to be more difficult for
first-generation students in terms of family support and responsibilities.

Student Engagement

Research studies indicate that the experiences studentsnioncpllege are important
factors. Allen (1999) found that factors such as high school rank, financial aid status, and
parental education had significant effects on the student's performance and persistence. Allen
(1999) also noted that minority students, when compared to non-minority students, were most
affected by their academic performance during their first year of college as well as by their high
school rank and their desire to complete college. Ishitanti and DesJardins (2002) suggested that
students with higher levels of degree aspirations and with mothers having at least an
undergraduate degree were more likely to persist in college. Cole and Dong (2011) found that
students’ pre-college experiences serve as predictors of academic engagement during their first

year of college. Astin (1993) agreed that high school academic engagement can be associated
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with first-year academic engagement. Many institutions now offer first-year initiatives such as
learning communities or freshmen seminars to engage incoming students. Gardner, Barefoot, &
Upcraft (2005) proposed that these initiatives have been found to enhance successful transitions
for incoming high school students, particularly for first-generation students. Cole and Dong
(2011) found that high school experiences, engagement, and academic achievement are all
important predictors of student success. Cole and Kinzie (2007) propose that pre-college
achievement and behaviors relate to the academic performance and behaviors while in college.
Therefore, Cole and Kinzie (2007) suggested that prior high school engagement is an indicator of
engagement in college.

Student engagement, or involvement, is identified in the literagmdactor that may
enhance thetudent’s overall educational experience. Multiple researchers have found that the
amount of time and the level of energy that students devote to educational activities, inside and
outside of the classroom, are effective predictors of student development and success. In an
effort to develop a set of principles that could span across undergraduate education, Chickering
and Gamson (1987) identified seven effective educational practices that enhance student
learning. These seven practices include: (1) student-faculty contact; (2) cooperation among
students; (3) active learning; (4) prompt feedback; (5) time on task; (6) high expectations; and
(7) respecting diverse ways of learning. These principles have been widely distributed in higher
education as well as incorporated into other adaptations. For example, Ewell and Jones (1996)
added these principles to a larger list of practices which appeared in the influential report,
Making Quality Count in Undergraduate Education (1995), issued by the Education

Commission of the States. Additionally, building upon these educational practices, Ewell led the
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creation of the National Survey of Student Engagement (NSSE) which has become a prominent
instrument widely used in higher education to measure student engagement.

Kuh (2003) proposed that both the student, through the time and energy they devote to
educationally activities, as well as the institution, through the implementation of effective
practices, must be involved in the engagement process. As Astin §:8&d)“Students learn
by becoming involved” (p. 133). Engagement occurs at all levels of the educational process, not
only through classroom activities and experiences, but also through activities that occur outside
of the academic environment. Kuh, Kinzie, Schuh, & Whitt (20@5¢ve that “what students
do during college counts more than what they learn and whether they persist in college than who
they are or even where they go to college” (p. 8).

Astin’s (1993) Student Involvement Theory focused on the behavioral aspects that impact
student development, not only through academic activities, but also through interactions with
faculty and students and involvement in university organizations and activities. Astin (1993)
argued that in order for growth or development to take place, students need to be involved in the
environment. In addition, Astin (1993) found that positive associations with retention occurred
most often when student characteristics indicated higher levels of involvement with faculty,
peers and academics.

The literature indicates that there is growing focus on and increased importance placed on
high impact practices. Institutions would benefit from incorporating engagement opportunities
for students and faculty. In addition, given the increased focus on accountability measures for
access, completion, retention as well as for transparency of data and resource allocation,
understanding and enhancing student engagemautitical element for institutions of higher

education.
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Self-Efficacy and Expectancy Value

The constructs of ability beliefs and expectancy-value are included in several models and
theories. Pintrich and Schunk (1996) suggested that both self-efficacy and expectancy-value are
types of research that can be conducted to explore expectancy beliefs. Bandyrpr(ified
that self-efficacy isn individual’s belief or perception of their capacity to perform in a certain
manner to achieve certain goals. Self-efficacgygentral concept dBandura’s social cognitive
learning theory and applies to axividual’s judgment of their capability to perform specific
tasks in specific situations. According to Bandura (1997), people with high self-efficacy are
more likely to view difficult tasks as something that needs to be mastered rather than avoided.
Thus, students will be more inclined to take on tasks, such as school and coursework, if they
believe they can be successful. Similarly, Bandura (1997) reported that students are more likely
to be motivated and persist longer if they believe they can accomplish the task. A student’s
beliefs in their own abilities affect their academic achievement and eventually their academic
goals; therefore, students may engage in activities they feel competent in and avoid those they do
not have the same level of confidence in. Thus, Bandura (1986) proposed that outcomes are
connected to actions and the outcomes of those actions are relativéenthvildeal’s behavior
and the judgment of their self-efficacy. Similarly, Zimmerman, Bandura, & Martinez-Pons
(1992) agreed that students set their expectations, based on their level of self-efficacy, and apply
specific efforts and strategies relevant to accomplisthioge goals.

Pajares (2007) found that three main areas concerning self-efficacy have been studied in
educational research, including: efficacy in relation to degree major selection; teacher efficacy;
and efficacy in relation to academic achievement. Choi (2005), Pajares (1996) and Pajares &

Schunk (2001) all found that self-efficacy impacts student academic achievement ltecause
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influences how much effort a student puts into academic retkatkesl Additionally, self-efficacy
has been found to impact several college related factors including adjustment in college
(Chemers, Hu, & Garcia, 2001), grades in college (Bong, 2001; Brown,& ¢satrkin, 1989) a
well as persistence (Zhang and RiCharde, 1998). Similarly, Bandura, Barbaranelli, Gaprara,
Pastorelli (1996) found that self-efficacy levels can serve as predictors of academic achievement
and social relationships. Lotkowski, Robbins, & Noeth (2004) proposed that academic self-
confidence was a strong predictor of student persisté€haeke (2009) reported that “use of
expectancyralue theory allows determination of a person’s self-assessment of his or her ability
on the task, the importance of doing well, the interest in doing the task, and the value placed on
doing those tasks” (p.16). Pintrich and Schunk (1996) found thatiadividual’s judgments of
their abilities are representative of self-efficacy in the same way that expectancy-value is
representative of self-concept on specific tasks. Wigfield and Eccles (2000) suggested there are
two types of values intrinsic value and utility value. Intrinsic value drives the individual’s
behavior based on the enjoyment from engaging in the task, while utility value aligns with the
usefulness of thectivity to accomplish an individual’s future goals. The application of the
expectancy-value model allows for the assessment of student ability as well as their interest and
utility of completing certain tasks.

The expectancy-value model actually incorporates two componerfsectancy and
value. Eccles and Wigfield (2002) proposed that the expectancy component focuses on an
individual’s confidence of their own ability or self-efficacy; while the value component looks at
four specific sections attainment value, intrinsic value, utility value, and cost. Eccles and
Wigfield (2002) defined these sections further: attainment value is the importance an individual’s

places on doing a task well; intrinsic valueolves an individual’s enjoyment from performing a
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task or activity; utility value looks at how the task or activity aligns with future goals; and cost
involves a negative aspect such as anxiety over taking on a task for fear of failure or success.
Hood, Creed, & Neumann (2012) found that the expectancy-value model can be used for a
comprehensive range of variables because of the fact that it goes beyond self-efficacy by
incorporating multiple factors such as attitudes, values, effort, and expectancies for success. The
expectancy-value model, derivedifra\tkinson’s (1964) expectancy-value theory, most used for
student perception of academic ability and achievement was developed by Eccles and colleagues
(Eccles et al., 1983). Wigfield and Eccles (2000) reported that the expectancy-value model has
mostly been used in educational settings and studies to explore relationships between an
individual’s choices, persistence and performance on achievement tasks, their beliefs of how

well they will do and to what extent they value the task. Jacobs and Eccles (2000) found that
studies utilizing the expectancy-value model have usually focused on how goals and self-efficacy
impact academic achievement. In particular, the expectancy-value model was utilized for three
longitudinal studies. The first study explored gender differences in beliefs and values on
mathematics and English achievement (Eccles et al., 1983; Eccles and Wigfield, 1995; Meece,
Wigfield, & Eccles, 1990). The second study focused on elementary school students
transitioning to middle school and how this influenced their beliefs and values on academic and
social activities (Eccles, Wigfield, Flanagan, Miller, Reuman, & Yee, 1989; Wigfield, Eccles,
Maclver, Reuman, & Midgley, 1991). The third study was a ten year longitudinal study that
followed a group of students from elementary school through high school graduation to identify
changes in beliefs and values over time (Eccles, Wigfield, Harold, & Blumemfeld, 1993;

Wigfield, Eccles, Yoon, Harold, Arbreton, Freedman-Doan, & Blumemfeld, 1997). Wigiindld

Eccles (19923uggested that an individual’s belief in their competence had a stronger link with
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achievement than subjective task values édncock (1995) suggested that “the strength of a
student’s motivation toward learning depends on the strength of the student’s expectation that
learning is accomplishable and will result in a valued outcome” (pg. 174).

Expectancy-Value Framework

The Expectancy-Value model has provided a solid foundation to understand how
attitudes and behaviors can lead to achievement related choices and performance. Xie and
Andrews (2012) noted that two crucial areas of this model, expectation of success and subjective
task value, serve as the factors linking an individual’s goals with achievements. Expectation of
success makesference to an individual’s belief of how well they can accomplish an outcome.

Schunk (1991) reported that this area refers to how well students believe they can successfully
complete an academic task or goal. This idealated to Bandura’s (1982) concept of self-

efficacy indicating an individual’s perceived capability of performing tasks which are necessary

to reach goal®lante, O’Keefe, & Theoret (2013) conducted a study to test four theoretical
conceptions and found that “expectancies and task valueswere both directly related to the
achievement outcomes and predicted stronger performancé odls).

The Expectancy-Value model has multiple components; however, for this study only
three components were utilized: expectancies for success, achievement-related choices and
performance, and subjective task values. Wigfield and Eccles (2000) proposed that expectations
of success, ability beliefs, and values associated with certain tasks directly influence achievement
and persistence. Each research questions addressed specific components of the Expectancy-
Value model. The three sections: (1) Expectancies for Success, (2) Subjective Task Values, and
(3) Achievement Related Choice or Performance, were analyzed through select subscale data

from the BCSSE and NSSE instruments as well as through institutional grade point average
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records and persistence in college data. The full scope of the Expectancy-Value model is
illustrated in Figure 2.1; however, an abbreviated portion of the model, specifically the areas
dealing with Expectancies for Success, Subjective Task Value, and Achievement Related

Performance and Choices, is the appropriate framework for this study.
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Figure 2.1. Framework of Expectancy-Value Model (Wigfield & Eccles, 2000)

Three components of the Expectancy-Value Model: (1) Expectancies for Success; (2)
Subjective Task Values; and (3) Achievement-Related Performance and Choices along with
three constructs from national student engagement surveys were utilized for this study. These
expectancy-value components align with the constructs of academic self-efficacy, academic

perseverance, and academic engagement to create a robust framework for this study.
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Summary of Literature Review

Persistence and educational attainment are two areas often examined when determining
student success. The literatunggests that multiple factors and experiences influence students’
decisions to persist or drop out of school. Tinto (1993) reported that the more academically and
socially involved students were, the more likely they would persist in college. Astin (1991)
found that integration was particularly important during the first year of college. Kuh)(2001
argued that student expectations upon entering college shape their behavior and adjustment to
college. Additionally, Kuh (2001) proposed that student engagement in educationally purposeful
activities is an important component of student success. Upcraft and Gardner (1989) and Upcraft,
Gardner, & Barefoot (2005) identified the first-year of college as a pivotal year for students to
determine whether they will remain in college. Mclnnis (2001) found that students tend to leave
school in greater numbers between the first and the second year of college. Wigfield and Eccles
(2000) contend that achievement is deieed by individuals’ choices, persistence, and
performance. Achievement is further impacted by the individuals’ belief on how well they can
perform an activity and the extent to which they value an activity (Wigfield, 1994; Wigfield and
Eccles, 1992). This notion aligns with the constructs of the expectancy-value theory which
proposes that expectations of success, ability beliefs, and values associated with certain tasks
directly influence achievement and persistence (Wigfield and Eccles, 2000). Simpkins, Davis-
Kean, &Eccles (2006) contend that these expectations and beliefs determine the students’
choices of and engagement in educational activities. Institutions create opportunities for students
to engage in a variety of activities. Schunk, Pintrich, & Meece (2008) proposed that these

experiences allow students to discover their interests, competence, and values. Additionally,
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Simpkins, Davis-Kean, & Eccles (2006) agree that these experiences influence their engagement
in myriad activities and ultimately their future educational and career goals.

While some studies have independently examined various factors to determine student
success and persistence, Arbona and Nora (2007), as well as Kuh, et al. (2008), recommend that
given the increase in minority student populations, more studies must include interactions with
factors such as gender, first-generation status and ethnicity. There is limited research on the
connection between pre-college expectations and activities during the first year of college with
the impact on the academic success and persistence of minority students. Additionally, few
studies have applied the expectancy-value framework to examine the academic success and
persistence of minority students, and in particular Hispanic students. Based upon the review of
the existing literature, a logical next step is to connect theory to practice; therefore, this study
utilized the abbreviated expectancy-value model to explore relationships between the factors of
academic self-efficacy, academic perseverance and academic engagement as pifedictors o
academic success and persistence Hispanic students transitioning from high school into higher

education.
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CHAPTER THREE: METHODOLOGY

Resear ch Approach and Design

Creswell (2009) defines research design as the connection between philosophy, strategy,
and methods. The individual researcher’s philosophical belief, therefore, impacts the selection of
the strategy and the research methods to be applied to a study. Likewise, Gliner, Borgan,

Leech (2009) concurred that the research design guides the type of analysis; thus, both should be
considered as one rather than separate processes. This study was based on a post-positivist or
guantitative paradigm and aligdwith the philosophy that causes determine effects. Creswell
(2009) suggestthat through the post-positivist approach, a researcher challenges the concept of
absolute truth; thus, instead of proving a hypothesis, a researcher indicates failure to reject a
hypothesis. Gliner, et al. (2009) contedthat if the researcher’s intent is to identify causes or

predict effects, then it is best to utilize an approach that supports the scientific method of inquiry.
Creswell (2009) defined the quantitative approach as a means of testing theories by way o
examining relationships among variables.

This study utilized a quantitative non-experimental comparative design through an
abbreviated expectancy-value framework to explore possible relationships between pre-college
experiences and expectations witlstfiyear in college experiences in the areas of academic self-
efficacy, academic perseverance, and academic engagement. The Expectancy-Value model is
composed of multiple pieces; however, for this study only three sections were utilized:
expectancies for success, achievement-related choices and performance, and subjective task
values. Wigfield and Eccles (2000) proposed that expectations of success, ability beliefs, and

values associated with certain tasks directly influence achievement and persistence.
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Astin (1993) and Chickering and Reisser (1993) suggest that the time and effort students
allocate to effective educational activities, both before and during college, are strong predictors
of their academic and personal development. High school experiences combined with
expectations upon entering college have been found to be important predictors of success for
first-year students (Pascarella and Terenzini, 2005). In addition, Chickering and Gamson (1987)
and Kuh et al. (2005) found that activities such as student-faculty interaction, collaborative
activities with peers, and active participation in learning contribute to effective engagement
practices and promote student success. Thus, it is important to understand the relationship
between such activities, as well as between student perceptions and attitudes, such as self-
efficacy, expectations, and effort, and how these factors impact academic achievement.
graphic of the alignment between the expectancy-value model and the research questions

examined ardl ustrated in Figure 3.1.
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Figure 3.1. Graphic of Expectancy-Value Concepts and Research Questions
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Each of the research questions addressed specific components of the Expectancy-Value
model. The three sections: (1) Expectancies for Success, (2) Subjective Task Values, and (3)
Achievement Related Choice or Performance, were analyzed through select subscale data from
the BCSSE and NSSE instruments as well as through institutional grade point average records
and persistence in college data.

Research questions 1 and 2 examined how students believed they would perform on an
activity or accomplishment of a task and addressed the Expectancies for Success component.
This area was analyzed through scores on BCSSE items selected from the Perceived Academic
Self-Efficacy and Expected Academic Perseverance components of the questionnaire. These
items measured student perceptions of their academic preparation as well as their certainty of
persevering through academic challenges.

Research question 3 addressed the Subjective Task Value component by examining the
extent to which students valued an activity and how that impacted their level of engagement.
This area was analyzed through scores on BCSSE questions related to academic engagement
during the last year of high school as well as NSSE questions related to academic engagement in
the first year of college to determine interest and effort in academic engagement activities.

Finally, research question 4 addressed Achievement Related Choices and Performance
and was analyzed through institutional records by way of end of first-year grade point average
(performance) and persistence to second year (choice). In addition, the independent variables,
gender, generation-status, and type of high school attended were analyzed to determine if these
characteristics made a difference on any of the three constracéslemic self-efficacy,

academic perseverance, and academic engagement.
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The study was organized to facilitate the examination of relationships between three main
constructs with the three independent variables and two outcome variables as illustrated in
Figure 3.2. The three (3) main constructs of academic self-efficacy, academic perseverance, and
academic engagement were examined throluge (3) dichotomous variablegender,
generation status, and type of high school atterdeddetermine if differences existed between
the two levels of each of these variables. The same three constructs were examined to determine
if they served as predictors of the two (2) outcome variabsEmdemic success (by way of

grade point average) and persistence (by way of continuation to second year of college).

Academic
Self-Efficacy
Academic
1. Grade Perseverance 1. Gender
Point / 2. Generation
Average Status
2. Persistence 3. Type of High
School
Academic
Engagement

Figure 3.2. Outline of Research Design
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This research design facilitated the examinatiorlofaaiables. Initially, of the
dependent variablesacalemic self-efficacy, academic perseverance, and academic engagement
— as predictors of success (grade point average) and persistence. Additionally, it also allow
examination of the three dependent variables to identify differences based on the individual
student attribute variables of gender, generation-status, and type of high school attended.
Resear ch Questions
To understand the relationships between student expectations upon entering college and
experiences during the first year of college with academic success and persistence, the variables
of academic self-efficacy, academic perseverance, and academic engagemexawened.
The guiding question for this stughas: Dostudent’s experiences and beliefs (Expectancies for
Success) as well as activities (Subjective Task Values) contribute to academic success
(Achievement Related Performance) and persistence to second year (Achievement Related
Choice) for first-year Hispanic college students? Institutional data including gender, generation
status, and type of high school attended were also examined through deeper investigation using
the research questions listed below.
1. Is academic self-efficacy a predictmracademic success and persistéoncélispanic
students at the end of the first year of college?
2. Is academic perseverance a prediofarcademic success and persistence for Hispanic
students at the end of the first year of college?
3. Is academic engagement a predictor of academic success and persistence for Hispanic

students at the end of the first year of college?
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4. Do the demographic characteristics of gender, generation status, and type of high school
attended account for differences in (a) academic self-efficacy; (b) academic perssveranc
and (c) academic engagement?

Each of the research questions addressed specific components of the Expectancy-Value
model. Research questions 1 and 2 examined how students believed they would perform on an
activity or accomplishment of a task and addressed the Expectancies for Success component.
Research question 3 addressed the Subjective Task Value component by examining the extent to
which students valued an activity and how that imgattteir level of engagement. Eccles et al.
(1983) found that a studémt‘perception of the value of an activity is more important in
determining the decision to engage in that activity, while the self-concept of ability is more
important in determining actual performance” (p.113). Research question 4 examined the extent
to which gender, generation status, and type of high school attendedadtpactomponents of
Expectancies for Success and Subjective Task Value, and if significant differenced exist
Collectively, these research questions examined what efiglehss perceived expectations
upon entering college and their experiences during the first year of college had on their
Achievement Related Performance (academic success) and Achievement Related Choice
(persistence to second year).

Research Site

The research site for this studsgs a comprehensive four-year public Hispanic serving
institution in Texas referred to within the study as Texas Public University (TPU). The
institution has a student population of approximately 7,500 students, of which the majority of
students were identified as undergraduate (89%), Hispanie)(¥d first-generation (64),

with a gender composition of females (60%) and males (40%). The majority of students entering
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TPU come from local and regional public high schools. Thus, the research siéel alignthe
study focus of first-generation Hispanic students transitioning from high school to higher
education.

Population and Sample

The theoretical population included all students graduating from high school and
transitioning to higher education. For this study, the sample was drawn from all undergraduate
students enrolling at TPU for the firstre. The typical entering freshman class size is
approximately 900 students. Participants for this study were selected from the entery@gifirst-
students who completlthe Beginning College Survey of Student Engagement (BCSSE), during
summer orientation sessions in 2010 and 2012 prior to their first semester at TPU and who also
completed the National Survey of Student Engagement (NSSE) at the end of the their first year
of college during spring 2011 and spring 2013. Thus, only students who completed both
guestionnaires were included in the study sample.

The demographic characteristics of the study sample were comparable to the institutional
composition with a greater number of females (67%, n = 182) than males (33%, n = 89) and
more first-generation (62%, n = 169) than not first-generation (38%, n = 102) students. Not
surprisingly, females (70%, n = 118) comprised a greater number of first-generation students
than males (30%, n =51), as well as not first-generation students where females (62%, n = 63
outnumbered males (38%, n = 39). Additionally, more females (66%, n = 156) and males (34%,
n = 79) attended public high schools, while fewer females (69%, n = 25) and males (31%, n =11)

attended private high schools.
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Instruments and Measures

This study utilized secondary data analysis from three primary data sources at Texas
Public University The first data source were results from the Beginning College Survey of
Student Engagement (BCSSE) survey instrument administered to incoming first-year students
during summer 2010 and summer 2012; the second data source were results from the National
Survey of Student Engagement (NSSE) administered to freshmen students at the end of their
first-year of college during spring 2011 and spring 2@M@l the third data source were
institutional data, linked by way of student identification number, to obtain demographic
characteristics such as gender, generation status, type of high school attended, grade point
average at the end of the first year of college, and persistence to the second year of college. The
institution staggered the administration of the BCSSE and NSSE instruments on a biennial basis;
thus, data were not generated each year but rather every two years.

Student data on activities and perceptions of academic engagement, academic self-
efficacy and academic perseverance were obtained from responses to the BCSSE and NSSE
survey instruments. These activities effectively aligned with the components of the expectancy-
value model. In addition, these activities engaged students in academic experiences which
researchers have found to be effective educational practices. Pascarella and Terenzini (2005)
suggested that students who work together on both internal and external course activities were
able to engage in their learning as well as to think more critically. Similarly, McCormick (2010)
reported that curricular interaction with peers allowed students to increase their level of
academic engagement through “substantive academic exchanges” (p. 19). McCormick (2010)
also found that students who actively engaged in learning activities were more likely to view

their campus environment positively. Academic engagement was measured by responses to
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guestions regarding class participation as well as interaction with peers and faculty; academic
self-efficacy was measurehkough the students’ perception of their level of academic

preparation; and academic perseverancemeasuredhrough the student’s level of certainty

that they would persist in the face of adversity (BCSSE, 2010). Data measuring academic
engagement and academic self-efficacy were also obtained from the NSSE survey. Choi (2005)
as well as Pajares and Schunk (2001) found that#&@lficy impacts students’ academic

achievement because it influences the level of effort students put into performing and
persevering on tasks. Academic achievement was determined by the successful completion of
the first-year of college as measured by end of first year grade point average (GPA) and
persistence was determined by continuation to the second year of college for this specific student
sample. This study explored the relationships of multiple variables as predictors of academic
success at the completion of the first year and persistence in college for an underrepresented
population of students. Both the BCSSE and NSSE survey instruments incorporate multiple
variables; however, not all of the survey variables were utilized for this study. A complete list of
the variables utilized as well as the scale of measurement for each is provided in Table 3.1.

Table 3.1
List of Variables Utilized for Study

Predictor Variables
Academic Engagement (Subjective Task Value)
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Q: During last year of high
school, how often did you
do each of the following?
High School Academic
Engagement

(from BCSSE)

Q: During first year of
college, how often did you
do each of the following?
Academic Engagement at
end of first year of college
(from NSSE)

Asked questions in class/contribute to
discussion

Made a class presentation

Discussed grades/assignments with teache
Worked with student on projects during clas
Worked with classmates outside of class
Discussed ideas with faculty outside of clas
Discussed ideas with others outside of clas

Scale: 1=Never; 2=Sometimes; 3=0ften;
4=Very Often.

Asked questions in class/contribute to
discussion

Made a class presentation

Discussed grades/assignments with teache
Worked with student on projects during clas
Worked with classmates outside of class
Discussed ideas with faculty outside of clas
Discussed ideas with others outside of clas

Scale: 1=Never; 2=Sometimes; 3=0ften;
4=Very Often.

Academic Perseverance (Expectancies for Success)

Q. How certain are you
that you will do the
following? Expected
Academic Perseverance
(from BCSSE)

Study when other interesting things to do
Find information when material not
understood

Participate in discussions when don’t feel like
Ask instructors for help when struggling
Finish something when challenges
encountered

Stay positive even when doing poorly in cla

Scale: 1=Not at all certain; 2=Not certain
3=Somewhat uncertain; 4=Somewhat certa
5=Certain; 6=Very Certain.

Academic Self-Efficacy (Expectancies for Success)

Q. How prepared are you
to do the following in your
academic work? Perceivel
Academic Self-Efficacy
(from BCSSE)

Prepared to write clearly and effectively
Prepared to speak clearly and effectively
Prepared to think critically and analytically
Prepared to analyze math & quantitative
problems
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Prepared to use computing & information
technology

Prepared to work effectively with others
Prepared to learn effectively on your own

Scale: 1=Not at all prepared; 2=Not prepar¢
3=Somewhat unprepared; 4=Somewhat
prepared; 5=Prepared; 6=Very prepared

Gains (Subjective Task Value)

Q: To what extent did youl Writing clearly and effectively
experience contribute to? Speaking clearly and effectively
(from NSSE) Thinking critically and analytically

Analyzing quantitative problems

Using computing & information technology
Working effectively with others

Learning effectively on your own

Scale: 1=Very little; 2=Some; 3=Quite a bit;

4=Very much.

IndependenYariables

Gender Female = OMale =1

First-Generation Student No=0; Yes=1

High School Attended Public = 0; Private = 1

Outcome Variables

Academic Achievement End of first-year GPA (Institutional Records
Interval Scale (0 to 4)

Persistence Continuation to second year (Institutional
Records)
No =0; Yes =1

Beginning College Survey of Student Engagement

The Beginning College Survey of Student Engagement (BCSSE) collects data from
entering first-year college students regarding their academic and co-curricular experiences during
the last year of high school as well as their academic and co-curricular expectations for the first
year of college (BCSSE, 2010). The principal areas of the BCSSE instrument used for this study

were demographic data, such as gender, type of high school attended, and generation status, as
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well as responses to questions dealing with high school academic engagement experiences,
perceived academic self-efficacy, and perceived academic perseverance expectations during the
first year of college. The fact that the BCSSE survey focuses on the transition from high school
to higher education makes this instrument appropriate for this study. A copy of the 2010 BCSSE
instrument can be found in Appendix A.
I nstrument Reliability

The BCSSE instrument is composed of 97 questions, 48 of which are focused on high
school experiences and 49 are focused on college experiences. Data are collected for each
individual question based on Likert summative rating scales; however, these questions are also
grouped into six scales that further explore specific student’s experiences in high school,
expectations during college and perceptions of skills and preparedness for academic work.
Questions are grouped into clusters designated into nine scales. Each scale has a specific focus
and are divided into three areas: one area focuses on the student’s engagement in high school, the
second area focuses on the student’s expectations during the first year of college, and the third
area focuses on expected academic perseverance, expected academic difficulty, perceived
academic preparation, and importance of campus support (BCSSE, 2013). The scale scores are
computed by converting each item response to a zero to ten point range and then averaging the
score among all the items within the group (BCSSE, 2010). Two techniques are used to examine
the instrument’s psychometric properties. First, descriptive statistics are used to examine the data
distribution and then, confirmatory factor analysis is used to examine the scale construct validity
(BCSSE, 2013). Additionally, according to the BCSSE (2013) psychometric portfolio, each
confirmatory factor analysis model is further evaluated throtig four fit indices: the Chi-

square statistic and degrees of freedom, the Root Mean Square Error Approximate (RMSEA),
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the Tucker-Lewis Index (TLI), and the Comparative Fit Index (CHl) 3). Reliability for the
instrument scales have been estimated using Cronbach’s alpha. For purposes of this study,
individual items from three scales will be utilized. The first scale, High School Academic
Engagemento = .68) is composed of items that explore the student’s academic engagement
during the last year of high school by asking how often students participated in academic
engagement activities during their last year in high school, such as asking questions in class and
working with peers or faculty during class or outside of class. The item response options are
measured on a four-point Likert scale where 1 = never, 2 = sometimes, 3 = often, and 4 = very
often. The second scale, Expected Academic Perseverancg0) is composed of items that
explore students’ perceptions of their ability to handle difficult situations by asking how certain
they are of their ability to study, to participate in course discussions, to ask faculty for help when
struggling, and to stay positive when encountering challenges. The item response options are
measured on a six-point Likert scale which range from 1 = not at all certam very certain.
The third scale, Perceived Academic Prepardticn.83) is composed of items that explore
students’ perceptions of their level of academic ability by asking how prepared they are to do
academic work such as written and oral communication, critical thinking, quantitative analysis,
computing technology, teamwork, and learning effectively on their own. The item response
options are measured on a six-point Likert scale which range from 1 = not at all ptefred
very prepared.

Researchers have used the BCSSE instrument to explore pre-college activities and
characteristics. Cole and Korkmaz (2010) as well as Schneider and Ward (2003) argued that in
order to understand first-year student engagement, it is necessary to explore their high school

experiences, expectations, and perceptions. Cole and Dong (2011) utilized both the BCSSE and
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the NSSE instruments to examine the relationship among high school engagement, college
environment, and first-year engagement. They categorized academic engagement into two areas:
one was externally regulated engagement where students had almost no autonomy, and the other
was internally regulated engagement with various levels of autonomy on how to engage in
activities. The Cronbachalpha for internal reliability were acceptable for pre-college (70)
and first-year ¢ = .68) internally regulated engagement scales as well as for pre-collegéd)
and first-year ¢ = .59) externally regulated engagement scales. Findings demonstrated that
school environments have a role in facilitating or inhibiting student engagement behavior.
Cruce, Kinzie, Williams, Morelor& Yu (2005) examined the differences in academic self-
efficacy of first-year students by first-generation status for 11,112 first-year students from 28
institutions who administered the BCSSE survey. Academic self-efficacy was measured by
students perceived academic preparedness for college-level work. Cruce et al. (2005) reported
that the “coefficient alpha statistic for internal consistency was (o =.72) (p. 8). Findings
indicated that first-generation students had lower self-efficacy than other first-year students.
Several studies have reported similar consistency with the BCSSE instrument; therefore, the
researcher is confident that it is reliable and appropriate for this study.
National Survey of Student Engagement

The National Survey of Student Engagement (NSSE) survey is administered during the
spring semesters to students completing their first year of college and to senior students prior to
graduation. The principal areas of the NSSE instrument used for this study will be demographic
data, such as gender and first-generation status, as well as responses to questions dealing with
academic engagement experiences and perceived academic gains during the first year.of college

Ewell (2010) reports that the survey content is based on prior empirical evidence regarding
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relationships between student learning and student development; thus, the NSSE instrument will
be used as a follow-up survey for the students who completed the BCSSE survey as they entered
college. A copy of the 2011 NSSE instrument can be found in Appendix B.
I nstrument Reliability

The NSSE instrument is composed of 99 questions focused on multiple activities and
experiences identified as high-impact practices. Data are collecteactandividual question
based on Likert summative rating scales; however, these questions are also grouped into five
benchmarkshat further explore student’s experiences in specific activities. The benchmark
scores are computed by converting each item response to a 100- point range and then averaging
the score among all the items within the group (NSSE, 2011). Kuh (2003) indicated that the
“benchmarks were created with a blend of theory and empirical analysis” (p. 30). Cronbach’s
alpha is used to measure the consistency of the group of items and as noted by Litwin (2003) “it
is an indication of how well the different items complement each other in the measurement of the
same variable or quality” (p. 22). For purposes of this study, individual items from two of the
five benchmark scales will be utilized. The first benchmark scale, Active and Collaborative
Learning(a = .67), is composed of items that expldie student’s active engagement in their
learning during the first year of college by asking how often they have done the following: (a)
asked questions in class or contributed to class discussions; (b) made a class presentation; (c)
worked with other students on projects during class; (d) worked with classmates outside of class
to prepare class assignments; and (e) discussed ideas from readings or classes with others outside
of class. The item response options are measured on a four-point Likert scale where 1= never, 2=
sometimes, 3 = often, and 4 = very often. The second benchmark scale, Student-Faculty

Interaction(a. =.71), is composed of items that expldte student’s interactions with faculty
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inside and outside of class by asking how often they have engaged in the following activities: (a)
discussed grades or assignments with an instructor, and (b) discussed ideas from readings or
classes with faculty members outside of classs&hiem response options are also measured on

a four-point Likert scale where 1= never, 2= sometimes, 3 = often, and 4 = very often.
Additionally, the student’s self-reported gains scale € .84) which explores student’s

perceptions of how experiences during their first year of college contributed to their academic
and personal development of specific academic skills as well as working well with others will
also be explored.

Researchers have utilized the National Survey of Student Engagement (2012) in multiple
studies and have reported similar alphas. Brint, Cantwell, & Hanneman (2008) sampled 5,327
students utilizing the NSSE instrument to understand the undergraduate experience by academic
major and reported similar alphas for the academic challenge scale (o = .81) and the student-
faculty contact scale (o = .73). Their findings indicated that levels of engagement varied by
major. Similarly, Carini, Kuh& Klein (2006) utilized the NSSE instrument to explore linkages
between student engagement and college GPA. They sampled 1,352 students at fourteen
institutions and found “modest but statistically significant positive partial correlations” (p. 13)
within the engagement scales of active and collaborative leaming.8) and student-faculty
interaction £ =.13). They also found positive correlations between self-reported outcomes and
GPA in the areas of general education gairs.(2) and personal-social gaims<.11). Kuh et
al. (2008), through the Connecting the Dots project, analyzed first-year GPA, persistence to
second year, and senior grades in combination with NSSE data to explore relationships between
engagement and student success. The sample included 6,200 first-year students as well as 5,227

seniors from eighteen institutions and findings indicated that engagement had a statistically
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significant effect on persistence in that “students who were engaged at a level of one standard

deviation below the average had a probability of returnin@ ef.85), while students who are
engaged at a level of one standard deviation above the average had a probability of returning of
(a=.91)’ (p. 26). Kuh et al. (2008 reported that the “Cronbach’s alpha coefficient for internal
consistency for first-year students was- .82)” (p. 35). Prior studies have indicated similar
consistency when utilizing the NSSE instrument; therefore, the researcher is confident that this
instrument is reliable and appropriate for this study.

Procedure

Data Acquisition

This study utilized a quantitative approach by way of secondary data analysis of existing
data. No interactions with students were conducted; thus, the study met the Institutional Review
Board (IRB) Human Research Review Exemption Criteria 45CFR46.101 (b)(4) which involves
“the collection or study of existing data, documents, records, pathological specimens, or
diagnostic specimens, if these sources are publicly available or if the information is recorded by
the investigator in such a manner that subjects cannot be identified, directly or through identifiers
linked to the subjects “ (Colorado State University, Research Integrity & Compliance Review,
2011). A copy of the IRB letter can be found in Appendix C. The first data collection point
occurred prior to the beginning of the fall semester. Students entering Texas Public University
(TPU) participated in new student orientation sessions during the summer months of June, July
and August prior to the beginning of their first semester of college. All students attendmg the
orientation sessiongere encouraged to participate in the Beginning College Survey of Student
Engagement (BCSSE). The questionnaivese completed online in the university’s computer

labs during student participation in orientation activities. Studeers provided a link to access
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the online questionnaire and asked to enter their student identification number as validation that
they were registered students at TPU. The individual responses edmmamnfidential andvere
not made available to anyone except the administrator. However, as part of the agreement to
participate, students consedto the use of their institutional student data for further study. A
high response rate is usually obtained due to the fact that the administration occurs during
orientation. The second data collection point occurred during the following spring semester when
freshmen completing their first year of college are invited to participate in the National Survey of
Student Engagement (NSSE) The NSSE serves as a follow-up to the BCSSE. However, given
the fact that the NSSE is completed on an individual basis rather than in a classroom setting, the
response rate/as not as high as that of the BCSSEdaa file of respondents’ demographic
characteristics as well as a compilation of responses to both BCSSE and NSSE questionnaire
were requested from the Director of Institutional Research. The director utilized the institutional
assigned identification number to pair student responses. Only those students who participated in
both the BCSSE and the NSSE were included in this study. All student identification elements
were removed prior to dissemination of the data file provided for analysis for this study.
Statistical Analysis

Variables were analyzed through exploratory descriptive statistics, multiple regression,
and independent samplegests utilizing the software, Statistical Package for the Social Sciences
(SPS$ Version 22. Descriptive analysis were conducted to identity student characteristics such
as gender, generation status, and type of high school attended. Multiple regression analyses were
conducted to explore the strength and direction of the relationships among the variables.
Creswell (2009) stated that through correlational researcgriessearchers can identify

relationships between variables, as well as predict outcomes based on these relationships.
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Independent samplédests were conducted to evaluate the differences between the means of

two independent groups. The statistical methods and data sources that were used to analyze the

data generated by the research questions are outlined in Table 3.2.

Table 3.2

Statistical Methods Utilized for Research Questions

Research Questions

Data Source Statistical Method

Isacademic seléfficacy a predictor

of academic success and persistence
for Hispanic students at the end of
the first year of college?

Isacademic perseverance a predictor
of academic success and persiséen
for Hispanic students at the end of
the first year of college?

Is academic engagement a predictor
of academic success and persistence
for Hispanic students at the end of
the first year of college?

Do the demographic characteristics
of gender, generation status, and
type of high school attended
account for differences in

(a) academic self-efficacy,

(b) academic perseverance, and
(c) academic engagement?

BCSSE Regression
NSSE
Institutional Data
BCSSE Regression
Institutional Data
BCSSE Regression
NSSE
BCSSE Independent
NSSE Samyjilests

Institutional Data

Each of the research questions addressed specific components of the Expectancy-Value

framework. Research questions 1 and 2 addddbe Expectancies for Success component to

examire how well students believe they will perform on an activity or how well they can

accomplish a task. Research question 3 addressed the Subjective Task Value component to

examire the extent to which students value an activity and how that impacts their level of

engagement. Eccles et al. (1983) fotird a student’s “perception of the value of an activity is
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more important in determining the decision to engage in that activity, while the self-concept of
ability is more important in determining actual performance” (p.113). Research question 4
examined the impact gender, generation status, and type of high school attended had on the
components of Expectancies for Success and Subjective Task Value, and if significant
differences exigtd Collectively, these research questions examined the effect efitStud
perceived expectations upon entering college and their experiences during the first year of
college on Achievement Related Performance (academic success) and Achievement Related

Choice (persistence to second year).
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CHAPTER 4: FINDINGS

An abbreviated expectancy-value framework was used to explore possible relationships
between pre-college experiences and expectations with first-year in college experiences. Three
components of the expectancy-value model of achievement motivatigrExpectancies for
Success, (2) Subjective Task Values, and (3) Achievement-Related Performance and Choice
were utilized to analyze data on academic self-efficacy, academic perseverance, and academic
engagemeniThis study was guided by the following primary research questions:

1. Is academic self-efficacy a predictor of academic success and persistence for Hispanic

students at the end of the first year of college?
2. |Is academic perseverance a predictor of academic success and persistence for Hispanic
students at the end of the first year of college?
3. Is academic engagement a predictor of academic success and persistence for Hispanic
students at the end of the first year of college?
4. Do the demographic characteristics of gender, generation status, and type of high school
attended account for differences on (a) academic self-efficacy; (b) academic
perseverance; and (c) academic engagement?
Descriptive Statistics

The overall sample for this study was 271 studénts271). The demographic variables
of gender, generation status, and type of high school attended were included in the analysis as
independent variables. Initial exploratory data analysis did not identify any missing data. Female
students comprised a higher percentage (67%, n pvli8in the sample than male students

(33%, n =89). About two-thirds of students (62%, n = 169) identified themselves as first-
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generation, indicating that their parents did not have a college education. The majority of the
students transitioning to Texas Public University (TPU) attended public high schools (87%, n =
235), while the remaining attended private high schools (13%, n = 36). Students represented all
four of the academic colleges at TPU as follows: College of Arts and Sciences (60%, n = 163),
College of Business Administration (13%, n = 35), College of Education (13%, n = 36), and

School of Nursing (14%, n = 37The demographic characteristics are displayed in Table 4.1.

Table4.1
Demographics of Study Sample
Variable N Percent
Gender
Male 89 32.8%
Female 182 67.2%
Generation Status
First-Generation 169 62.4%
Non-First-Generation 102 37.6%
Type of High School Attended
Public 235 86.7%
Private 36 13.3%
Academic Major in College
Arts & Sciences 163 60.1%
Business Administration 35 12.9%
Education 36 13.3%
Nursing & Health Sciences 37 13.7%

The variable Gendevas coded as Female (0) and Male (1). The study participants (n =
271) consistd of males (n = 89) and females (n = 182). The variable Generation Status was
defined and coded as Not First-Generation (0) and First-Generation (1) with first-generation
students identifiedshaving parents without a college education. These more first-
generation students (n = J@8an non-first generation students (n = 102) in this study sample.

The variable School Type, coded as Public (0) and Private (1), identified type of high

57



school students in this sample attended. Within this sample, more students attended public high
schoolg(n = 235) than private high schodls= 36). There are few private high schools within
this city, thus, students predominantly transitioto TPU from local and out-of-town public
high schools. Although the sample size for private high scheessmaller; nonethelesswas
important to examine if private high school attendance was a predictor of academic success and
persistence. The student sample utilized for this study was representative of all four TPU
academic colleges amnbs distributed by college as follows: Arts and Sciences (n = 163);
Business Administration (n = 35); Educatigrn= 36); and Nursing and Health Sciences (n = 37).

Data elements were screened for missing values and normality. No missing data were
identified within the sample. Visual examination of histograms and plots indicated some
deviation from expected normality lines; however, no skewness statistics exceeded +/-1.
Statistical analyses under the general linear model were relatively robust and tolerant of
variations from normality and therefore no transformations were performed on the data.
Resear ch Question 1: Academic Self-Efficacy

The first research questiexamined the Expectancies for Success component of the
expectancy-value model and analyzed academic self-efficacy variables from both the BCSSE
and NSSE survey instruments as predictors of academic success and persistence.
Pre-College Academic Self-Efficacy

Students completithe BCSSE instrument as they transiédimto college and
responded to the questiddow prepared are you to do the following in your academic work at
this college? Six statements mea®astudent perception of the level of preparedness to

accomplish these tasks. Responses ranged from (1) not at all prepared to (6) very prepared.
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Descriptive statistics from BCSSE data for each academic self-efficacy statement are displayed
in Table 4.2.

Table 4.2
Descriptive Statistics for BCSSE Academic Self-Efficacy Statements

95% Confidence Interval

Statement M SD SE Lower Upper
Write clearly and 4.25 1.26 077 4.10 4.40
effectively

Speak clearly and 4.27 1.25 .076 4.12 4.41
effectively

Think critically and 4.39 1.19 .072 4.25 4.53
analytically

Analyze math or 4.10 1.37 .083 3.94 4.26
guantitative problems

Use computing and 4.52 1.11 0.67 4.38 4.65
information technology

Work effectively 4.65 1.19 0.72 451 4.79
with others

The mean scores for all statements indicated that on average, most students perceived
they were “somewhat prepared” to undertake this academic work. The statements with the
highest mean scores wemgork effectively with others(M = 4.65) and “use computing and
information technology(M = 4.52). The statement with the lowest mean score was “analyze
math or quantitative problemgM = 4.10). Confidence interval data indicated 95% confidence
that samples of the population mean fell within its limits.

Multiple regression analysof the pre-college academic self-efficacy factors, measured
by the BCSSE instrument, were conducted to identify predictors of academic success at end of

first year as well as persistence to second year of college. The independent variables of gender,
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generation-status, and type of high school attended were included in the analysis along with

academic self-efficacy variables. The summary of regressionsifdy pre-college academic

self-efficacy variables predicting grade point average and persistence are illustrated in Table 4.3.

Table4.3

Summary of Regression Analysis for Pre-College Academic Self-Efficacy

GPA Persistence
Variable B SEB B SE B B
Write clearly 15 .05 29* .01 .03 .04
and effectively
Speak clearly -.16 .05 -.30* -.03 .03 -12
and effectively
Think critically .07 .05 13 .04 .03 A3
and analytically
Analyze math or .08 .03 A7* .02 .02 .09
guantitative problems
Use computing and .02 .05 .03 -.01 .03 -02
information technology
Work effectively -.04 .05 -.07 -.01 .02 -.02
with others
Gender -17 .09 -.12* .04 .05 .05
Generation Status -.10 .08 -.07 -.05 .04 -.07
School Type 21 A1 A1 A2 .06 A2
R 13 .05
F 4.04** 1.29

*p <.05;,**p<.01
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The multiple regression model with the inclusion of all the predictors produced
significant results for prediction of grade point average, R? =18, 260) = 4.04,p = .001,
indicating that the model significantly improved the ability to predict the outcome variable. Four
of the nine variables used to examine academic self-efficacy were found to be statistically
significant in predicting academic success as measured by end of first year grade point average.
Findings indicated that the academic self-efficacy variablesting skills, speaking skills, and
guantitative skills- were predictors of academic success. Additionally, gender was also found to
be significant. Of the BCSSE pre-college academic self-efficacy variagtes;ite (write
clearly and effectively)p = .02;cgnspeak (speak clearly and effectively),=.02; andcgnguant
(analyze math or quantitative problens¥.02; as well as the demographic variable Gemgler,
.04, had statistical significance at an alpha level of .05. The multiple regression model with the
inclusion of all the predictors did not produce significant results for persistence to second year of
college, R? = .05(10, 260) = 1.29 = .23, indicating that the model did not improve the ability
to predict the outcome variable. None of the other BCSSE pre-college academic self-efficacy
variables statistically contributed to the model.
First-Year of College Academic Self-Efficacy

Students also completed the NSSE instrument at the end of their first year in college and
responded to the questiddow much has your experience at this institution contributed to your
knowledge, skills, and personal development in the following areas? Students responded to six
statements which measured their perception of the level of development on specific tasks.
Responses ranged from (1) very little to (4) very much. Descriptive statistics from the NSSE data

for each academic self-efficacy statement are displayed in Table 4.4.
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Table4.4
Descriptive Statistics for NSSE Academic Self-Efficacy Statements

95% Confidence Interval

Statement M SD SE Lower Upper
Write clearly and 3.08 .78 .05 2.98 3.17
effectively

Speak clearly and 3.11 .81 .05 3.01 3.20
effectively

Think critically and 3.20 .78 .05 3.10 3.29
analytically

Analyze math or 3.01 .79 .05 2.92 3.11
guantitative problems

Use computing and 2.97 .90 .05 2.87 3.08
information technology

Work effectively 3.13 .78 .05 3.04 3.23
with others

The statement with the highest mean score‘Wask critically and analytically(M =
3.20). The statements with the lowest mean scores‘iweeecomputing and information
technology (M = 2.97) and‘analyze quantitative problems” (M = 3.01); thus, aligning with &
lower self-efficacy attitudes on quantitative skills identified for the students transitioning from
high school. Confidence interval data indicated 95% confidence that samples of the population
mean fell within its limits.

Regression analysis were conducted to examine the academic self-efficacy factors,
measured at the end of the first year of college by the NSSE instrument, as predictors of
student’s end of first year academic success and persistence to second year. The summary of
regression analysis for first year in college academic self-efficacy variables predicting grade

point average and persistence are illustrated in Table 4.5.
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Table4.5
Summary of Regression Analysis for First Year Academic Self-Efficacy

GPA Persistence
Variable B SEB B B SE B B
Write clearly -.02 .07 -.02 .09 .04 22**
and effectively
Speak clearly .02 .08 .02 -.05 .04 -.13
and effectively
Think critically .03 .08 .03 .01 .04 .03
and analytically
Analyze math or .16 .07 .20* 13 .04 .30**
guantitative problems
Use computing and -.05 .06 -.07 -.03 .03 -.09
information technology
Work effectively .05 .08 .06 -.04 .04 -.09
with others
Gender -12 .09 -.08 .05 .04 .07
Generation Status -.13 .08 -.09 -.07 .04 -11
School Type 24 A2 12* 10 .06 10
R .09 13
F 2.44** 3.93**

*p <.05;,**p<.01
The multiple regression model with the inclusion of all the predictors produced
significant results for end of first year grade point average, R? #(00, 260) = 2.44p = .0%;

thus, indicating that the model significantly improved the ability to predict the outcome variable.
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Of the NSSE academic self-efficacy variablgrgjuant (analyzing quantitative problemg)=
.02, as well as School Type~ .04, had statistical significance at an alpha level of .05. The
other variables analyzed did not significantly contribute to the regression model. Two of the nine
variables used to examine first-year academic self-efficacy were found to be statistically
significant in predicting academic success as measured by end of first year grade point average
and persistence to second year. The variables were quantitative skills and type of high school
attended for grade point average.

Regression analysef the first year in college academic self-efficacy factors were also
conducted tadentify predictors of student’s persistence to second year. The multiple regression
model with the inclusion of all the predictors produced significant results for persistence, R? =
.13,F(10, 260) = 3.93p = .01, indicating that the model significantly improved the ability to
predict the outcome variable. The NSSE academic self-efficacy varighiesnt, (analyzing
guantitative problemsp = .01, andgnwrite, (writing clearly and effectively)y =.01, had
statistically significance at the alpha level of .05. For persistence, the variables of writing and
quantitative skills were both significant. None of the other NSSE first year in college academic
self-efficacy variables statistically contributed to the model.
Resear ch Question 2: Academic Per severance

The second research question also addressed the Expectancies for Success component of
the model and examidatudent’s academic perseverance. Students completing the BCSSE
survey responded to the questiBuring the coming school year, how certain are you to do the
following? Six statements measdstudent perceptions of the level of certainty they would
accanmplish these tasks. Responses ranged from (1) not at all certain to (6) very certain. The

descriptive statistics for each statement are displayed in Table 4.6.
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Table 4.6
Descriptive Statistics for BCSSE Academic Perseverance Statements

95% Confidence Interval
Statement M SD SE Lower Upper

Study when other 4.46 1.20 .07 4.31 4.60
interesting things to do

Find information 4.86 1.15 .07 472 4.99
when class material
not understood

Participate in class 4.15 1.22 .07 4.00 4.29
discussions when
not interested

Ask instructors for 4.92 1.20 .07 4.78 5.07
help when struggling

Finish something 4.99 1.11 0.7 4.86 5.12
when challenges

encountered

Stay positive even 4.98 1.25 0.8 4.84 5.13

when doing poorly

Statemergwith high mean scores wefYénish something you have started when you
encounter challenges” (M = 4.99) and “stay positive even when doing poorly” (M =4.98). The
statement with the lowest mean score was “participate regularly in course discussions, even
when you don’t feel like it” (M = 4.15). Confidence interval data indicated 95% confidence that
samples of the population mean fell within its limits.

Regression analysis of the pre-college academic perseverance factors, measured by the
BCSSE instrument, were conducted to identify predictors of academic success at end of first year
as well as persistence to second year of college. The independent variables of gender, generation-

status, and type of high school attended were included in the analysis along with academic
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perseverance variables. The summary of regression analysis for pre-college academic
perseverance variables predicting grade point average and persistence are illustrated in Table 4.7.

Table 4.7
Summary of Regression Analysis for Pre-College Academic Perseverance

GPA Persistence
Variable B SE B B B SE B B
Study when other .09 .05 A7 -.01 .03 -.03
interesting things to do
Find information -.07 .05 -12 -.02 .03 -.08
when class material
not understood
Participate in class .01 .05 .02 .03 .02 .10
discussions when
not interested
Ask instructors for -.05 .05 -.10 -.04 .02 -.01
help when struggling
Finish something A5 .06  .25* .01 .03 .03
when challenges
are encountered
Stay positive even -.06 04 -11 .03 .02 .01
when doing poorly
Gender -.13 .09 -.09 .05 .05 .06
Generation Status -11 .08 -.08 -.05 .04 -.08
School Type .23 12 12* 12 .06 12
R .09 .03
F 2.59** .95

*p <.05; *p < .01
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The multiple regression model with the inclusion of all the predictors produced
significant results for grade point average, R? = .09, F(10, 260) =2:595. The BCSSE
academic perseverance varialolenish, (finish something you have started when you encounter
challenges)p = .01, and the demographic variable Schpeal,.04 were statistically significant
at the alpha level of .05.

Regression analysis of the academic perseverance factors were also conducted to identify
predictors of persistence to second year. The multiple regression model with the incluBion of a
the predictors did not produce significant réstdr persistence, R? = .0B(10, 260) = .95p =
.49. None of the variables had significant positive regression weights; thus, indicating that there
were no significant relationships between the academic perseverance variables and persistence to
the second year of college.

Findings indicated that two of the nine variables used to examine academic perseverance
were found to be statistically significant in predicting academic success as measured by end of
first year grade point average. The two variables were finish something when challenges
encountered and type of high school attended. None of the other academic perseverance
variables had statistically significant levels.

Resear ch Question 3: Academic Engagement

The third research question addressed the Subjective Task Value component of the
expectancy-value framework and examined the academic engagement variables from both the
BCSSE and the NSSE survey instruments as predictors of academic success and persistence.

Pre-College Academic Engagement

Students completing the BCSSE survey responded to the qué&xtrong the last year of

high school, how often did you do each of the following? Seven statements measured student’s
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expected academic engagement in college. Responses ranged from (1) never to (4) very often.
Descriptive statistics for each statement are displayed in Table 4.8.

Table 4.8
Descriptive Statistics for BCSSE Academic Engagement Statements

95% Confidence Interval

Statement M SD SE Lower Upper
Asked questions 3.01 .79 .05 2.92 3.10
in class

Made a class 2.88 .76 .05 2.79 2.97
presentation

Worked with other 2.79 .83 .05 2.69 2.89

students on projects

Worked with class 2.93 .76 .05 2.84 3.02
mates outside of class

Discussed grades 241 .84 .05 231 2.51
with instructor

Discussed ideas from 2.15 91 0.5 2.04 2.26
classes with faculty

Discussed ideas from 2.53 .84 0.5 2.43 2.63
class outside of class

The statements with high mean scores wased questions in class or contributed to
class discussioiigM = 3.01)and “worked with classmates outside of class” (M =2.93). The
statement with the lowest mescore was “discussed ideas from readings or classes with
teachers outside of clasgM = 2.15. Confidence interval data indicated 95% confidence that
samples of the population mean fell within its limits.

Regression analysis of the pre-college academic engagement factors, measured by the
BCSSE instrument, were conducted to identify predictors of academic success at end of first-

year as well as persistence to second year of college. The independent variables of gender,
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generation-status, and type of high school attended were included in the analysis. The summary
of regression analysis predicting grade point average and persistence are illustrated in Table 4.9.

Table 4.9
Summary of Regression Analysis for Pre-College Academic Engagement

GPA Persistence
Variable B SEB B B SE B B
Asked questions in .03 .06 .03 -.02 .03 -.04
class
Made a class -.03 .07 -.04 .01 .03 .03
presentation
Worked with other -.08 .07 -.09 .01 .04 .01
students on projects
Worked with class -.03 .06 -.04 -.03 .03 -.08
mates outside of class
Discussed grades .07 .05 .09 -.02 .03 -.05
with instructor
Discussed ideas from .03 .05 .04 .02 .03 .07
classes with faculty
Discussed ideas from .04 .06 .05 .01 .03 .02
class outside of class
Gender -.14 .09 -.10 .04 .05 .06
Generation Status -11 .08 -.08 -.05 .04 -.08
School Type 22 12 A1 12 .06 12
R .05 .04
F 1.30 .94

*p <.05; *p < .01
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The multiple regression model did not produce significant results, R? E(1B,259) =
1.30,p = .22, for relationships between the pre-college academic engagement variables from the
BCSSE instrument with end of first year grade point average. Regression analysis were also
conducted to identify predictors of the pre-college academic engagement factors, as measured by
the BCSSE instrument, with student’s persistence to second year of college. The multiple
regression model did not produce significant results, R2 (4, 259) = .94p = .50, between
the pre-college academic engagement variables from the BCSSE instrument with persistence to
second year of collegBlone of the variables used to examine pre-college academic engagement
were found to be statistically significant in predicting academic success as measured by end of
first year grade point average or persistence to the second year of college.

First-Year in College Academic Engagement

Students in this study sample also completed the NSSE instrument at the end of their first
year of college and responded to the questiamjng the current school year, how often have
you done each of the following? Seven statements measured student’s level of engagement
during their first year of college. Responses ranged from (1) never to (4) very often. Descriptive
statistics for each statement are displayed in Table 4.10.

Table 4.10
Descriptive Statistics for NSSE Academic Engagement Statements

95% Confidence Interval

Statement M SD SE Lower Upper
Asked questions 2.74 .82 .05 2.65 2.84
in class

Made a class 2.37 .81 .05 2.27 2.47
presentation

Worked with other 2.81 .79 .05 2.71 2.90

students on projects
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Worked with clas 2.72 .87 .05 2.62 2.82
mates outside of class

Discussed grades 2.57 .89 .05 2.46 2.67
with instructor

Discussed ideas from 2.34 .95 .06 2.23 2.45
classes with faculty

Discussed ideas from 2.83 .85 .05 2.72 2.93
class outside of class

The statements with high mean scores Wéigussed ideas from readings or classes
with others outside of class” (M = 2.83) and “worked with other students on projects” (M =
2.81). The statements with the lowest mean scores‘Watassed ideas from readings or
classes with faculty members outside of class” (M = 2.34) and “made a class presentation” (M =
2.37). Confidence interval data indicated 95% confidence that samples of the population mean
fell within its limits.

Regression analysis of the pre-college academic engagement factors, measured by the
NSSE instrument, were conducted to identify predictors of academic success at end of first-year
as well as persistence to second year of college. The independent variables of gender, generation-
status, and type of high school attended were also included in the analysis. The summary of
regression analysis for first year in college academic engagement variables predicting grade
point average and persistence are illustrated in Table 4.11.

Table4.11
Summary of Regression Analysis for First-Year Academic Engagement

GPA Persistence

Variable B SE B B B SE B B
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Asked questions in 14 .06 A7* .05 .03 A1
class

Made a class -.05 .06 -.06 .02 .03 -.05
presentation

Worked with other -.06 .06 -.07 -.08 .03 -.19
students on projects

Worked with class .03 .06 .04 .04 .03 A1
mates outside of class

Discussed grades .06 .06 .08 -.01 .03 -.02
with instructor

Discussed ideas from -.07 .06 -.10 .08 .03 .05
classes with faculty

Discussed ideas from .07 .06 .09 .03 .03 .06
class outside of class

Gender -14 .09 -.10 .04 .04 .06
Generation Status -.09 .08 -.06 -.05 .04 -.07
School Type 23 12 12* A2 .06 A2
R .08 .07

F 1.96* 1.76

*p <.05; *p < .01
The multiple regression model with the inclusion of all predictor variables produced
significant results for end of first-year grade point average, R? #(Q&, 259) = 1.96p = .03.
The NSSE academic engagement variablgapfest (asked questions in clasp)z .01, as well
as the demographic variable of School Type,.05, were statistically significant at an alpha of
.05. The other variables analyzed did not significantly contribute to the regression model.
Regression analysis of the first year in college academic engagement factors were also

conducted to identify predictors stiident’s persistence to second year of college. The multiple
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regression model with the inclusion of all predictor variables did not produce significant results
for persistence to second year in college, R? =FQI71, 259) = 1.76p = .06. Thus, results of the
regression analysis did not identify significant relationships between first year in college
academic engagement and persistence.

Findings indicated thawo of the ten variables used to examine first-year academic
engagement were found to be statistically significant in predicting academic success as measured
by end of first year grade point average. The two variab$ked questions in class andtype of
high school attended, made an impact on grade point average. None of the first-year academic
engagement variables had statistically significant levels for persistence to second year of college.
Resear ch Question 4: Demographic Characteristics

The fourth research question examined gender, generation status, and type of high school
attended to explore if these accounted for differences in three areas: academic self-efficacy,
academic perseverance, and academic engagement. The dichotomous variables of gender,
generation status, and type of high school attended, with two Eaahsvere analyzed through
independent samptetests. Results are disaggregated by each of the three areas examined.
Academic Self-Efficacy
Gender

Independent samplégests were conducted to examine differences between overall
means of the variables for gender and academic self-efficacy. Gender is denoted in this study as
Female (0) and Male (1The Levene’s test was significant for the variables cgnwrite (write
clearly and effectively) gt = .01 and focgnquant (analyze quantitative problems)pat .02;
thus, the assumption of homogeneity of variances was not met. Differences were significant

only for the self-efficacy variable of analyzing quantitative proble(®82.20) = 2.21p = .02,
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with a small effect sized(= .33). Findings suggested that male students exhibited higher
academic self-efficacy on quantitative skills than female students. No other variables exhibited
significant differences. The means, standard deviations, atdasesummary for the

significant variables are displayed in Table 4.12.

Table4.12
Summary ot-Test Analysis for Academic Self-Efficacy and Gender

95% Confidence Interval
Variable M D t df p d Lower Upper

Gender 2.21 18220 .02 .33 -.7228 -.0403
Quantitative Skills

Females (n = 182)

3.98 1.38
Males (n = 89)

436 1.32

Generation Status

Independent samplégests were also conducted to examine differences between overall
means of the variables for generation status and academic self-efficacy. Generation status is
denoted in this study as First-generation (1) and Not-first-generatiohh(O).evene’s test was
not significant for any of the variables; thus, the assumption of homogeneity of variances was
met. There were no significant differences in any of the scores for the academic self-efficacy
factors in relation to generation status.

Type of High School Attended

Independent samplédests were also conducted to examine differences between overall
means of the variables for type of high school attended and academic self-efficacy. Type of high
school attended was denoted in this study as Public high school (0) and Private high school (1).

The Levene’s test was not significant for any of the variables; thus, the assumption of
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homogeneity of variances was met. Overall, there were no significant differences in any of the
scores for the academic self-efficacy variables in relation to type of high school attended.
Academic Per severance
Gender

Independent samplégests were conducted to analyze differences between overall
means of the variable gender and academic perseverance factors. Gender is denoted in this study
as Female (0) and Male (Ihe Levene’s test was not significant for any of the variables; thus,
the assumption of homogeneity of variances was met. There were no significant differences in
any of the scores for the academic perseverance factors in relation to gender.

Generation Statu

Independent samplégests were also conducted to analyze differences between overall
means of the variables for generation status and academic perseverance. Generation status is
denoted in this study as First-generation (1) and Non-first-generatiofhfQ).evene’s test was
not significant for any of the variables; thus, the assumption of homogeneity of variances was
met. There were no significant differences in any of the scores for the academic perseverance
factors in relation to generation status.

Type of High School Attended

Again, independent samplegests were conducted to analyze differences between
overall means of the variables for type of high school attended and academic perseverance. Type
of high school attended was denoted in this study as Public high school (0) and Private high
school (1) The Levene’s test was not significant for any of the variables; thus, the assumption of
homogeneity of variances was met. Overall, there were no significant differences in any of the

scores for the academic perseverance variables in relation to type of high school attended.

75



Academic Engagement
Gender

Independent samplégests were conducted to analyze differences between overall
means of the variables for gender and academic engagement. Gender is denoted in this study as
Female (0) and Male (1The Levene’s test was not significant for any of the variables; thus, the
assumption of homogeneity of variances was met. Overall, there were no significant differences
in any of the scores for the academic engagement variables in relation to gender.
Generation Status

Independent samplédests were also conducted to analyze differences between overall
means of the variables for generation status and academic engagement. Generation status is
denoted in this study as First-generation (1) and Non-first-generatioFh¢).evene’s test was
not significant for any of the variables; thus, the assumption of homogeneity of variances was
met. Differences were significant on the engagement variabbbgiest (asked questions in
class)t(269) = 2.15p =.03, with a small effect sizel &€ .26). Findings suggested that students
who were not-first-generation were more actively involved in class discussions by asking
guestions than first-generation students. No other variables exhibited significant differences.
Table 4.13 displays the means, standard deviationg;tastisummary for significant variables.

Table4.13
Summary ot-Test Analysis for Academic Engagement and Generation

95% Confidence Interval
Variable M D t df p d Lower Upper

Generation Status 215 269 .03 .26 .0186 4206

Asked Questionsin Class
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Not First Generation

(n =102) 3.07 T7
First Generation
(n=169) 2.98 .79

Type of High School Attended

Independent samplégests were also conducted to analyze differences between overall
means of the variables for type of high school attended and academic engagement. Type of high
school attended was denoted in this study as Public high school (0) and Private high school (1).
There were significant differences in the scores for four academic engagement variables. The
first variable hclassgr (worked with other students during class), did not have a significant
Levene’s test; thus, the assumption of homogeneity of variances was met. Differences between
Public (M = 2.97) and Private (M = 2.67), were significaf#69) = 2.23p = .02, with a small
effect sized = .27).The Levene’s test for the second variable, hoccgrp (worked with classmates
outside of class), was not significant; thus, the assumption of homogeneity of variances was met.
Differences between Public (M = 2.46) and Private (M = 2.08) were signifi¢26®) = 2.55,
p =.01, with a small effect sizel &€ .31). The Levene’s test for the third and fourth variables
were not significant; thus, meeting the assumption of homogeneity of variances. For the third
variable,hfacidea (discussed ideas with faculty outside of class), scores for Public (M = 2.20)
and Private (M = 1.81), had significant differendé269) = 2.46p = .01, with a small effect
size @ =.30). The fourth variablboccidea (discussed ideas with others outside of class) had
differences for Public (M = 2.58) and for Private (M = 2.19), that were signifiga68) = 2.60,
p =.01, with a small effect size ofl € .31). No other academic engagement variables exhibited
significant differences. The means, standard deviationg;@stl summary for the significant

variables are displayed in Table 4.14.
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Table 4.14

Summary ot-Test Analysis for Academic Engagement and School Type

95% Confidence Interval

Variable M D t df p d Lower Upper
Type of School Attended 2.23 269 .02 .27 .0346 .5639
Group Work during Class
Public School
(n = 235) 297 .76
Private School
(n=36) 2.67 .68
Type of School Attended 255 269 .01 .31 .0865 .6744
Group Work outside Class
Public School
(n = 235) 2.46 .87
Private School
(n=36) 2.08 .50
Type of School Attended 2.46 269 .01 .30 .0801 7172
Discussions with Faculty out of Class
Public School
(n = 235) 220 .92
Private School
(n=36) 1.81 .75
Type of School Attended 2.60 269 .01 31 .0949 .6822
Discussions with Others out of Class
Public School
(n = 235) 2.58 .84
Private School
(n =36) 219 .79

Overall, the abbreviated expectancy-value model provided a sound framework for this
study. Aligning the three components of the model, Expectancies for Success, Subjective Task

Values, and Achievement-Related Performance and Choice, with the BCSSE and NSSE
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constructs of academic self-efficacy, academic perseverance and academic engagement proved
to be effective. Plante et al. (2013) proposed that the integration of expectancy-value with other
models provides researchers the opportunity to appreciate multiple perspectives rather than focus
on a single one. For this study, examining multiple constructs provided a broader understanding
of some of the factors impacting student success and persistence. Each of the research questions
produced findings to inform the study. In the Expectancies for Success component (Research
Question 1), academic self-efficacy exhibited relationships with botbgiegie and first year in

college variables. Academic perseverance, aligned with the Expectancies for Success
component, (Research Question 2) surprisingly did not exhibit many associations with
achievement related performance or choice. The Subjective Task Values component (Research
Question 3) encompassed both pre-college and first year in college academic engagement
however, few associations were exhibited. Regardless of the expectancy-value component or the
effective educational practice examined, there existed a link to achievement-related performance
(academic success). Although, there were a few significant associations, there seemed to be less
of a connection with the achievement-related choice (persistéacaysis of the demographic
variables produced few significant relationships. Findings suggested that gender and generation
status were not as influential as was type of high school attended. The following chapter provides

acomprehensive discussion of the findings and possible recommendations for future research.
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CHAPTER 5: DISCUSSION

Overview of Research Problem

The rapidly increasing Hispanic population is poised to become the majority population
in the United States. With this population growth, Hispanics have also become the youngest
population with the largest group under the age of thirty. This explosive growth, along with
concerns about low educational attainment rates, has caused national concern. Solorzano, et al.
(2005) reported that although Latinos have demonstrated increased enrollment in higher
education, they still have the lowest educational attainment rates when compared to other ethnic
groups. Notwithstanding the economic benefits afforded by a college education, other benefits to
the nation are increased civic and community involvement as well as reduced poverty, crime, and
unemployment rates. Thus, higher education plays an important role in the economic and social
development for the nation, as well as for the individual. As a nation, it is important to identify
factors that can potentially contribute to inceshgarticipation and attainment rates in higher
education for the Hispanic student population.

This study utilized an abbreviated expectancy-value model approach to examine factors
that may potentially serves@redictors of student academic success and persistence in college.
The entire scope of the expectancy-value model is composed of multiple sections. For purposes
of this study, the focus was limited to three sections of the model: (1) Expectancies for Success,
(2) Subjective Task Values, and (3) Achievement-Related Choices and Performance. These
constructs propose links between expectations for success and task values with achievement
related performance and choices. For this study, the expectancy-value model was aligned with

the constructs of academic self-efficacy (expectancies for success), academic perseverance
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(expectancies for success), academic engagement (subjective task values), and the outcome
variables grade point average (achievement-related performance) and persistence (achievement-
related choicés Independent data analysis were conducted for each of the three areas
academic self-efficacy, academic perseverance, and academic engagement. Findingsafer ea
reported separately by area in the following sections.
Main Findings of Study
Academic Self-Efficacy

The expectancy-value theory attempts to explain how the choice of tasks, persistence on
accomplishing these tasks, and performance on these tasks relate to the individual’s belief on
how well they will do on an a particular task or activity (Wigfield and Eccles, 2000). The full
scope of the Expectancy-Value model is illustrated in Figure 2.1; however, an abbreviated
portion of the model, specifically the areas dealing with Expectancies for Success, Subjective
Task Value, and Achievement Related Performance and Choices, is the appropriate framework
for this study. Bandura (1997) referred to efficacy expectations as the belief an individual has on
their ability to accomplish a task. Similarly, Eccles et al. (1983) defined expectancies for success
as the perception an individual has of their competence to achieve certain tasks in the future.
Accordingly, te instruments used for this study measured individual’s perceptions. Two
separate instruments were used to measure academic self-efficacy at different points during the
student’s college year.

The first instrument, the Beginning College Survey of Student Engagement (BCSSE)
measured the individual’s perception of how prepared they were to accomplish certain academic
tasks when entering college. Students completing the questionnaire reflected on their academic

preparation during the last year of high school when they responded to the qlstion,
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prepared are you to do the following academic work? The six academic self-efficacy variables
included writing, speaking, thinking critically, quantitative skills, computer technology, and
teamwork. Responses ranged from (1) not at all prepared to (6) very prepared. Overall mean
scores indicated that mostidents felt “somewhat prepared” for these tasks when entering

college. The actual mean scores ranged from lowest (least prepared) to highest (most prepared):
guantitative skills (M = 4.10); writing (M = 4.25); speaking (M = 4.27); thinking critically (M =
4.39); computer technology (M = 4.52), and teamwork (M = 4.65). Students felt most prepared

to work with others and to work with technology; however, they felt less prepared with their

math, writing, and speaking skills coming into college.

Regression analysis was used to examine if relationships existed between pre-college
academic self-efficacy variables and achievement-related performance (academic success) and
choice (persistence). Data results identified three pre-college academic self-efficacy variables as
significant predictors which explained 13% of the variandeR.3,F(10,260) = 4.04p < .001.

The variablesbility to write clearly and effectively (B = .29,p <.02),ability to speak clearly and
effectively (B = .30, p < .02), andability to analyze quantitative problems (f = .17,p < .02) were

found to significantly predict academic success. Additionally, the vargehtéer (3 = .12, p <

.04) was also found to be a significant predictor. No pre-college academic self-efficacy variables
were found to be significant predictors of achievement-related choice (persistence).

The second instrument, the National Survey of Student Engagement (NSSE) also
measued the individual’s academic self-efficacy through the perception of their knowledge and
skills after the first year of college. Students reflected on their first year in college when they
responded to the questiolg what extent has your educational experience prepared you to do

the following? Exactly like the BCSSE instrument, the six academic self-efficacy variables
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included writing, speaking, thinking critically, quantitative skills, computer technology, and
teamwork. Responses ranged from (1) very little to (4) very much. Overall mean scores
indicated that most students felt that their educational experience prepared them “somewhat to

quite a bit” for these academic tasks during the first year in college. The actual means scores
ranged from lowest (little preparation) to highest (much preparation): computer technology (M =
2.97); quantitative skills (M = 3.01); writing (M = 3.08); speaking (M £LB.teamwork (M =

3.13); and thinking critically (M = 3.20). Students feltnraprepared to be able to think critically
and analytically after the first year of college; however, they did not feel their experience
provided much in terms of computer technology. A possible explanation could be that
technology is so commonly used on a daily basis that students already have a high sense of self-
efficacy regarding technology.

Regression analysis were also conducted to examine if relationships existed between first
year in college academic self-efficacy variables and achievement-related performanaai¢acade
success) and choice (persistence). Data results identified one significant academic self-efficacy
variable that explained 9% of the variancé €R09,F(10,260) = 2.44p < .01. The variable
ability to analyze quantitative problems (B = .20,p < .02) wasfound to bea significant predictor
of academic success at end of first year in college. Additionally, the vaypblef high school
attended (B = .13, p < .04) was also found to be a significant predictor.

In relation to the achievement related choice (persistence) component of the expectancy-
value model, results identified two significant variables for first year in college academic self-
efficacy which explained 13% of the variancé €R13,F(10,260) = 3.93p < .01. The two
variables, ability to analyze quantitative problems ( = .30,p < .01) andwriting clearly and

effectively (B = .22,p < .01) were found to be significant predictors of achievement related
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choice (persistence to second year of college). Findings suggested that student perceptions of
their academic capabilities in writing and in mathematics at the end of the first year of college
significantly contributed to their persistence to the second year of college.

Corresponding-tests were conducted to determine differences in academic self-efficacy
by gender, generation status, and type of school attended. The predictor variablepgend2) (
was identified to be statistically significant, at an alpha level of .05, for the pre-college academic
self-efficacy variable of quantitative skills. The differences were signifitd®2.20) = 2.21p
= .02, with a moderate relationshigh£.33). Male (n = 89) students displayed a higher mean
score (M = 4.36) on academic self-efficacy of quantitative skills than female (n = 182) students
(M =3.98).

Overall, variables were found to be significant for both pre-college and first year in
college academic self-efficacyhdse findings suggested that student’s perceptions of their
academic abilities can be predictors of grades. This is consistent with Wigfield and Eccles (2000)
findings that “children’s beliefs about their ability and expectancies for success are the strongest
predictors of subsequent grades” (p. 77).

Responses from the BCSSE and NSSE questionnaire responses indicated that students
perceived positive changes in their abilities or skills from first entering college to the end of the
first year of college. Approximately 72.7% of students completing the BCSSE upon entering
TPU felt“somewhat prepar&do “very preparedin their academic self-efficacy for written
communication skills. At the end of the first year of college, 78.6% of students completing the
NSSE were confident in their abilities and felt their knowledge and skills had increased. About
two-thirds of entering students (72.7%) reported that they Vsemewhat preparédo “very

prepared” to do well in oral communication skills. After the first year of college, 78.6% reported
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thattheir knowledge and skills were “quite a bit” to “very much” enhanced. Approximately,

66.8% of students felt they were “somewhat to very prepared” in quantitative skills upon

entering college. At the end of the first year of college, 75% of students felt their educational
experience had enhanced their quantitative skills “quite a bit to very much”. These responses
align with Wigfield and Eccles (2000) proposiadt “performance is mediated through children’s
ability and expectancy beliefs” (p. 78).

Academic Perseverance

The expectancy-value modelt only examines an individual’s belief in their
performance, but also examines their persistency on accomplishing these tasks (Wigfield and
Eccles, 2000). Bandura (1998so contended that a student’s self-efficacy belief impacted their
motivation and persistency to accomplish certain tasks. Hood, @Grééelimann (2012) found
that those students who perceive themselves as more competent were more successful at
persisting or accomplishing certain tasks. The academic perseverance variables on the BCSSE
instrument align with these findings and meastidents’ perceptions of their level of certainty
to accomplish specific tasks when entering college, such as their ability to handle difficult
situations, how certain they are of their ability to study, to ask faculty for help when struggling,
and to stay positive when encountering challenges.

Academic perseverance data were collected solely by the BCSSE instrument at the time
students entered college. Students completing the questionnaire reflected on their academic
preparation during the last year of high school when they responded to the glrstiaa;tain
are you that you will do the following? Responses ranged from (1) not at all certain to (6) very
certain Overall mean scores indicated that most students felt “somewhat certairi’ they would

accomplish these tasks when entering college. Actual mean scores for the six academic
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perseverance variables ranged from lowest (least certain) to highest (most certain) as follows
finish something when challenges encountered (M = 4.99); stay positive even when doing poorly
(M = 4.98); ask instructors for help when struggling (M = 4.92); find information when class
material not understood (M = 4.86); study when other interesting things to do (M = 4.46), and
participate in class discussions when not interested (M = 4.15).

Student responses to thr sariables indicated thdinish something you have started
when you encounter challenges (88.26) andstay positive even when you do poorly on a test
(87.4%) were high on the list of tasks students“®imewhat certainto “very certaiii they
would accomplish in college. The variable with the lowest percentage¥a)@@sparticipate
regularly in course discussions, even when you don 't feel like it. Students felt most certain that
they would persevere and stay positive in face of challenges; however, they felt less certain that
they would participate in class discussions.

Regression analysis was used to examine if relationships existed between pre-college
academic perseverance variables and achievement-related performance (academic success) and
choice (persistence). Data results identified one pre-college academic perseverance variable as a
significant predictor which explained 9% of the variance<R09,F(10,260) = 2.59p < .05.

The variabldinish something you have started when you encounter challenges (B = .25,p <.01)

was found to have a significant relationship with academic success. Additionally, the variable
type of school attended (B = .12, p < .05) was also found to be a significant predictor.

Additionally, correspondingrtests were conducted to determine differences in academic
engagement by gender, generation status, and type of school attended; however, no significant

findings were produced.
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Overall, significant findings were identified for relationships between the academic
perseverance variable of finishing tasks and achievement related performance (grade point
average), suggesting theattudent’s level of certainty of completing their tasks, even when
challenging, can bapredictor of academic success. This is consistent with Wigfield and Eccles
(2000) conclusions that “children’s beliefs about their ability and expectancies for success are
the strongest predictors of subsequent grades” (p. 77). It is important to note also that the sample
size for students in this study attending private schools (n = 36) was much lower than for
students attending public schools (n = 235), yet findings were still significant for private schools.
This aligns with national discussions regarding the academic preparedness of students
transitioning to college as well as the academic content and rigor in public high schools. No
significant findings were identified for the academic perseverance variables in relation to the
achievement related choice (persistence) component of the expectancy-value model.
Academic Engagement

Eccles et al. (1983) proposed that subjective task values may include multiple
components, such as, the value and importance of attaining the task, the usefulness of the task, as
well as the cost involved to attain the task. The subjective task value component of the
expectancy-value model suggests that when students perceive tasks as valuable, they are more
likely to engage in these tasks; thus, this participation will possibly lead to better achievement
(Schechter, Durik, Miyamoto, & Harackiewicz, 2011). Likewise, Kuh (2001) proposed that
student engagement encompasses the time, effort, and importance students dedicate to
educational-related activities. Both instruments used for this study measured levels of student

engagement at both the high school and the college environments.
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The first instrument, the Beginning College Survey of Student Engagement (BCSSE)
measured the individual’s engagement in specific academic activities during the last year in high
school. Students completing the questionnaire reflected on their academic engagement during the
last year of high school when they responded to the queblownoften did you do each of the
following activities? The seven academic engagement measured several variables that are
identified by Kuh (2003) as high-impact educational practices. Responses ranged from (1) never
to (4) very often. Overall mean scores indicated that most students “sometimes to often”
participated in these activities during their last year of high school. The mean scores ranged from
lowest (sometimes) to highest (often): discussed ideas from classes with faculty (M = 2.15);
discussed grades with instructor (M = 2.41); discussed ideas with others outside of class (M =
2.53); worked with other students on projects (M = 2.79); made a class presentation (M = 2.88),
worked with classmates outside of class (M = 2.93), and asked questions in class or contributed
to class discussions (M = 3.01). Students indicated they were more actively engaged (71.2%) in
asking questions or participating in class discussions while less actively engaged (31.7%) in
discussing ideas with instructors outside of class.

Regression analysis was used to examine if relationships existed between pre-college
academic engagement variables and achievement-related performance (academic success) and
choice (persistence). Data results did not idgsignificant relationships between any pre-
college academic engagement variables with academic success or persistence.

The second instrument, the National Survey of Student Engagement (NSSE) also
measured the individual’s engagement in specific academic activities but this time during the
first year of college. Students reflected on their first year in college when they responded to the

guestionHow often did you do each of the following activities? Exactly like the BCSSE
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instrument, the seven academic self-efficacy variables focused on high-impact educational
practices. Responses ranged from (1) never to (4) often. Overall mean scores indicated that most
students “sometimes to often” participated in these activities during the first year of college. The

means scores ranged from lowest (sometimes) to highest (often): discussed ideas from classes
with faculty (M = 2.34); made a class presentation (M = 2.37); discussed grades with instructor
(M = 2.57); worked with classmates outside of class (M = 2.72); asked questions in class or
contributed to class discussions (M = 2.74); worked with other students on projects (M = 2.81);
and discussed ideas from class outside of class (M = 2.83). Interestingly, results from both
BCSSE and NSSE data identified low mean scores for faculty-student interaction outside of
class. While college and university campuses are prime locations for these types of exchanges,
one possible observation is that faculty-student interactions may begin to develop during the
first-year and evolve beyond that.

Regression analysis was used to examine if relationships existed between first year in
college academic engagement variables with subjective task values (value and usefulness of
certain tasks) when examined for achievement-related performance (academic success) and
choice (persistence). The results identified one academic engagement vaidedigidicant
predictor which explained 8% of the variarf{& = .08,F(11,259) = 1.96p < .03. The variable
asked questionsin class or contributed to class discussions (p = .17, p <.02) was found to
significantly predict academic success. Additionally, the varigipkeof school attended (=
.12, p <.05) was also found to be a significant predictor. None of the first year in college
academic engagement variables were found to be significant predictors of achievement-related

choice (persistence).
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Corresponding-tests were conducted to determine differences in academic engagement
by gender, generation status, and type of school attended. The predictor genataiton
status (p = .03) was identified to be statistically significant, at an alpha level of .05, for the first
year in college academic engagement variasked questionsin class or contributed to class
discussions. The differences were significan{269) = 2.15p = .03. The effect size for strength
of relationship was smalti=.26). Students who were not first generation (n = 102) displayed a
higher mean score (M = 3.07) on academic engagement of asking questions in class than first
generation (n = 169) students (M = 2.98).

Additionally, the predictor variabléype of high school attended, was also identified to
be statistically significant for multiple pre-college academic engagement variables. Four of the
pre-college academic engagement variables displayed significant differences as follows: (1) The
variable worked with other students during class was significant at(269) = 2.23p = .02 witha
small effect size for strength of relationshib=27); (2) The variableorked with classmates
outside of class was significant at(269) = 2.55p = .01 with a small effect size for strength of
relationship d =.31); (3) The variableliscussed ideas with faculty outside of class was
significant att(269) = 246, p = .01 with a small effect size for strength of relationstip.80);
and (4) The variabldiscussed ideas with others outside of class was significant at(269) = 2.60,

p = .01 with asmall effect size for strength of relationshigh<£.31).

Overall, significant findings were identified for academic engagement in terms of
actively participating in class as well as the type of high school attended. Active learning has
been noted as a highly effective educational practice by theorists and practitioners. Astin (1985,
1991) noted that students should be active participants in their learning and in their educational

environment. Possible reasons for differences in engagenagrdlso be the extent to which
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school environments facilitate or hinder academic engagement activities. Another consideration
may be the high enrollment numbers in public schools as compared to private schools and how
conducive these environments may be for student-faculty interactions.
Summary of Findings and I mplicationsfor Future Research and Practice

The purpose of this study was to examine relationships between student pre-college
academic perceptions with first-year in college academic experiences, specifically in shef area
academic self-efficacy, academic perseverance, and academic engagement, to idditityr
for academic achievement and persistence in college. An abbreviated version of the expectancy-
value model was utilized as the framework because it not only independently aligned with the
three specific areas being examined, but it also served to link the components together to
determine achievement-related performance (academic success) and choice (persistence). The
expectancies for success componentrgied the individual’s perception of how well they
would accomplish an outcome (academic self-efficacy) as well as their belief that they would
complete a task (academic perseverance). The subjective task value component examined the
extent to which a task was useful or important to an individual (academic engagement). Finally,
the achievement-related performance and choice component examined the extent to which the
expectancies for success and the subjective task values contributed to the individual’s
performance (academic achievement) and choice (persistence to second year of college). Overall,
the abbreviated expectancy-value model provided a sound framework for this study. Aligning the
three components of the model, Expectancies for Success, Subjective Task Values, and
Achievement-Related Performance and Choice, with the BCSSE and NSSE constructs of

academic self-efficacy, academic perseverance and academic engagement proveddivee effe
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Academic Self-Efficacy

The beliefs and expectations of an individual influence their performance on tasks and
achievement of goals. Bandura (1997) referred toe$@lfacy beliefs as an individual’s
confidence that they could perform an action. Student’s expectancies for success based on
responses to the BCSSE and NSSE questionnaires indicated that overall students felt prepared to
accomplish certain academic tasks. Findings from this study identified significant relationships
between the academic self-efficacy variables of writing, speaking and quantitative skills with
academic success at both the pre-college and the first year of college level. Additionally,
findings from the first year of college self-efficacy variables identified significant relationships
between writing skills and quantitative skills with persistence to second year of college; thus,
suggesting that student perceptions of their academic capabilities in writing and in mathematics
at the end of the first year of college significantly contributed to their decision to continue
college. Overall, variables were found to be significant for both pre-college and first year in
college academic self-efficacy. These findings are consistent with the work of Wigfield and
Eccles (2000) who found that an individual’s “beliefs about their ability and expectancies for
success are the strongest predictors of subsequent grades” (p. 77). Bong (2001) also found that
student’s perceptions of their academic abilities can be predictors of grades. Bean and Eaton
(2000) proposed that as academic self-efficacy increaseslisbe individual’s academic and
social participation in college. An important future direction for educators at both secondary and
in higher education is to examine the academic curriculum and the academic high school
preparation and curriculum of students, particularly of minority students. As Arbona and Nora
(2007) reported, a significant factor that leads to college enrollment is a more rigorous academic

curriculum.
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Academic Perseverance

The definition of academic perseverance utilized for thidyss: a student’s persistence
on academic tasks in spite of lack of motivation or other interests and challenges. Student’s
expectancies for success based on responses to the BCSSE questionnaire indicated that overall
students felt certain that they would accomplish academic tasks. Findings from this study
identified significant relationships between the pre-college academic perseverance variable,
compl eting tasks even when challenging, and achievement-related performance; thus, suggesting
that a studeny level of certainty of completing their tasks, even when challenging, can be a
predictor of academic success. This is consistent with Wigfield and Eccles (2000) conclusions
that “children’s beliefs about their ability and expectancies for success are the strongest
predictors of subsequent grades” (p. 77). It is important to note that although the study sample
size for students attending private schools (n = 36) was lower than students attending public
schools (n = 235), findings identified relationship with type of high school attended with
academic perseverance. Swail et al. (2005) found differences in the high school and pre-college
academic preparation of Latino students and White students. These findings support the need for
national discussions with education leaders regarding the academic readiness of students
transitioning to college as well as the academic content and rigor in public high schools.
Academic Engagement

The construct of academic engagement is aligned to the expectancy-value $ection o
subjective task values. Wigfield (1994) identified subjective task values as activities that
individuals value, enjoy, or have use for, such as a particular class or degree. Overall, significant
findings were identified for academic engagement in ternastovely participating in class as

well as the type of high school attended. Active learning has been noted as a highly effective
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educational practice by theorists and practitioners. Astin (1985, 1991) noted that students should
be active participants itheir learning and in their educational environment. Chickering’s (1969)
seminal work identified student-faculty interaction as a positive contributor to student
development. Possible reasons for differences in engagement may also be the extent to which
school environments facilitate or hinder academic engagement activities. Another consideration
may be the higher enrollment numbers in public schools as compared to private schools and how
conducive these environments may be for student-faculty interactions.

Although this study was limited in scope, as it focused on data from only one institution,
it did provide some significant findings relevant to student success and persistence in college. To
have a more accurate picture of Hispanic students in higher education, it would be ideal to
expand this study to include all incoming students and follow up with a second study four years
later. A separate study of high school seniors, prior to their transition to college, would jprovide
more accurate representation of their expectancies for success. Zarate and Gallimore (2005)
agree that higher education institutions need to know more about the differences in Latino
students who enroll in college and those that do not. As a first-generation Hispanic student, | am
aware of the challenges faced when transitioning through the educational systems. It is critical
for education decision makers and school leaders to examine and implement best practices for
the academic readiness of students, primarily by ensuring that students at both public and private
high schools have rigorous curricula to prepare them for college. The academic achievement and
behaviors of students should be measured earlier, when transitioning into high school rather than
college, in order to identifgeficiencies and provide students essential academic advising and
mentoring. Given the urgency of addressing educational disparities for the largest growing

demographic group in this country, these conversations must turn to Acksbante!
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We are interested in your high school experiences and how often you expect to participate in certain activities
during your first year of college. The information that you provide will help your institution improve teaching,
learning and the quality of the student experience. Thanks for your help. Write or mark your answers in the

"_—'l' Beginning College Survey of Student Engagement

cmmmn boxes. Examples: [X] or [&]

lease print your student ID number in the box
elow. Do not print your Social Security number.

lease print the first three letters of your last name:

ou are taking this survey:
] Before attending orientation
[] while attending orientation
[] After attending orientation
[ Not applicable, not attending orientation

lease write in the 5-digit ZIP code of your home
uring your last year of high school.

(U.S. residents only)

[} Please write in the year you graduated from high
school. (For example, “2010")

7] From which type of high school did you
graduate? (Select only one.)
[ Public [] Home school
[ private, religiously-affiliated [ Other (e.g., GED)
[ Private, independent

El] What were most of your high school grades?
(Select only one.)
Oa Os Oc
O a .- [J ¢ or lower
.+ O c+ [ Grades not used

Pl To date, in which of the following math classes
did you earn a passing grade?
Did not take Passed Did not pass
v v

v
a. Algebra II O O O
b. Pre-Calculus/Trigonometry [] O |
c. Calculus O O |
d. Probability or Statistics ~ [7] O O
During high school, how many years of the
following subjects did you complete? 5o
Years: 0 1 2 3 4 more
v Vv v v v Vv
a. English/Literature OO0 000 Od
b. Math O 0OoQgoQgogono
¢. Science O O0O0ogog g
d.History/SocialSciences [ [ [ O O O
e. Foreign language O O0O0googgog

During high school, how many of the following
types of classes did you complete?

Sor
0 1 2 3 4 more
v v v v vV VY
a. Advanced Placement
(AP) classes E[ D |:| El D D
b. Honors classes (not AP)
taught at your high school D D D D D D
c.Collegecoursesforcredit [] [ [0 [0 O O

During your last year of high school, about how

much reading and writing did you do?

Very Quite Very
much a bit Some little None

v v
a. Assigned reading wow

(textbooks or other

course materials) |:| D D D D

b. Books read on your
own (not assigned) for

personal enjoyment or O Od O O O

academic enrichment

(¢

. Writing short papers
or reports (5 or

fewer pages) D D D |:| L_.J

d. Writing longer papers
or reports (more

than 5 pages) D D D D D

JEJ) Puring your last year of high school, about how
many hours did you spend in a typical 7-day
week doing each of the following?
a. Preparing for class (studying, doing homewaork, rehearsing, etc.)

o o 0o 0o 0o o o 0
0

1-5 6-10 11-15 16-20 21-25 26-30 More
Hours per week than 30

b. Working for pay (before or after school, weekends)

L Oo"9 8 0 8 O .J

0 1-5  6-10 11-15 16-20 21-25 26-30 More
Hours per week than 30

¢. Participating in co-curricular activities (arts, clubs, athletics, etc.)

O O O o o o g0 ad

0 1-5 6-10 11-15 16-20 21-25 26-30 More
Hours per week than 30

d. Relaxing and socializing (watching TV, partying, etc.)

O 0o o o o o 0 4d

0 1-5 6-10 11-15 16-20 21-25 26-30 More
Hours per week than 30




[E} During your Jast year of high school about how

often did you do each of the following?

Very Some-

often Often times Never
Asked . nd v v v
. Asked questions in class or
contributed to class discussions D |:| D O

b. Made a class presentation O O O g

[~

¢. Came to class without

completing readings or

assignments D D I.__! D
d. Discussed grades or

assignments with a teacher O O O Od

e. Worked with other students
on projects during class O O 4 O

f. Worked with classmates
outside of class to prepare
class assignments

g. Prepared two or more drafts
of a paper or assignment

before turning it in O O O O

. Had serious conversations with
students of a different race or

ethnicity than your own E] D D D

Discussed ideas from your
readings or classes with

teachers outside of class O O O O

. Discussed ideas from your
readings or classes with others
outside of class (students,

family members, etc.) | O 0o 0O

k. Talked with a counselor,
teacher, or other staff member
about college or career plans [ R I Y O

. Had serious conversations with
students who are very different
from you in terms of their
religious beliefs, political
opinions, or personal values O O O d

=

e

m. Missed a day of school O O o g
Did you take the SAT and/or ACT?

[ Yes [ ne

If yes, please write your scores below (as best you

remember):

SAT (possible range=200-800) ACT (possible range=1-36)
o campont
Mathematical .
Reasoning

Writing

During your high school years, how involved were
you in the following activities at your school or
elsewhere? Not

Highly
involved involved
1 2 3 4 5 6
Vv v v v VvV v
a. Performing or visual arts
programs (band, chorus,
theater, art, etc.) ' OoO0o0goaaogag
b. Athletic teams (varsity,
junior varsity, club sport
etc.) ’ S T T o Y A
<. Student government O 0O0O0googo
d. Publications (student
newspaper, yearbook, etc.)L_.] O Oodaoad
e.Academichonorsocieties (] (] [0 [O [O O
f. Academic clubs {debate,
mathematics, science, etc.}D D D D D D
g. Vocational clubs (business
health, technology, etc.) : D D D O D D
h.Religousyouthgroups [ [ [0 O O O
i. Community service or
volunteer work OoO0O0ogagaag
Overall, how academically challenging was
your high school?
Not at all Extremely
challenging challenging
v v
O O Cl (] i ]
1 2 3 4 5 6
College Experiences
During the coming school year, about how many

hours do you think you will spend in a typical 7-day
week doing each of the following?
a. Preparing for class (studying, reading, writing, doing

homework or lab work, analyzing data, rehearsing, and
other academic activities)

O 0 0 0 0 o g ad

0 1-5  6-10 11-15 16-20 21-25 26-30 More
Hours per week than 30

b. Working for pay on- or off- campus
g O
0 1-5  6-10
Hours per week

g 0O 0 L0
11-15 16-20 21-25 26-30 More
than 30

¢. Participating in co-curricular activities (organizations, campus
publications, student government, fraternity or sorority,
intercollegiate or intramural sports, etc.)

O O d g 0O 0O
0 15 610 11-15 1620 21-25 2630 More
than 30

Hours per week

d. Relaxing and socializing (watching TV, partying, etc.)
o O
0 1-5  6-10
Hours per week

[ o 0O
11-15 16-20 21-25 26-30 More
than 30
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(=9

f.

e 2

[

~

3

During the i

about how often

do you expect to do each of the following?

. Ask questions in class or

contribute to class discussions

Make a class presentation

. Work on a paper or project

that requires integrating
ideas or information
from various sources

. Work with other students on

projects during class

. Work with classmates

outside of class to prepare
class assignments

Put together ideas or
concepts from different
courses when completing
assignments or during class
discussions

. Discuss grades or

assignments with an
instructor

. Discuss ideas from your

readings or classes with
faculty members outside of
class

. Receive prompt feedback

from faculty on your
academic performance
(written or oral)

. Work with faculty members

on activities other than
coursework (committees,
orientation, student life
activities, etc.)

Discuss ideas from your
readings or classes with
others outside of class
(students, family members,
co-workers, etc.)

. Have serious conversations

with students of a different
race or ethnicity than your
own

Try to better understand
someone else’s views by
imagining how an issue looks
from his or her perspective

. Learn something that

changes the way you
understand an issue or idea

. Have serious conversations

with students who are very
different from you in terms of
their religious beliefs, political
opinions, or personal values

Very

O
(|

)
a

O
O

Some-

a
]

often Often times Never
v v v v

|
O

O

During the i

how certain are

you that you will do the following?
Not at all

o

. Study when there
are other interesting
things to do
b. Find additional
information for course
assignments when you
don't understand the
material

. Participate regularly in
course discussions, even

n

certain

1
v
(I

a

when you don't feel like it O

d. Ask instructors for help
when you struggle with
course assignments

Finish something you
have started when you
encounter challenges

f. Stay positive, even when
you do poorly on a test
or assignment

o]

O

O 4~

O

o o o o 0O

Very
certain

3 5
v v
O

O 4=
O 4=

O o o 0O
O O O o
o O O 0O

o o 0O o o

o oo

During the coming school year, how difficult do
you expect the following to be?
Not at all

difficult

a. Learning course material
b. Managing your time
¢. Paying college expenses

d. Getting help with school
work

e. Making new friends
f. Interacting with faculty

Oooo oooy-
OO0 Oood¢»
OO0 OO0 4w
000 DOO9es
O0O0 o004«

Very
difficult

OO0 OO0Ode

How prepared are you to do the following in
your academic work at this college?

Not at all

prepared

o

. Write clearly and
effectively

b. Speak clearly and

effectively

Think critically and

analytically

d. Analyze math or
quantitative problems

e. Use computing and
information technology

f. Work effectively with
others

g. Learn ef'fecti'vely on
your own

2]

Ooooo0ooao4e-
OO0000QOoOo 4

Very
prepared
6

i o O o Y L
OO00DOO0OO0Od¢
ODoocooDODOd
ODOOoDoDoOooOooOood
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How important is it to you that your college or

university provides each of the following?

Additional Inf t

Not Very What month are you completing this survey?
impul‘rt:am:2 5 . sirnpt;rlant [ san O may [ sep

a. A challenging academic Mar Jul Nov

experience D O D D E] |:| D Apr D Aug D Dec
b. Support to help you

succeedacademicaly (1 00 00 00 0O 0O Do you know what your major will be?
¢. Opportunities to interact

with students from [ no

different economic, [ Yes, specify:

social, and racial or

ethnic backgrounds OoOoooaoao pIJ Are you, or will you be, a full-time student this
d. Assistance coping with fall term?

your non-academic

responsibilities (work, D ves D No

?m"‘f» rfttc-)h : 0 0 i 0 g How many of your close friends will attend this
€ UPPORLTO NEH Yo college during the coming year?
F gmve " Dooooado COnore [(J1 Oz O3 [] 4 or more
. Opportunities to attend

campus events and

activities Y O O A O O Your sex:

[ Female [ Male

-] About how much of your college expenses
(tuition, fees, books, room & board) this year
will be provided by each of the following

sagrces? Less Half Allor Do
than or nearly not
None half more all know
Scholarehi d v v w h 4 v
a. Scholarships an
grants |:| D D D D
b. Student loans O O O o g
¢. Parents/family O O o O oOg
d. Self (work on-campus
or off-campus, savings) D | | D |:|
Did you receive a Federal Pell Grant?
O Yes [ ne [J Do not know

What do you expect most of your grades will be at

this college during the coming year?
(Select only one.)

Oa Os Oc
D A- I:] B- |:] C- or lower
Os+ Oc+ [] Grades not used
Do you intend to graduate from this college?
[ Yes O Ne [ Uncertain

What is the highest academic degree that you
intend to obtain at this or any college?
(Select only one.)

[[] Associate’s degree (A.A., A.S., etc.)

[] eachelor’s degree (B.A., B.S., etc.)

[] Master's degree (M.A,, M.S,, etc.)

[] boctoral degree (Ph.D., M.D., 3.D., etc,)
[:[ Uncertain

pEY) Are you an international student or foreign
national?
[ No

[ Yes

What is your racial or ethnic identification?

(Select only one.)

[[] American Indian or other Native American
]:I Asian, Asian American, or Pacific Islander
[] Black or African American

] white (non-Hispanic)

[] Mexican or Mexican American

[ puerto Rican

[[] other Hispanic or Latino

[ Muttiraciat

[ other

[ 1 prefer not to respond

Please indicate whether your parents completed a

4-year college degree. Did not
Completed complete
4-year 4-year Do not
degree degree know
v v v
Mother (or guardian) O O O
Father (or guardian) O O |

How far is your home from this college?

[] 20 miles or less [J 101-200 miles

B

[ 21-50 miles [J 201-400 miles

[J 51-100 miles [ more than 400 miles
THANKS FOR SHARING
YOUR RESPONSES!
Copyright © 2010 Indiana University.

eginning College Survey of Student Engagement is a registered trademark

with the U.S. Patent and Trademark Office
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National Survey of Student Engagement 2011

The College Student Report

In your experience at your institution during the current school year, about how often have you done each
of the following? Mark your answers in the boxes. Examples: [x] or

a. Asked questions in class or
contributed to class discussions

b. Made a class presentation

c. Prepared two or more drafts
of a paper or assignment
before turning it in
d. Warked on a paper or project that
required integrating ideas or
information from various sources
2. Incleded diverse perspectives
(different races, religions, genders,
political befiefs, etc.] in class
discussions or writing assignments
f. Come to class without completing
readings or assignments

g- Worked with other students on
projects during class
. Warked with classmates

outside of class to prepars
class assignments

i. Put together ideas or concepts.
from differant courses whan
completing assignments on
during class discussions

. Tutored or taught other
students {paid or woluntary)

[

Very Some-
often Often times Newer
v v v
H W
H H =
m N
B B B
m W N
L1 O
B B
L] in

k. Participated in a community-based

project {e.g. service leaming) as
part of a regular course

. Usad an electronic medium
(listserv, chat group, Internat,
instant messaging, etc.) to discuss
or complete an assignment

m. Used e-mail to communicate
with an instructor

ni. Discussed grades or assignments.
with an instructor

0. Talked about career plans with
a faculty member or advisor

p- Discussed ideas from your
readings or classes with faculbty
members cutside of dlass

g. Received prompt written or oral
feedback from faculty on your
academic performance

L]
[]
[]
[

2 8 B E @ B

H ® B B 8 B

A ® B B AR

-

H § AN

H B § E B B

r. Worked harder than you thought
you could to meet an instructor’s
standards or expectations

5. Worked with faculty members an
activities other than coursewark
{committess, orientation,
student life activities, etc.)

. Discussed ideas from your
readings or classes with others
outside of class {students,
family members, co-workers, atc)

u. Had serious mnvetsatluns with

mental activities?

a. Memorizing facts, ideas, or
methods from your courses and
readings so you can repeat them
in pretty much the sams form

b. Analyzing the basic elements of
an idea, experience, or theory,
such as examining a particular
case or situation in depth and
considering its components

c. Synthesizing and omganizing
ideas, information, or expariences
into new, maore complex
interpretations and relationships

d. Making judgments ahout the
value of information, arguments,
or methods, such as examining
how others gathered and
interpreted data and assescing
the soundness of their conclusions

&, Applying theories or concepts to
practical problems or in new
situations

four coursework emphasized tilE following

Very Some-
often Often times MNewver
v v w -w

H ® ®E =
H H ®H B
E B ® B

Very DQuite Very
much a bit Some little
- - - -

H H & B
E B B B
H H ®E @&
E H ® B
E B B @2
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z3l During the current scfiool year, about how much
reading and writing have you done?
a. Number of assigned textbocks, books, or book-length packs of
course readings

L] =] L] Ll L]

None 1-4 510 11-20  More than 20

b. Number of books read on your own {not assigned) for persanal
enjoyment or academic enrichment

L L] LI U Ll

Haone 1-4 5-10 11-20  More than 20
. Number of written papers or reports of 20 pages or more

] L] [ ] L]

None 1i-4 5-10 11-20 More than 20
d. Number of wiitten papers or reports between 5 and 19 pages

L] = [ (] []

HNone 1-4 5-10 11-20 Mare than 20
&. Number of wiitten papers or reports of fewer than 5 pages

Ll Ll L] L] LJ

Nane 1-4 5-10 11-20 More than 20

-Ina typical week, how many homework problem
sets do you complete?

More
Mone 1-2 3-4 5-6 thang
v v v
a. Number of problem s=ts that
take you more than an hour
b. Number of problem sets that 2
take you less than an hour O

to complete R B
El'larkt!\ebnxmathestmpmsems 2 @
which your examinations.d ing the

year have challenged yi

ﬂl]unngﬂ\emn'entﬂhoulyea' about how often
have you done each of the following?
Very Some-
often Often times MNever
- v w v
a. Attended an art exhibit, play, dance,
music, theater, or other performance ] ] m ]
b. Exercised or participated in
physical fitness activities ] 1
. Participated in activities to
enhance your spirituality
{worship, meditation, prayes, stc.} H B
d. Examined the strengths and
weaknesses of your own
views on a topic or issue I:l I:l
a. Tried to better understand someone
elea’s views by imagining how an
issue looks from his or her perspective]_| 1
f. Learned something that changed
the way you understand an issue

Which of the following have you done or do
you plan to do before you graduate from your
institution?

Do not Have
Plan plan not
Done todo todo decide
w w w w
a. Practicum, intermship,
field experience, co-op
experience, or clinical
assignment D I:I D I:I
b. Community service or
vaolunteer wark L] L] H B
c. Participate in a leaming
community or some other
formal program where
groups of students take
two or more classes
together O Ll L]
d. Work on a research project
with a faculty member

outside of course or
program reguirements

2. Foreign language

E AR N
HE EE B
H BEH B
B BE N

Mark the box that best represents the quality of
your relationships with people at your institution.

a. Relationships with other students

Unifriendly, Friendly,
Unsuppartive, Supportive,
Sense of alienation Sense of belonging
b w

H B B B B R B
o E 3 4 5 5

Fi

b. Relationships with faculty members

Unavailzble, Buailable,
Unhedpful, HeEpful,
Unsympathetic Sympathetic

v v
5 BH B ® H ® B
12 31 4 5 & 7

. Relationships with administrative personnel and offices

Unhelpful, Halpful,
Inconsiderate, Considerate,
Rigid Flaxible
- -
A H EE ®B B B B
1 F E ] 4 5 [ 7
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nbnutfmwnﬂnvhnurs:ﬁuvuummdinatmiml Tuwhatextenthasmmmeﬁmatmis

7-day week doing each of the following? institution contributed to your iﬂmﬂﬂdge, skills,

o Phiarkit e chacs {iying, st st -t and personal development in the following
homewaork or lab work, analyzing data, rehearsing, and areas? Very Quite Very
other academic ackivities) much abit Some [itte

H E E R W =® @ B v v w v
] 15 610 1i-15 1620 21-25 2630 More iy

. Acg broad |
Hours per week than 30 : adul:a!;il;gna i I:l |:| |:| I:l

b. Working for pay on campus b Acquiring job or work-related
] CJ ] O ] O] O O] knowledge and ckills D |:| |:| I:l
0 1-5 610 11-15 1620 2Z1-25 26-30 More €. Writing clearly and effectivaly H B E A
e e s - wy O 0O O O

& Working for pay off campus d. Spezking clearly and effectively
E ® 'R B B B B B & Thinking ertically and analytically. 1 O O [
0 i-5  &-10 1i-15 16-20 21-25 2630 More
Hotrs pes Wk than30 | F Analyzing quantitatveproblems. [ ] [] [1 []

d. Participating in co-curnicular activities {organizations, campus g. Using computing and information
publications, student government, fraternity or sorority, technalogy D |:| |:| D
intercollegiate or intramural sports, etc.) hi Waarking efectively with-others ] ] ] N
E ® B B E B B B8 e
0 15 510 1145 1620 2125 2630 More i. Voting in local, state, or
Hours per wesk than 30 national elections |:| |:| |:| |:|

e, Relaxing and socializing {watching TV, partying, =tc.) | | L] L]
H @ EH B B B @ 8 [ [ARNAT [ - [ |
o 1-5 510  1i-15 16-20 21-25 2630 More
Sk e ek ol [T A |

f. Providing care for dependents living with you (parents,
childran, spouse, sic.) O ] O O
[ ] [ ] [ s e
] 15 610 1145 1620 2135 264 m E B =

9. Commuting to class (driving, walking ] ] M [l
Ll O O
0 15 610 13-Td6dg 21 1 O O O

Hours per week

r ﬂvenall,hmmtld you evaluate the quality of
academic advising you have received at your

[T To what extent does your institution emphasize institution?

each of the following? Vory: Quite Vry [ |Ercelenk
much = bit Some little [ Gead
v v v v [] Eair
a. Spending significant amaunts of
time studying and on academic [ [ O O L] Poor
wark ; 5
b P by His saipet v et Howqmddmgu?]uagtegm'r’enureeduﬂatmﬂ
b il s e a0 L E | experience at this institution?
. Encouraging contact among |:| Exceflent
students from different economic, [] Gead
social, and racial or ethnic :
o it I R | =
d. Helping you cope with your non- A
academic responsibilities (work,
Family, etc,) o= H W N W If you could start over again, would you go to the
e. Providing the support you need same institution you are now attending?
to thrive socially [] [ [] [] oefintely yes
f. Attending campus events and Prob
activities (special speakers, cultural E Pmbﬁ r
performances, athleticevents, et} [ | [ [ [
g. Using computers in academic work |:| |:| D D D AT
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il Wirite in your year of birth:
= 19

IR Your sex:

[ wale [] rFemale

nre_';nulgn international student or foreign
[1 es [] Mo

'I.\'mt is your racial or ethnic identification?
(Mark only one.)
[] American Indian or other Native American
I:l Asian, Asian American, or Pacific Islander
[] slack or Afican American
[] white (ron-Hispanic)
|:| Mexican or Mexican American
[] puerto Rican
[ other Hispanic or Latino
I:l Multiracial
[] other
[] 1 prefer not ta respond

Wlntisymrmnﬂitdmiﬁcaﬁonmuﬂhge?

[] Freshman/first-y=ar [ seniar
[ scphomare [ Unclassified
[] 3unior

[E5] Did you begin college at your
institution or elsewhera?

Since graduating from hig
the following types of schools ha
attended other than the one you a
attending now? (Mark all that apply.)
[] vocational or technical schoaol
[ community or junior college
|:| 4-year college other than this one
[] rone
[] cther

prd Thinking a is current aca ic term,
Thinki bout this demic
how would you characterize your enrollment?
I:l Full-tima |:| Less than ful-time

nreruua member of a social fraternity or
sorority?
D Yes |:| Mo

Areruu a student-athlete on a team sponsored
by your institution’s athletics department?
[] ves [] Mo (Go to question 25.)

On what team(s) are you an athlete (e.g.,
football, swimming)? Please answer below:

whathave most of your grades been up to now
at this institution?
[a [ Tms [ e
[ & e [ Fe
[18. [ & or lower

Which of the following best describes where
you are living now while attending college?
[] Dormitery or ather campus housing (not fraternity)
sorority house)
[] Residence (house, spartment, stc.) within
walking distance of the institution
D Residence (house, apartment, etc.) within
peelof the institution

Did nat firish high school

Graduated from high school

Attended college but did not complete
degree

Completad an associate's degree (8.4,
A5, atc)

Completad a bachelor’s dagree (B.A.
B.5., atc.)

Completed a master’s degree (M.A.,
M.5,, etc.)

Completad a doctoral degree (Ph.D.,
1.0, M.D., stc.)

Please print your major(s) or your expected
major(s).

2. Primary major {Print only one.):

000 OOtd s
an mm mmnm

0

b. 1 applicable, second major {not minor, concentration, etc.):

THANKS FOR SHARING YOUR RESPONSES!

After completing the survey, please put it in the enclosed p

ostage-paid
Postal Service mailbos. Questions or comments? Contact the National Survey of Stuedent Engagement,
Indiana University, 1200 East Tenth Strest, Suite 419, Bloomington IN 47406-7512 or
nese@indiana.edu or www,.nsse.iub.edu. Copyright € 2010 Indianz University.

and depasit it in any U.5.
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University

Research Integrity & Compliance Review Office
Office of Vice President for Research

Fort Collins, CO 80523-2011

{970) 491-1553

FAX (970) 491-2203

Date: February 3, 2015

To: Michael De Miranda, Ph.D.
Professor, School of Education

Veronica Martinez
Doctoral Student, School of Education

From: Evelyn Swiss, CIP, IRB Coordinator

Re: Adelante! From High School to Higher Education: An Analysis of
the Academic Success and Persistence of Hispanic Students
through an Expectancy-Value Framework

After review of information regarding the secondary anonymous data from
individuals that you will receive for the above-referenced project, it was
determined that the data do not meet the requirements of the federal
definition of human subject research. “Human subject means a living
individual about whom an investigator conducting research obtains data
through intervention or interaction with the individual, or identifiable
private information” (45CFR46.102(f).

Living individual — Y

About Whom =Y
Intervention/Interaction — N
Identifiable Private Information — N

Thank you for submitting this information. If you have more projects that are

similar, please contact us prior to submission. The IRB must determine
whether a project needs to have IRB approval.

Animal Care & Use » Human Research + Institutional Biosafety
321 General Services Building  http://web research colostate edu/ricro/
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