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Despite the growth of the U.S. Latina/o population, there exists a patteradeiaic
underachievement and low career attainment among Latina/o communife£ensus
Bureau, 2010). In light of disparities in educational and vocational attainment, much has
been written about the educational and career goal formation processesaflLati
students. However, the empirical studies that address predictors of educatibnal a
vocational goals present a complex picture. To advance knowledge in this area, the
current study provided a meta-analytic review of the correlates oftexhalaand career
goals for Latina/o students, accounting for the similarities and diffesescross 26
independent samples drawn from 25 studies. In conceptualizing the career development
of Latina/o students, Social Cognitive Career Theory (Lent, Brown, & ¢tgcd994)
was used as the foundation for examining the relations among the predictor and outcome
variables of interest. Correlates of educational and vocational goals inclanenl-
relevant person variables (i.e., career-related self-efficacy), sitciat person variables

(i.e., acculturation and ethnic identity), and contextual variables (i.e., bamigrs

support). Specifically, an empirical synthesis was conducted of 87 camsl&tom 16



published studies (with 17 samples) and nine unpublished reports that examined
predictors of Latina/o students’ educational and vocational goals. Findingsteditbat
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Chapter 1: Introduction

Latina/os represent the fastest-growing ethnic minority population in thedJnit
States (U.S.), accounting for 56% of the nation’s growth between 2000 and 2010 (U.S.
Census Bureau, 2010). In fact, data from the 2010 U.S. Census indicated that 23% of all
U.S. K-12 students were of Latina/o origin. Furthermore, projections released in 2009
indicated that by 2050, 30% of the U.S. population will consist of Latina/o persons.
However, as the number of U.S. Latina/os is rapidly growing, there exist® st
academic underachievement and low career attainment among this population. In 2009,
23.5% of the population of U.S. Latina/os age 25 and older had less tHarae
education which was significantly higher than the rates for White (3%), Black (5.4%),
and Asian (8.6%) persons (PEW Hispanic Center, 2009). Moreover, in 2009, 12.7% of
U.S. Latina/os age 25 and older had completed college, compared to 31.1% for White,
17.7% for Black, and 49.9% for Asian persons. In the current study, the term Latina/o
was used to refer to “individuals of diverse Hispanic-based national origlodimg
Mexico, the countries of Central America ..., the Spanish-speaking countriestbf S
America ..., the Spanish-speaking countries of the Caribbean ..., and the U.S. territoria
island of Puerto Rico” (Casas & Pytluk, 1995, p.156).

It has been noted that education affords greater opportunities for emplamadent
consequently leads to economic and social mobility (Worthington, Flores, & Navarro,
2005). Thus, low career attainment and decreased opportunities for progression within
economic and social structures are probable outcomes of the pattern of Latina/o
underachievement in education. According to the Bureau of Labor Statistics (2009),

Latina/o persons were less likely than White and Asian persons to hold “management



professional, and related occupations” (the major job category yieldimggtinest
earnings). Furthermore, Latina/os accounted for 14% of all employed wdnkiewere
disproportionately represented by a substantial amount in several job categorie
including “construction laborers” (44%), “maids and housekeeping cleaners”,(428)
“grounds maintenance workers” (40%). In 2009, 64% of Latina women worked in
“service jobs” and in “sales and office jobs,” compared with 59% of Black women, 53%
of White women, and 46% of Asian women. Moreover, one-fourth (25%) of Latina/o
families were maintained by women (with no spouse present) compared to agpebxim
15% of White families and 13% of Asian families. Among Latino men, nearly lealf w
employed in two job groups; “natural resources, construction, and maintenance
occupations” and “production, transportation, and material moving occupations.”
Latina/o persons had considerably lower earnings than Asian and White p&s@asi(
of Labor and Statistics, 2009). These figures suggested that a rapidly mgreasi
proportion of the U.S. population will be comprised of persons whose opportunities for
economic and social mobility are considerably limited. Indeed, the impinsator the
economic well-being of the U.S. are substantial given that a society’sramostrength
rests on the educational attainment of its population and the extent to which theiacadem
and career abilities of all individuals who make up the population are utilized (Vasquez,
2006).

The construct of self-efficacy has intrigued educational and vocationatalesesa
since first introduced by Bandura (1977) three decades ago. This constrsctaafier
individual's confidence in her or his abilities to undertake appropriate coursesoof. acti

In an effort to explain the low percentages of women employed in career fields



dominated by men, Hackett and Betz (1981) applied the concept of self-efficacy to
women'’s career behavior. These researchers were the first to use thectohse!f-
efficacy to explain women’s career choices in traditional occupations. ®hag that in
spite of attaining higher math grades and achievement scores than their male
counterparts, women college students reported lower math self-efficaefg laed these
beliefs influenced their career choices. This study demonstrated the powk of s
efficacy beliefs in the process of goal formation.

Subsequently, Lent, Brown, and Hackett (1994) extended the application of self-
efficacy to career development by incorporating a wider range of sogiaitive
mechanisms and processes. Of particular interest to these authors were toahddi
person variables proposed under general social cognitive theory; namely, outcome
expectations (i.e., beliefs about the outcomes of numerous plans of action) and personal
goals (i.e., an individual's determination to pursue a particular plan of action).ricent a
his colleagues advanced social cognitive career theory (SCCT) to inctede t
overlapping models intended to explain the processes through which individuals (a)
formulate educational and vocational interests, (b) develop and augment edueaitbnal
vocational goals, and (c) persist and achieve at varying levels of suttiess i
educational and vocational endeavors. These three models are thought to operate in
accordance with a variety of additional person, contextual, and learning gariabl
Examples of such variables include gender, race/ethnicity, ability, sopjabd, and
external barriers. Since applied to the career development realm, support heesdlamas
the academic and career literatures for the critical role thag®ielcy plays as a

mechanism of personal agency and positive adaptation in educational and vocational



functioning (e.g., Lent, Brown, Schmidt, Brenner, Lyons, & Treistman, 2003).
Furthermore, the choice model is of particular interest to vocational psydtslogi
studying the career development of adolescence and young adults becapiséi &xe
process by which an individual chooses a particular career path with a focus on the
specific mechanisms that shape related interests and choices (Flores, 2088). The
interests and choices are thought to be proximal and highly predictive of
school/educational achievement (i.e., performance/persistence) andati@ieanent
(i.e., entry into a particular career field).

Much has been written in the literatures in education and psychology about the
educational and career achievement of Latina/o students (e.g., Battle, 2Q0%)a\&
Umhoefer, 1998; Torres & Solberg, 2001). However, the empirical studies that addresse
predictors of educational and career achievement provided mixed findings. F@iesxam
the extent to which acculturation predicts vocational goals varied depending on the
particular achievement criterion used. When limited to a particular domainsuch a
math/science goals, results from one study suggested that Anglo-orieciédration
was not a significant predictor (Navarro, Flores, & Worthington, 2007). However, other
researchers found that Anglo-oriented acculturation was a significanttoresh a more
global outcome, educational goals (Flores, Ojeda, Huang, Gee, & Lee, 2006). Thus, to
clarify our knowledge in this area, a meta-analysis of the variablepréditt the
educational and vocational goals of Latina/o students was conducted. A metasanaly
allows researchers to synthesize the empirical literature in a grea by converting a
variety of statistics into a common metric, thereby allowing the investsyaa draw

conclusions across studies.



Specifically, the current study empirically synthesized 87 correlatrons 26
independent samples (16 published studies with 17 samples and nine unpublished
reports) that examined predictors of Latina/o students’ educational and volcgtialsa
In conceptualizing the career development of Latina/o students, the cundgntiséd
Social Cognitive Career Theory (Lent et al., 1994) as the foundation for exanfiaing t
relations among the predictor and outcome variables of interest. More sfigcitea
current study examined the magnitude of the relations between careentrekensmn
variables (i.e., career-related self-efficacy), socioculturabpevariables (i.e.,
acculturation and ethnic identity), contextual variables (i.e., barriers and Juppdrt
educational/vocational goals (i.e., goals, aspirations, choice, and expectations)
Latina/o students. Thus, studies that were included in the current metasawales
those in which relations between career-relevant person variables, socalq@érson
variables, and contextual variables had been examined as predictors ofoeailieaitl/or
vocational goals. Furthermore, a research synthesis of the interatdsts ef contextual
variables on the relation between career-relevant person variables and
educational/vocational goals was included. In a research synthesis, as opposed to a
literature review, the researcher seeks to provide an integrative reviesvlibétature
that culminates with research generalizations (Cooper & Hedges, M&#over, the
researcher represents the findings from a neutral position and intends to usiezha
the coverage of the literature. To clarify further, meta-analysss¢b a particular type
of research synthesis that involves statistical analysis.

A preliminary review of the literature was conducted and salient variatriessa

studies that related to the theoretical foundation of this study were identifiedyrGup



of variables noted in the literature review waseer-relevant person variables which
can be defined as characteristics of the individual that are involved in theitorogia
her or his career goals. This group of predictor variables specificdlyaée to career-
related self-efficacy constructs (e.g., nontraditional career del&ey, career decision-
making self-efficacy); sociocognitive person variables hypothesized &y $o be both
directly and indirectly related to the formation of vocational goals.

The second group of predictor variables was collectively referred to as
sociocultural person variables. Variables in this group were defined as characteristics of
the individual that relate to how she or he processes social information in refeydres
or his cultural values and practices (i.e., acculturation) as well as etbnjz gr
membership (i.e., ethnic identity). The educational and occupational disparitids note
earlier reflect the salience of race and ethnicity in the context ohtdnal and career
development. For this reason, career development theories that focus centrally on
individual differences or personal agency as the primary indicators of edutandna
career outcomes have received criticism for their lack of attention to tia¢ cmatext of
racial and ethnic inequity (Worthington et al., 2005). Furthermore, the literatune on t
educational and vocational achievement of Latina/o students underscored theasicmif
of sociocultural variables in career decision-making processes. In catisidef this
criticism and to reflect the abundance of literature examining sociodwdtaraents in
the educational and career behaviors of Latina/o students, the current metsegsanaly
included a grouping of sociocultural person variables.

With regard to the third group of predictor variables, Lent, Brown, and Hackett

(2000) argued for more research that examines the role of contextual vanataeser



development, particularly with individuals from underrepresented populations. As put
forward by these authorsprtextual variables referred to characteristics outside the
person that constrain or enhance personal agency (i.e., barriers and social suppert). Si
this conceptual refinement of SCCT that hypothesized the moderating role of
environmental factors in the formulation of career goals, research ergrthese
relations for Latina/o students has amassed. Contextual variables thusnegaresthird
group of predictors in the current meta-analysis.

The contributions of the current meta-analysis were threefold. First, while
researchers continue to raise important empirical questions concerninytia¢eal
and vocational development of Latina/o students, no summative work has been published
that examined the magnitude of the various predictors of educational/vocational goals
with Latina/o students. As the extant literature was unclear as to whathgest
predictors were of educational and career success for Latina/o studentsteghestudy
could have the potential to provide formative recommendations. This was important as
the literature on Latina/o student educational and career development had gyonah be
our ability to narrate an integration of the myriad of predictors of intevessearchers.
In light of the empirical studies that have accumulated and the contradicidings
associated with much of this research, there was a growing need foryadheen
statistical review and integration of the current state of the liter&@uoeinded in the
framework of SCCT (Lent et al., 1994; 2000), the current study provided an empirical
investigation of the relative strength of career-relevant person, sociotpkwsan, and

contextual predictors of educational and vocational goals across empirical.studies



Second, the hallmark of a meta-analysis is that investigators can proeicte d
guidance for future research. Specifically, a researcher condaatnega-analysis might
provide clarification of the overall effect of a predictor variable acrodspieu
operationalizations of the construct, thereby addressing a limitation ineitzture. For
example, acculturation has been widely noted to be a culturally relevant cbfwstruc
Latina/o communities (Vasquez, 1982). In the realm of vocational attainmentchessa
have questioned the extent to which identification with one’s culture of origin is
facilitative or prohibitive of academic and vocational achievement. To adtiiess
guestion, some have called for multidimensional measures of acculturationaat all
respondents to indicate participation in two or more cultures with the assumption that
such patrticipation creates the framework for a more flexible and sophidtcedteral
adjustment (Ramirez & Castafieda, 1974). This cultural flexibility is theshgped to
enhance rather than hinder one’s learning and vocational outcomes (Hurtado, Engberg,
Ponjuan, & Landreman, 2002; Ramirez, 1999). Meta-analysis presented the opportunity
to provide an empirical synthesis of the effect of acculturation on educatr@hal a
vocational goals across various operationalizations of acculturation.

Last, by ascertaining the current status of the research on Latindéntst career
attainment, the implications for planning empirically informed interventiodssacial
justice oriented programs that intervene in the intergenerational cycleddraic and
vocational underachievement were numerous (Navarro et al., 2007). From an intervention
perspective, it would be instructive to examine the relative magnitude of aguairs
and career-related self-efficacy, for example, on vocational goalsaiRéssupported the

positive effects that nurturing-involved parenting and school personnel had on vocational



attainment (Martinez, DeGarmo, & Eddy, 2004). Research also supported the role of
career-related self-efficacy in achievement (Gushue, Clarkezd?aéit Scanlan, 2006).
However, the current meta-analysis has the potential to answer the question of the
relative strength of the relations among these variables across sasnpkeag precise
coding and comprehensive accumulation procedures.

In sum, the current study sought to examine the magnitude of the relations
between career-relevant person variables (i.e., career-relatedfiealfy), sociocultural
person variables (i.e., acculturation and ethnic identity), and contextual variables (i
barriers and support) and educational/vocational goals for Latina/o studegtsneta-
analytic methodologies. Meta-analysis allowed for the calculation ah#gmitude of the
overall relation between career-relevant person, sociocultural person,taahtex
variables, and educational/vocational goals. In addition, SCCT posited tlwtstacal
influences on educational/vocational goals were mediated through sedicgféind that
the contextual variables of barriers and support had a moderating role. Thus, the
magnitude of the overall association between sociocultural person variablesesre ca
relevant person variables also was examined. Furthermore, because mgi@a-anal
procedures were unable to incorporate the potential moderators of barriers ant] suppor
the interactive effects of these variables were analyzed throughesp@icresearch
synthesis (i.e., narrative integration of the literature as opposed to acsilatist
integration). The potential contributions of the current work extended beyond providing a
statistical review and synthesis of the literature. Rather, the canegatanalysis aimed

to highlight limitations in the literature, generate future directionsgeearch, and



provide recommendations for clinical practice, group interventions, and prevention

efforts with Latina/o communities.
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Chapter 2: Literature Review

The following review begins with an overview of social cognitive care@ryhe
The subsequent section provides a description of the empirical literatuegdhahed
the career-relevant person, sociocultural person, and contextual predictorsabioadlic
and vocational goals for Latina/o students. Next is a discussion of demograpdtitesa
(background variables in a SCCT framework) as well as gender differdiatésmve
been assessed in the literature. Concluding this review is an overview of rakytasass
well as the research questions that guided the current meta-analysis.
Overview of Social Cognitive Career Theory

Lent et al. (1994) introduced social cognitive career theory (SCCT) in@m teff
understand the processes through which individuals formulate interests, makeoaducati
and career-related choices, and achieve varying levels of educational andnabcati
success. Rooted in Bandura’s (1986) social cognitive theory, SCCT explicates t
process by which several cognitive-person variables interact with otlemtasp the
person and her or his environment to steer the course of career development (Lent et a
2000). Central to Bandura’s social cognitive theory is the concept of seH@ffi
defined as, “people’s judgments of their capabilities to organize and exeouse<x of
action required to attain designated types of performances” (Bandura, 1986, p.391). Self-
efficacy, in contrast to self-esteem which is a more global constrpotsents a
constellation of self-referent beliefs connected to specific performancain®and
activities (Lent, 2005). As originated by Bandura, first applied to a careelogenent

framework by Hackett and Betz (1981), and subsequently expanded by Lent and
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colleagues (1994, 2000), self-efficacy is understood to be one of the most important
antecedents of thought and behavior.

The theoretical framework of SCCT is assembled into three interlocking
segmental models (Lent et al., 1994; Lent, 2005). The first segment involves the
development of academic and career interests, the second concerns the formation of
educational and vocational goals or choices, and the third involves the nature and results
of performance in academic and career arenas. Furthermore, in their pi@senta
SCCT, Lent et al. (1994) distinguished two levels of theoretical inquiry @teadt,

2000). The first level concerns cognitive-person variables that enable indévidua
exercise personal agency within their career development process.iv&ésgearson
variables refer to self-efficacy, outcome expectations, and personal Toalsecond
level of inquiry concerns the paths through which several additional sets of @ariabl
influence career-related interests and choice behavior. Examples of tisesievegiables
include physical attributes (e.g., sex and race), features of the environniepéracular
learning experiences. In sum, in each of the three segmental models thasedh®ori
SCCT framework, the cognitive-person variables (i.e., self-efficacy, outcome
expectations, and goals) are hypothesized to operate in accordance withitixther cr
aspects of persons (e.g., race/ethnicity, gender), their contexts, amagesperiences
to shape academic and career development (Lent, 2005).

To elaborate on the cognitive-person variables, outcome expectations have been
defined as “beliefs about the consequences or outcomes of performing particular
behaviors” (Lent, 2005, p. 104). While self-efficacy concerns beliefs about onetg abili

to complete specific tasks or activities, outcome expectations represeaisalspof the
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consequences of engaging in a particular activity (Lent et al., 1994). Bai986)
made the distinction between several classes of outcome expectatioms Hedtezed to
follow certain courses of action. These include certain physical (e.g.tangnsocial
(e.g., approval of significant others), or self-evaluative (e.g., persorsihstion)
outcomes. Furthermore, outcome expectations are appraised by the individuasiofterm
their valence (positivity vs. negativity), locus (self-administered vs. aitierinistered),
or relative significance to the individual. Although both self-efficacy andoouc
expectations are postulated to have an influence on career-related behaviet dlent
(1994) noted that these two social cognitive mechanisms may differentiflignoé
career choices and behavior. When performance quality guarantees theegtiteom
self-efficacy is hypothesized to be the most influential determinant of lmehesiereas
when outcomes are not completely dependent on performance, then outcome
expectations are hypothesized to be the most influential determinant of behamtoet(
al.). For example, a Latina high school student might possess high selfyefialeefs
for completing a bachelor’'s degree, but might not chose to apply to collegedshaus
perceives that she will encounter race related barriers to completiggdree. This
particular example demonstrates that outcome expectations may evsesatea mpfluence
than self-efficacy beliefs on the career choice behavior of racialeathinority students
as a result of systemic barriers predicated on racial oppression (Moroogy,85
Campbell, 1996).

Despite SCCT propositions that posit the critical role of outcome expectations i
shaping career behavior, there are very few studies that have examined tifie role

outcome expectations in the career development of Latina/o students. A paradtelict
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that proliferates in the career development literature on Latina/o studehat of
perceived barriers. However, Lent et al. (2000) noted that perceived bafézssto a
particular type of outcome expectation that one anticipates she might emaolifean

the process of pursuing a certain course of action, and is thus more proximala@éne c
decision-making process. Lent and colleagues therefore considewpdrbarriers as
process expectations in the more immediate context that moderate the rbletozen

the cognitive-person variables. This notion is discussed further below in ternssabf di
versus proximal environmental influences.

In the SCCT literature, personal goals have been operationalized asptanse
decisions, aspirations, and expressed choices across studies. The deg@foityspfe
the goal and the proximity of the goal to actual choice implementation accouttis f
application of distinct terms (Lent et. al., 1994). For example, career@taishave
been referred to as occupational aspirations when they are assessely/rieriate from
actual career entry and do not demand commitment or bear consequences. However,
terms such as career choice, plans, or decisions are used to refer to casebagoal
involve specific intentions (e.g. determination to engage in a particular fiebtedyare
assessed more proximally to career entry, and require a commitreane(Lal.).

Lent et al. (2000) stated that since the contribution of SCCT to the career
development literature, much research and many practical applicatianbdav
formulated from this theory (e.g., Lent, Brown, & Gore, 1997; Smith & Fouad, 1999).
However, these authors indicated that much of this work narrowly focuses on SCCT'’s
cognitive-person variables in the absence of an examination of critical envirahme

variables that are thought to directly and indirectly influence both cognitrgepe
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variables and other aspects of vocational behavior. In light of the amassiatyfi on
barriers and support for career development, there are several aréashiisS@CT's
formulation of environmental effects may be elaborated. Specifically, ohe of t
conceptual refinements proposed by these authors was informed by a contextual-
developmental perspective.

As proposed by SCCT, career development is influenced both by objective and
perceived environmental factors (Lent et al., 2000). Examples of objective environmenta
factors include the quality of the educational experiences to which one hadfbegeda
and the financial support available to one for pursuing particular training featsived
environmental factors refer to the individuals active role in processing both pasitive
negative environmental influencdus, from an SCCT framework, the objective
aspects of the environment as well as the appraisals and responses an individual
formulates for such factors yieltise potential for personal agency in one’s career
development.

Environmental influences can be further distinguished between distal and
proximal influences. This distinction takes into account the temporal context in which
choice-making occurs. Distal background contextual factors affect thenlgarni
experiences through which career-relevant self-efficacy and outcometaiques
develop. Proximal contextual influences, by contrast, are considered pdsticular
important during the active phases of educational and career decision-makihegr, fior
accordance with SCCT, it is the proximal environmental variables thdiarght to
moderate the relations among the cognitive-person variables (e.gffisalfyeto goals).

Two adverse environmental factors that are posited to impede careeriatfiode the
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perception of barriers and inadequate systems of support. Lent et al. (2000) noted that
developmental-contextualist models of environmental influences provide usefulovays
conceive of the distal and proximal channels through which the environmental context
impinges on human behavior. In a career development context, particulardedture

one’s most immediate contextual layer may filter perceptions okbsin the larger

social structure and provide sources of information about how one might cope with such
barriers (Lent et al.).

Previous researchers have conducted meta-analytic reviews of tHe gjzehs
among cognitive variables in the SCCT model. More specifically, published meta-
analyses have examined the relations between self-efficacy and acadéroimes
(Multon, Brown, & Lent, 1991), self-efficacy and interests (Rottinghaus pha&

Borgen, 2003), and among self-efficacy, outcome expectations, interests,gialge
ability, and performance (Lent et al., 1994). In their study examining theoretHtself-
efficacy to academic outcomes, Multon and colleagues reported an eféteessmate of
.38 with a total of 38 studies. The meta-analytic studies investigating therrddatween
self-efficacy and interests revealed average weighted effest giz53 (13 studies; Lent
et al.) and .59 (60 studies; Rottinghaus et al.). Finally, Lent and colleaguespnising
published studies on the SCCT model, conducted a series of 15 meta-analyses and
reported effect sizes ranging from .06 (choice goals to performance@aib)(interests
to choice goals path).

The aforementioned meta-analytic studies provide support for the apphcabilit
SCCT in understanding the processes that unfold in one’s career development as well as

how to intervene in this process. However, there has not been a published meta-analysis
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of the SCCT paths as they pertain to racially and ethnically diverse grotiiesisL
known about the overall strength of the effect of cognitive, socioculturual, and tc@htex
variables in the educational or career development of such groups.
Review of the Empirical Literature on Latina/o Student Goal Formation

This section provides a review of the empirical studies that address the
educational and career development processes of Latina/o students atleaealsusf
education (i.e., K-12 students and college students). First is a discussion of the outcome
variables of interest in the current meta-analysis. These included edatatd career
aspirations, expectations, choice, and goals, all of which have been examined in the
extant literature as components of vocational achievement. The review is furthe
organized into subsections specifically addressing the career-relevson,pe
sociocultural person, and contextual predictors of educational and vocatiolsal goa

Educational and vocational goalsOver the past four decades, the career
development literature has evidenced an increase in the number of studies adtiressing
underachievement of communities of color in both education and the world of work
(Flores et al., 2006). Many of these studies sought to identify the sociocegmt
culturally relevant (i.e., sociocultural) predictors of vocational achiemeriwever, an
attempt to narrate an integration of the findings from such studies becomedieglye
complicated when one considers the breadth of variables within this literatuserta
as markers of vocational achievement.

Aspirations and expectations. A number of studies have examined expectations
of educational and career attainment as a criterion that is distinct frostiedat and

career aspirations. Expectations were thought to represent educatiomakopcasuits
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that an individual considers attainable given the reality of her or his ldencgtances,
while aspirations were thought to represent educational or vocational pdiest@glen
optimal circumstances (Metz, Fouad, & Ihle-Helledy, 2009). By origin, casg®ration
referred to the degree of traditionality and prestige associated withabrwssn career
(Farmer, 1985). However, O'Brien (1992) called for the need to reconceptualize
traditional measures of career aspirations suggesting that such measuas di
accurately capture aspirations in women’s career-related behavior. Asdsxhtey
O’Brien, equating traditionality with aspiration obscures the distinction evomake
between career choice and aspiring for leadership or continued educaliionawit
particular field. O'Brien thus redefined career aspiration as the degrdedio women
aspire to leadership positions and to further their education within their chosen ca
(Gray & O’'Brien, 2007). This new understanding of career choice has beerdapphe
career-related behaviors of Latina/o communities, and communities of coler mor
broadly.

In light of the distinction between vocational expectations and aspirations,
Rojewski (2005) argued for the need to examine the extent to which an individual
experiences congruence or discrepancies between her or his caredoasrat
expectations. Moreover, given the racial and ethnic disparities in achievitraient
characterize the social context, researchers have underscored the inepafrtanc
determining the extent to which racial and ethnic minorities experienserapiancy
between what they aspire to achieve in an ideal sense, and what they beliewd they
achieve in reality. Fouad and Byars-Winston (2005) conducted a meta-analysis to

determine differences in career choice based on race and ethnicitpgSifrdm their
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review indicated significant differences in career expectations basede/ethnicity but
no differences in career aspirations. Racial/ethnic minority individuals@ated fewer
career opportunities and expected to encounter more barriers when compared to their
White counterparts.

Specific to Latina/o populations, Arbona and Novy (1991) explored both gender
and ethnic differences in the career aspirations and expectations & adargle (n =
866) of first-year college students. Mexican American and African Anresttalents
were found to have lower career expectations (assessed by expectapiorssie realistic
and conventional occupations) when compared to their European American peers while
there were no significant racial/ethnic differences found with regard t@aasps.
McWhirter, Hackett, & Bandalos (1998) specified educational and careestatipes as
two early indicators of career choice and argued that these constructstrastto
aspirations, were more closely associated with educational and cda¢ed-eitcomes
for Mexican American students. Citing literature that suggested thal/edlchic
minority students have lower educational and career related expecthfiorespirations
(e.g., Smith, 1983), these authors noted the importance of focusing on expectations. More
specifically, these authors examined a structural model predicting tbatedal and
career expectations of 282 Mexican American girls. This model, derived fnroneFs
(1985) model of career commitment and aspirations, was then subsequently tested on
comparable samples of Mexican American boys and European American gixkmine
the relative salience of ethnic group membership and gender in the fit of the fradel
assess the outcome variables, indexes of the anticipated level of educationaaedrof ¢

expectations were adapted from the work of Farmer. Specifically, respomgeats
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asked to indicate the level of education they planned to complete with six possible
responses ranging from “high school” to “professional degree such as MD, PhD; or JD
In regards to career expectations, respondents were asked to write the rfaene of t
occupation that “you expect you will probably end up in.” These occupations were then
rated in accordance with a socioeconomic index and occupational classificatem.sy
Interestingly, for Mexican American girls, the model predicting etioical plans was far
more predictive than the model of career expectations. Further distingui&tvngen
educational/ career expectations and aspirations, Flores, Navarro, and 2O0&y (
examined the educational goal expectations and aspirations of 89 Mexican America
high school students using a social-cognitive career theory framework. ibdatgbal
expectations and aspirations were each measured with a single itenkéldat as
participants to indicate the highest level of education they expected to tewpde

hoped to complete, respectively. Consistent with previous research noted above,
respondents reported higher educational aspirations than expectations.

Examining the congruence or discrepancy between racial/ethnic minosgnger
aspirations and expectations has been proposed as a means to determine factdrs the lea
such persons to compromise their aspirations with lowered expectations (Rpjewski
2005). Constantine and Flores (2006) sought to examine the influence of family issues
and psychological distress on the career decision making processes andsrations
of communities that value interdependence and communalism (e.g., African America
and Latina/o populations). Specifically, these authors examined the relatomng
psychological distress, perceived family conflict, and various carkgedeoutcomes

including career indecision, career certainty, perceived family conflidtcareer
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aspiration among college students of color (analyses for racial/ethnicrgalbsavere
conducted and reported separately). Across all subsamples (including Latigeeatsr
levels of psychological distress predicted higher levels of career irdeaidich was
then associated with lower career certainty and greater perceiveyl ¢anflict. Lower
levels of perceived family conflict predicted higher career aspiraGareer aspiration
was assessed using the Career Aspiration Scale (O’Brien, 1992), an insulesignéd

to measure one’s goals and plans within their career of choice. Also interetted i
contextual influences on aspirations, Ojeda and Flores (2008) employed a modified
model of social-cognitive career theory to test the extent to which coaltéxttors

relate to the educational aspirations (assessed by a single iteign @ekioipants to
indicate the highest level of education they hoped to complete) of Mexican Americ
high school students. With a sample of 186 students, results revealed that perceived
educational barriers predicted students’ educational aspirations above and beyond the
influence of gender, generation level, and parents’ education level.

Career choice. In this section as well as the following section on goals, exclusive
attention is given to how the constructs were operationalized. Flores and OZRG2) (
tested Lent et al.’s (1994) career choice model with 364 Mexican Amedcéesaent
women. Career choice was represented by the following three dependent sacataer
choice traditionality, career choice prestige, and career aspiraticeerChoice
traditionality was assessed by rating the participants’ selitegphtop career choice
according the percentage of women in that particular career. Caree¥ phestige was
determined using a socioeconomic index of occupational status. The Careetidkspira

Scale (O’Brien, 1992) was used to assess career aspirations. Furthermoran using
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extension of Lent et al.’s career choice model, Flores et al. (2006) exhiinéne
nontraditional career choice goals of 302 Mexican American adolescent men.
Nontraditional career choice was based on the percentage of men employeacim a g
career that participants self-reported as a top career choice.

Goals. Educational goals represent another outcome variable of interest among
vocational researchers. Flores et al. (2006) examined the extent to whichrationit
problem-solving appraisal, and career decision-making self-efficaoy predictive of
Mexican American high school students’ educational goals. Educational expectnd
educational aspirations each were assessed by an item that asked studentgedhedic
highest level of education they expected and hoped to complete, respectively. Responses
ranged from “some high school” to “doctoral or professional degree.” The tws item
were then averaged to obtain an indicator of students’ ambitions for their educational
training. From the lens of social-cognitive career theory, Navarro 0&l7) examined
the extent to which sociocultural and sociocognitive variables explain thesmetive
goals of Mexican American youth. Math/science goals were measured using the
Math/Science Intentions and Goals Scale (Fouad, Smith, & Enochs, 1997). Thiseneas
consisted of items that assess students’ intent to pursue and persist in meghamdat
science-related courses in their future schooling and careers.

Summary. A number of constructs have been considered to be representative of
educational and vocational goal outcomes, and the literature reviewed albests thfs
variation. Goals have been operationalized as aspirations, expectationsglvaiee and

goals. Through meta-analytic techniques, the current study examined whetk#ect
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sizes of the predictors of interest on educational and vocational goals vaogsl ac
multiple operationalizations of goals.
Career-relevant Person Variables as Predictors of Goals

Career-relevant person variables refer to career-related seHasfivariables
hypothesized by SCCT to influence the formation of career goals. Various
conceptualizations of domain specific career-related self-effiaa@cgiscussed in this
section such as career decision-making self-efficacy and sel®ffto enter a
nontraditional career field.

Self-efficacy beliefs have been defined as an individual’s “judgments hlsoot
her capabilities to organize and execute courses of action required to attanateelsig
performances” (Bandura, 1986, p. 391). In the educational-vocational realm, such beliefs
are thought to influence an individual’s interests, choices of activities am)se#s
well as a person’s efforts and persistence in the face of obstacles (Uent@94). Self-
efficacy beliefs are dynamic, flexible, and tied to specific performantask domains
(Lent & Brown, 1996). Career-related self-efficacy has been shown to bepartamt
element in explaining the career behavior of Latina/o persons (Fouad, 1995). What
follows is a review of the literature examining relations between cestted self-
efficacy and vocational achievement outcomes.

Building on social-cognitive career theory, Flores et al. (2008) found, cotdrary
their hypotheses, that college self-efficacy and college outcome expestatre not
related to Mexican American high school students’ educational goal expestatid
aspirations. College self-efficacy was defined as a participant®ipedcconfidence in

performing specific tasks related to college. In Flores and O’Brien’s (200@y of
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Mexican American adolescent girls, nontraditional career selfagffidefined as self-
efficacy expectations with regard to nontraditional, or non female-dominated,
occupations) was a predictor of career choice traditionality and careee ghestige.
However, nontraditional career self-efficacy was not a predictor oficaspiration.
Further, in Flores et al.’s (2006) study of adolescent Mexican American boys
nontraditional career self-efficacy predicted nontraditional caregesite In turn,
nontraditonal career interests and father’s career nontraditionality teakdipressed
choice of nontraditional careers.

With a sample of 105 Mexican American students (Flores et al. 2006),
standardized regression coefficients revealed that Anglo-orientedusatioh and
problem-solving appraisal accounted for variance in educational goals. However,
examination of the structure coefficients indicated that in addition to Angtoted
acculturation and problem-solving appraisal, career decision-making fsedicgfwas
related to educational goals for Mexican American students. Furtherexarajnation of
the structure coefficients indicated that career decision-makingfelicy was a
stronger predictor than is problem-solving appraisal. Career decision-making s
efficacy was defined as confidence in one’s abilities to engage in caresoulacaking
tasks. In the study by Navarro et al. (2007), most of the social-cognitiver taeery
propositions were supported with the sample of 409 Mexican American youth however;
past performance accomplishments did not predict math/science outcometexyecta

Summary. Conceptualizations of domain specific career-related self-efficaty th
have been introduced in the Latina/o student career development literature include

math/science self-efficacy, college self-efficacy, nontraditicaeter self-efficacy, and
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career decision-making self-efficacy. Career-relatedesétfacy has been shown to play
a pivotal role in the career behavior of Latina/o persons. The current metasanalys
examined relations among career-related self-efficacy variablescsibaral person
variables, and educational/vocational goals for Latina/o students.

Sociocultural Person Variables as Predictors of Goals

Sociocultural variables are thought to be distally related to the camsiode
making processes of Latina/o students. Given the hypothesized importance of
sociocultural elements in the educational and career behavior of Latina/o sttdent
sociocultural person variables of acculturation and ethnic identity are didengbes
section as predictors of educational and vocational goals.

Acculturation. Acculturation refers to a process in which members of one
cultural group adopt the beliefs and behaviors of another cultural group (Birman, 1994).
Psychological acculturation pertains to the changes in attitudes and behaviors in
individuals as a result of acculturation. Acculturation has been noted to be a argnific
psychological process for Latina/o individuals who are in contact with theitgajor
culture as well as their culture of origin (L6pez, Ehly, & Garcia-Vazquez, 2002)hiB
reason, much has been written about the relation among acculturation and educational
and vocational outcomes. Researchers have found that depending on level of
acculturation to the dominant culture, traditional Latino values may have more of an
impact on vocational behavior (Gloria & Rodriguez, 2000; Lucero-Miller & Newman,
1999).

McWhirter et al. (1998) found that acculturation predicted educational and caree

plans while perception of barriers did not uniquely contribute. Moreover, Flores et al.

25



(2008) found that Anglo-oriented acculturation was related to educational goal
expectations and educational goal aspirations while Mexican-orientetduagtah was

not a predictor. In Flores and O’Brien’s (2002) study, acculturation leveagssxiated
with career choice traditionality and career choice prestige but not eapaeation.
Surprisingly, the background contextual variables (i.e., acculturation, fé¢mitiisdes,
mother’s education, mother’s occupational traditionality) included in the model did not
predict nontraditional career self-efficacy. Similarly, Florealé$ (2006) study of
Mexican American adolescent boy’s indicated that acculturation levellmatenl to the
prediction of nontraditional career self-efficacy. Also, Flores e28D§) found that
Anglo-oriented acculturation accounted for variance in educational goals.

In Navarro et al.’s (2007) study of the math/science goals of Mexicani¢ener
youth, Anglo-orientation and Mexican orientation did not predict math/science past
performance accomplishments. Also, Anglo-orientation and perceived squpalrs
were not associated with math/science goals. These findings sugestetien the
outcome variable was limited to a particular domain (math/science goals tatia),
Anglo-oriented acculturation was not a contributor. In the Flores et al. (20@§) st
Anglo-oriented acculturation was a predictor of a more global outcome, etatat
aspirations.

Racial and ethnic identity. Helms and Piper (1994) argued that racial salience is
a critical moderating variable in the career development of people of cowal Ra
salience has been conceptualized by these authors as the degree to widchdaral
believes that race defines her or his opportunities in the world. This belief, whether t

or untrue, influences perceptions of access, which in turn have implications for
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educational and career expectations and aspirations. Thus, the processakasfdac
ethnic identity development are believed to interact considerably with thespescand
outcomes of career development (Helms & Piper).

Ethnic identity formation has been distinguished as a critical developnesial
for Latina/o adolescents (Phinney, 1993). Phinney and Alipuria (1996) conceptualized
ethnic identity as the individual differences in “feelings of ethnic belorngmgpride, a
secure sense of group membership, and positive attitudes toward one’s ethnic group” (p.
142). The burgeoning area of research on ethnic identity suggested a positive link
between ethnic identity achievement and vocational identity (Gushue, 2006). From a
developmental framework, ethnic identity exploration and commitment coincides with
age related increases in levels of cognitive functioning (Phinney, Jacobywa& &i07;
Phinney & Ong, 2007). Thus, an achieved ethnic identity may reflect a higher cognitive
understanding of ethnic group membership, the complexities of the interrelationships
among ethnic groups (Phinney et al.), and a more crystallized sense(bBiusii&
Klingaman, 2009). This mental framework develops in parallel to the framework for a
enhanced understanding of one’s vocational self and interests. Gushue (2006) explored
the relation of ethnic identity to self-efficacy and outcome expectatiomsdrsocial-
cognitive career theory framework. From this framework, self-effiead outcome
expectations represented two determinants of career interests. Resulésfample of
128 Latina/o ninth graders revealed that ethnic identity had a direct and posdtilare
to career decision-making self-efficacy and an indirect relation, teeldy self-

efficacy, to career planning outcome expectations.
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Research suggested that the relation between ethnic identity and other-group
orientation varies between ethnic minority groups and the dominant majority. Peinney
al. (2007) found that the association between ethnic identity and intergroup attitsdes wa
stronger for ethnic minority students (i.e., Asian American and Latina/oiéangythan
it was for ethnic majority students (i.e., European American). This finding was
particularly important as research on academic achievement points to themeed f
students from underrepresented racial/ethnic minority groups to develop posittivEat
toward their culture and the mainstream culture as well as significatibnships with
members of both cultures (Okagaki, 2006). Indeed, empirical evidence supported the link
between ethnic identity and other-group orientation for Latina/o American stuslaht
suggested that both other group relatedness and a strong sense of ethnic idgéntity be
situated students for learning (Hurtado et al., 2002).

Summary. The studies reviewed in this section point to the influence of
acculturation and ethnic identity on vocational achievement for Latina/o stud@ibats
research on acculturation and ethnic identity as related to educational and vbcationa
goals has been conducted within various theoretical frameworks such asiie SC
framework and social group identity development models. The relations between both
acculturation and ethnic identity and vocational achievement were investigaied i
current meta-analysis.

Contextual Moderators of Goals
In their conceptual refinement of SCCT, Lent et al. (2000) used contextual

influences to refer to characteristics outside the person that enhance olrcgeste@nal
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agency (i.e., barriers and support). A review of the literature on barriers andtssippor
provided in this section.

Barriers to educational and career developmenfThere has been increasing
attention in the field of vocational psychology to an examination of the influence both
real and perceived barriers have on career development processes and outcomes for
people of color (e.g., McWhirter et al., 199B).her 1990 review, Arbona noted that
Latina/o students in junior high school and high school had similar levels of vocational
aspirations compared to White students, but had low expectations with regard to
achieving these aspirations. Part of the reason for this disparity may ealgeetter
number of perceived barriers. For example, McWhirter (1997) compared Mexican
American and European American high school junior and seniors with respect to
perceived barriers in the formulation and pursuit of educational and career goals
Findings indicated that Mexican American students anticipated more futuero#nan
did the European American studeritarther, Gushue et al. (2006) found that in a sample
of 126 urban Latina/o high school students, the perception of career related barriers
negatively correlated with career decision self-efficacy and vocaiaeraity.

Interestingly, some of the most important concerns/barriers listed imalastudents
included finances, study skills, and job competition, over and above ethnic
discrimination, gender, or age. (Luzzo & Jenkins-Smith, 1996). Flores and O’Brien
(2002) and Ojeda and Flores (2008) found that predictors of career choice prestige and
educational aspirations (respectively) included perceived occupational arrier

Support for educational and career developmentn an effort to increase our

understanding of how individuals of color overcome obstacles to career development
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predicated on race and ethnicity, researchers have more recently begun ® theplole

of support in the career development process. The concept of support has been conceived
in the literature in various forms, namely as kinship support, peer support, school
personnel support, school-community mentorship, and general support. McWhirter et al.
(1998) found that father support had significant direct effects on educational plans and
career expectations while teacher and mother support had direct effeasliating

variables predictive of career-related outconfresther, Flores and O’Brien’s (2002)

career choice model revealed that parental support was predictive ofatemieer

prestige and career aspiration and Flores et al. (2006) found that parental support was
predicted by nontraditional career self-efficacy.

Summary. The aforementioned studies point to the direct and indirect effects of
perceived barriers and social support on vocational goals for Latina/o students. T
relations between both barriers and support and vocational achievement wergatecs
in the current meta-analysis. Furthermore, SCCT uniquely posits that contetiels
and support moderate the relation between self-efficacy beliefs and goalsseaatin
on the moderating role of these variables hypothesized to be most proximal to goal
formation was synthesized in the current study.

Demographic Variables and Gender Differences

Much of the literature on the vocational achievement of Latina/o students
examined the influence of demographic variables such as gender, socioecdatusjc s
generational level, and parent’s level of education on success. Some of thigasor
guided by theory and, from the perspective of social cognitive career tloe@xaimple,

considered the indirect relations of these background variables on achievement.nHoweve
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other studies examined the direct and/or interactive effects of demograpaitesaon
achievement outcomes.

Building on Farmer’s (1985) model of career commitment, McWhirter et al.
(1998) found that socioeconomic status was predictive of educational and career
expectations. Furthermore, results from McWhirter et al.’s multi-group casopar
between Mexican American girls, Mexican American boys, and Europearicameyrls
indicated that ethnic group membership was a stronger predictor than gender of
educational and career expectations. Similarly, Flores et al. (2008),Heopetspective
of social cognitive career-theory, found no gender or generational status déferen
educational expectations or aspirations. However, also employing kcmmiive
career theory framework, Ojeda and Flores (2008) found that perceived educational
barriers contributed to the prediction of students’ educational aspirations above and
beyond the influence of gender, generation level, and parents’ education levelh&rom t
same framework, Navarro et al. (2007) found that generation status was not @dsociat
with math/science past performance accomplishments and gender did not entbeterat
relations.

Summary. The literature reviewed above presents a complex picture of the extent
to which demographic variables are predictive of vocational achievementtiioa/ba
students. Theorists have called into question the research which exploresdhe dir
effects of demographic variables such as generation level as thisadgectation may
overlook the extent to which psychological constructs such as acculturation éxliaten
found differences. In light of this consideration, the current meta-analysis of t

predictors of educational/vocational goals for Latina/o students wasditoite
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psychological constructs as the research questions under investigation comtate®s
of zero-order associations. Furthermore, although there has been mixed support f
gender [an important within group construct among Latina/o populations (Gloria &
Segura-Herrera, 2004)], differences among Latina/o students on markdusati@nal
and vocational attainment, questions about gender differences were beyarapthefs
the current meta-analysis.
Summary of Section

The studies reviewed above illustrate the breadth and complexity of thesfgerat
on Latina/o student educational and vocational goals. Various SCCT paths have been
tested and applied to the career development of Latina/o students across ealumati
developmental stages. These studies, along with studies informed by otherddleoret
frameworks, have examined career-relevant person and sociocultural pediotops of
vocational achievement. In studies grounded in the SCCT framework, the socibcultura
person predictors were posited to have an effect on educational/vocational ghateane
through self-efficacy. Additionally, a number of studies have demonstrated the
importance of supports and barriers in career decision-making processdly, Fi
demographic variables have been examined in an abundance of studies to the extent that
they had direct, indirect, and interactive effects on educational/vodagioais.
Current Meta-Analysis

There are several reasons why a synthesis of the literature on datundént
vocational achievement was needed. First, meta-analysis enabledd¢herdo translate
the findings of independent studies to a common metric, to provide a single estimate of

the strength of the relations under investigation, and to test statisticadlytére to
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which the studies collectively provide similar estimates of associatioiidMet al.,
1991). Thus, a meta-analytic review of the literature on Latina/o educatmretional
goals served to quantify the size of the association between variables/thbeka of
most interest to vocational researchers to date (e.g., self-efficacytuaation, career
aspiration, and career goals). Moreover, the current meta-analytie emight to test
the overall strength of the associations among variables hypothesize€Chyt&Ge
salient in the vocational goal formation process (Lent et al., 1994; 2000). Seelifyure
addition, statistical theory underlying meta-analysis (Hedgegy&tf2004) provides
methods for estimating the degree to which various study characteristics ezl for
variations in relations obtained across studies. In the current study, ehat@ast of
interest with regard to the overall relations between the predictor varaiiles
educational/vocational goals included developmental stage of sample, source,of stud
and type of educational/vocational goal measure.

Developmental stage of sampleln the current meta-analysis, the relative
strength of the associations among the variables of interest across derdhklstages
was considered. As individuals gain increased self-awareness througdtdescence
and early adulthood, a more realistic self-assessment may also leadr®raatistic
appraisal of the environment and the impact one can have on the environment (Flores,
2009). This in turn, may lead to a decrease in the relation between careergelfate
efficacy and vocational goals (Flores). Also, as students’ age, theypearsee to a wider
variety of career activities and pursuits that perhaps veer from cultpraigribed
and/or stereotypical career activities and pursuits. This in turn, may broaddretieds,

interests, and goals, and weaken the relations between sociocultural peisoevéte.,
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acculturation and ethnic identity) and educational/vocational goals. That is, if
racial/ethnic minority students acquire more multicultural experiemastural
flexibility through adolescence, they may broaden the range of potenalsdhey
consider in their career development process.

Source.The effect sizes of published studies versus unpublished studies were
compared. Perhaps the manner in which educational/vocational goals have been
operationalized and assessed in unpublished studies is more content specific, which is
more consistent with the SCCT framework than published studies (Flores, 2009).
However, given that unpublished studies have not been evaluated at the same level of
scrutiny as published studies, one might argue that the findings may be under- or
overestimates of the true population effects.

Type of educational/ vocational goal measuré\s previously discussed,
vocational achievement has been measured as aspirations, expectationshoaee
and goals. Through meta-analytic techniques, reviewers can examine whether
specificity of the goal and proximity of the goal to the implementationtaghchoices
accounts for the mixed findings that have amassed in the literature. Fqrlexparhaps
SCCT associations were stronger for narrow domains, such as math andiemath/sc
goals, than for the more broad domains of vocational and educational goals.
Research Questions

The current study sought to determine the overall effect sizes for tieatiesns
among educational and vocational goals and career-relevant person sariable
sociocultural person variables, and contextual variables. Furthermore, whablay#ie

overall strength of the association among predictor variables hypotheési&CCT to be
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salient in the goal formation process was calculated. In this procesgsacdaneta-
analyses were conducted to examine the following research questions:
(1) Meta-analyses of career-relevant person variables: What was th# effect size
for the association between career-related self-efficacy and ezhalAtocational goals?
(2) Meta-analyses of sociocultural person variables: What was the overellsfk for
the association between acculturation and educational/vocational goals®&ghhe
overall effect size for the association between ethnic identity and ecatatarational
goals?
(3) Meta-analyses of contextual influences: What was the overall eifedios the
association between perceived barriers and educational/vocational goels®@&¥ the
overall effect size for the association between social support and educatiotiahabca
goals?
(4) Meta-analyses of associations purported by the SCCT model: Whatexagetall
effect size for the association between acculturation and careedrstitefficacy?
What was the overall effect size for the association between ethnic iderditareer-
related self-efficacy?
(5) Research synthesis of the interactive effects of barriers and sulppwitat extent
did the interactive effect of perceived barriers on the relation betweesrgatated self-
efficacy and educational/vocational goals generalize across studied?al extent did
the interactive effect of support on the relation between career-rel#teffisacy and
educational/vocational goals generalize across studies?

Additionally, unique to meta-analytic methodologies, the current studgrexpl

the moderating role of (6) type of educational/vocational goal meagude\elopmental
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stage of sample, and (8) study source on the main effects for educaticatedfvalc

goals. The following research questions were of particular interest:

(6) What differences existed in the effect sizes of the examined at$sosifor
educational/vocational goals based on the type of educational/vocational goalemeasur
used (e.g., career aspirations versus expectations)?

(7) What differences existed in the effect sizes of the examined a@ssosifor
educational/vocational goals based on developmental stage of sample?

(8) What differences existed in the effect sizes of the examined at$sosifor

educational/vocational goals based on source of data?
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Chapter 3: Method

Overview of Procedures Involved in the Current Meta-Analysis

The current meta-analysis proceeded using the following four major steps (s
Quintana & Minami, 2006; Shibley Hyde, 2005). First, a comprehensive literatuch sear
was conducted to locate a representative sample of studies and each stuuadece
based on predetermined inclusionary criteria. Second, general study efistiastand
statistics were extracted from each report, and an effect sizeowgmited for each
study. Third, a weighted average of the effect sizes was computed (weighsagple
size) to obtain an overall assessment of the direction and magnitude of thetiassocia
when all studies were combined. Fourth, homogeneity analyses were conducted to
determine whether the groups of effect sizes were relatively homogenous thghe
were determined to be heterogeneous, the studies were partitioned into thigoretic
meaningful groups (identified a priori) to determine whether the effect semeslarger
for some types of studies and smaller for other types.
Synthesis Team

A diverse research team was assembled to assist in the current regeiluesis
referred to as the synthesis team. The team consisted of the first authtingadoctoral
student in counseling psychology), one White professor of counseling psychology
(second author), two doctoral students in counseling psychology (one Latina and one
White woman), and eight undergraduate students (five White women, two Latina women,
and one Black woman).

Literature Search Process
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The literature search process for the current meta-analysis wasnergéd in
seven sequential steps (see Multon et al., 1991; Spengler et al., 2009). First, a pyelimina
examination and evaluation of the existing literature was conducted to dherifygic
definition. The following statement of the topic was derived: The current meligsiana
sought to examine the magnitude of the relations between career-relsimd yiables
(i.e., career-related self-efficacy), sociocultural person variabéesgcculturation and
ethnic identity), contextual variables (i.e., barriers and support), and
educational/vocational goals for Latina/o students. The following databases w
determined to be appropriate sources to retrieve reports reflective of hdedipition;
PsycINFO, Educational Resources Information Center (ERIC), and BsvQu
Dissertations and Theses Database. Various considerations in selatéibgses were
made including; Disciplinary scoga which disciplines was research on this topic being
conducted? and through which reference databases was the literaturesteviduet fields
accessed?), access (what was available at the current acadétoioin®), date (what
period did the topic cover?), language and country (research published in other languages
and outside the U.S.?), and the inclusion of unpublished work (relevant research in the
form of conference papers, unpublished manuscripts, technical reports, or othe}.forms?
The second step involved identifying search terms to accurately describpithe t
at the appropriate level of specificity. In this process, the goal was tonmexefficiency
by recalling a maximum of number of relevant sources, a minimum of identifiewbut
relevant sources (false positives), and very few relevant but not identifieds{fatse
negatives). To ensure consistent and inclusive vocabulary, the thesauri of¢texisele

databases were ascertained and the following subject terms weszl entereach
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thesaurus; Latina/o, Hispanic, students, goals, choice, choice behaviorjaspirat
expectations, educational, vocational, career, self-efficacy, acculturaharg eentity,
barriers, and support. For each subject term, a list of narrower termsveaatgd by the
particular thesaurus as well as related terms and the year the subjesbeadded to
the database (see Subject Terms Table in Appendix A).

Creating search profiles to provide logical structure to the search mrejeckHee
third step in conducting the comprehensive literature search. The followingseaiah
parameters were created (note the use of Boolean operators to link cohegipis);

AND students AND career OR vocation OR education, Latino AND students ANB goa
OR choice OR aspirations OR expectations, Latino AND students AND SeHesf,

Latino AND students AND acculturation, Latino AND students AND ethnic identit
Latino AND students AND batrriers, Latino AND students AND support, Latin® AN
students AND career OR vocation OR education, Latina AND students AND gRals O
choice OR aspirations OR expectations, Latina AND students AND sa&effiLatina
AND students AND acculturation, Latina AND students AND ethnic idertayina

AND students AND barriers, Latina AND students AND support.

The main search was conducted in the fourth step (see Main Search Table in
Appendix B). A document evaluation manual and corresponding document evaluation
database were created by the first author for the main search (see DoEualeation
Manual in Appendix C). One member of the synthesis team was responsible for each of
the three databases. The main search in PsychINFO vyielded 609 total hits,l2éhof w
were relevant. The ERIC database search yielded 1,169 total hits, 31 of which were

relevant. Finally, the ProQuest search yielded 120 dissertations, 64 of wieh we
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relevant. Each document (e.qg., article, technical report, dissertation) etbasfrelevant
in the main search was evaluated based on predetermined inclusionary (@hseussed
in the following section), first by the synthesis team member conducting thesezach
and second by the first author.

Two complementary search strategies, author and citation searchrag, we
conducted as a sixth step. The second author conducted an author search of those
identified as key researchers in this area and provided an initial evaluatachof e
identified document. The first author provided the second evaluation. The following
authors were searched; Flores, L., Gloria, A., Gushue, G., Luzzo, D., McWhirter, E.,
Navarro, R., and Solberg, S. Searching by author yielded 222 total hits, 27 of which were
relevant. Next, citation searching was conducted by two members of thessymtiaen
and the first author. The reference lists of all documents obtained through the computer
searches that fit initial inclusionary criteria were mined for additipablished studies.

This process yielded 84 total hits, 47 of which were relevant. Again, each document
identified as relevant was evaluated for inclusion first by the synthasmsrteember
conducting the citation search and second by the first author. After identifling al
possible studies, forward and backward cross-referencing were conducted until no ne
studies were obtained. This process involved cross-checking the list of stutheste@
from the electronic database searches with the list of studies obtaineahifnorg the
reference lists of articles, and vice versa. Cross-referencingecsukhe identification
of 121 studies that were located through more than one search strategy.
Final searches were conducted as a seventh step. This was a supplementhl focuse

search to locate studies published in the most recent year since the gianlyTie same
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document evaluation procedures discussed above were implemented. This process
yielded 96 total hits, 12 of which were relevant.

Unpublished doctoral dissertations were included in the current meta-aaalygsis
precaution against publication bias; that is, the tendency for published studies to report
better outcomes than unpublished studies thereby resulting in an overestimdimn of t
true effect. Unpublished doctoral dissertations have been recognized as gwibmst
for unpublished work for several reasons (Durlak et al., 2003). First, other types of
unpublished work (i.e., technical reports, conference presentations, and file drawer
studies) are both difficult to obtain and their prevalence difficult to estimgte. B
comparisonpissertation Abstracts provides a listing of all dissertations completed each
year (in American and Canadian institutions) thus the reviewer is able to gauge how
many unpublished dissertations are relevant and should be sampled. Durlak et al. advise
against contacting authors who have published in the field to obtain completed but as-yet
unpublished work indicating that this strategy largely depends on the cooperation of the
researchers being contacted. Thus, this supplemental search strategy was not
implemented in the current meta-analysis.

Inclusionary criteria. The search process described above yielded 209 relevant
and unique hits. Each study identified from this process was reviewed for its
appropriateness by one member of the synthesis team assembled andabtnérstor
a study to be included, it must have met several criteria. First, the study weist ha
included quantitative data on the variables of interest for Latina/o studenttudfyadsl
not exclusively focus on the experiences of Latina/o students (e.g., the smdy al

included data on African Americans), the study remained eligible forsiociyprovided
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statistics were reported separately for a Latina/o student subsaeqpedSthe study
must have included at least two of the following variables: (a) a measurerete ca
relevant person variable (i.e., career-related self-efficacy) and/amiieasure of a
sociocultural person variable (i.e., acculturation, ethnic identity) and/omfepaure of a
contextual variable (i.e., perceived barriers, support) and/or (d) a meésdigation
and/or career expectations, aspirations, choice, and/or goals. Finallydhenstst have
provided sufficient information to calculate appropriate effect sizematds (i.e.,
correlation coefficients). All effects within the current meta-ansiy®re zero-order.
Studies were eliminated for failing to meet one or more of these crif@improcess was
consistent with best practices as outlined by Quintana and Minami (2006). Séwenty-t
studies (44 published studies and 29 dissertations) met initial criteria basedbn init
evaluations from a member of the synthesis team.
Coding Procedures

A coding protocol was developed by the first author to facilitate coding
procedures. This protocol involved delineating the study characteristicsrekinte
drafting items (i.e., study characteristics to be coded) for the coding @atwculating
items to the research team for feedback, and refining items based on feedbadikgA c
manual was created to provide detailed instruction of how to code each item and included
notes about decision rules developed as the research team coded studies. For example,
one decision rule stated that if Latina/o students represented a subsamplents stodle
data were not reported separately for the variables of interest, then theedbewas to
be removed from the coding protocol and the first author notified. See the Coding

Manual in Appendix D.
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The corresponding coding database was created in Excel to maximizeneyficie
in recording coded data. The database paralleled the coding manual in terms of
sequencing and labels applied to study characteristics. For certairckardygteristics, a
drop down menu was provided and the coder instructed to select among options. For
example, a drop down menu was provided for student population; Elementary school,
middle school, high school, community college, four-year college/university,
graduate/professional school, other.

With regard to training coders, first an overview of the meta-analysis wa
provided by the first author. Next, each item on a form and its description in the
corresponding coding manual was read and discussed. For example, the constifuct of sel
efficacy was defined [i.e., “people’s judgments of their capabilitesganize and
execute courses of action required to attain designated types of pedesth@@andura,
1986, p.391)]. Self-efficacy, in contrast to self-esteem which is a more glob&uobns
represents a constellation of self-referent beliefs connected to specfiormance
domains and activities. The performance domains or activities of intetést carrent
study were education and/or career related. The process for usirglithg manual was
described (i.e., correspondence between coding manual and fields in the coding
database)A sample of three studies were randomly chosen to test the forms and one
study was coded by each team member at a time, with each coder recordingdnaw
took to code each studgoding databases then were compared and discrepancies were
identified and resolved by the first author who consulted the original document. The
coding manual and database were revised as necessary and this process tgdsnigipea

the two additional studies until consensus was achieved. Regular meetingelere h
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throughout the coding process to contribute to consistency and accuracy of the
information being extracted from the studies. Team meetings provided an oppddunity
discuss questions that arose during independent coding.

Coding procedures took place in two sequential steps (see Spengler et al., 2009).
First, each study was coded for specific study characteristics (s@g bg two members
of the synthesis team. Second, statistical information needed to calctdatesigkes was
retrieved and coded for each study by two members of the synthesis team.

Study characteristics coding.For the each of the 73 studies indentified in the
literature search, the following 53 characteristics were coded firsheoding sequence:
Authors, institutional affiliation, position, year, source (i.e., peer reviewedabur
articles, non peer reviewed journal articles, book chapters, convention presentations
dissertations, unpublished manuscripts, and technical reports), name of source, total
sample size (number of Latina/o students in the sample), girls/women s&@aple s
(number of Latina girls/women in the sample or zdsoys/men sample size (number of
Latino boys/men in the sample or zemmtire or subsample (Latina/o students represent
the entire sample, a subsample with separate data, a subsample/not sefpgrate da
Latina/o sample descriptor (how does the author describe the students in terms of
race/ethnicity?), student population (i.e., elementary school, middle school, high school,
community college, four-year college/university, graduate/professiomabkor other),
setting, mean age of sample, SD of age, age range of sample, girls/meareage,
girls/women SD, girls/women range, boys/men mean age, boys/men SD, é&oyahge,
income, class, other indicators of SES, parent’s level of education, mother’s level of

education, father’s level of education, generation status, English langudigeency,
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ability used to describe sample, ability as predictor variable, abildyt@@®me variable,
operationalization of ability, design of study, between-groups or within-grotiméla
students are compared to other racial/ethnic groups, Latina/o students ane partecl

to other racial/ethnic groups), theoretical foundation of study, and then for eadblevari
of interest (i.e., self-efficacy, acculturation, ethnic identity, perceivetebs, social
support, and goals) the name of the construct, name of the measure, self-remort (yes
no), composite scale or single item, full scale alpha, and subscale alphas.

Effects coding In the second coding sequence, the statistics that were necessary
to calculate weighted effect sizes were coded (i.e., correlationareeffand sample
size). If zero-order correlations were not reported, sufficient infoom#&t compute a
bivariate relationship [i.e., means, standard deviations, effect sizésgs vavalues, chi
square values), and exact p values] between the two variables of interestavdsd.
Thirty-three studies were eliminated in the first coding sequence for mbingne
inclusionary criteria; that is, the statistics of interest were mairted separately for
Latina/o students if the sample was not exclusively Latina/o students, thblesitihat
were associated were not the associations of interest in the currenfestudgareer self-
efficacy with barriers or support, sociocultural variables with barrierappast),
educational and/or career outcomes were by parents’ or other important ieghats’
and finally, upon closer examination of the measures, they were not capturing the
construct of interest (e.g., cultural congruity or cultural fit with campug@mwient was
not considered to represent acculturation as conceptualized in the current&tedy)
available statistical information for the variables of interest was tituscéed from 40

studies of the original 73. The first author then consulted the Handbook of Research

45



Synthesis (Cooper & Hedges, 1994) to locate formulas to conduct the necessary
conversions. It was not possible to do so with the statistical information reporséatlyy
authors in 15 studies (e.g., failed to report the covariance between the two vafiables
interest in addition to the standard deviation of each variable or the degrees of freedom
for paired groups). Thus, 25 studies (26 samples) remained in the final sample of studies
(16 published studies and 9 dissertations). Internal consistency relialiihtates,
means, and standard deviations of the measures of interest also were recorded. This
procedure provided a second coding of internal consistency reliability of tiseirasa
(first coding took place in the first coding sequence).

Coder agreementEach study was coded independently by two members of the
synthesis team who recorded their initial codes in a database separatbd meta-
analysis database. Codes that had 100% agreement from both raters nvdne thlg
recorded in the meta-analysis database. Out of the 25 studies, there was a 100%
agreement rate between both raters for 15 studies. For the remaining 10 studiegshe
at least one discrepant code. Discrepancies were addressed by theHostvho
consulted the original document. Both the meta-analysis database and theaditigl
database were recorded and saved in a single flat file structure (dataallere stored

in a single location).
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Chapter 4: Results
Common Effect-Size Metric

To aggregate data across studies, statistical information reported fromduadli
studies first must be converted into a common effect-size metric. The peffect size
metric used in the current meta-analysis was the Pearson Product-Mometdt©orr
Coefficient €) given that the research questions under investigation concerned
associations between two continuous variables (Rosnow, Rosenthal, & Rubin, 2000). As
is well notedy can be converted into the percentage of variance that the predictor
variable explains in the criterion variable (i), According to Cohen (1988), afless
than .09 ( = .3) represents a small effect. Knbetween .09r(=.3) and .25r(=.5)
represents a medium effect and a large effect occurs fliegreater than .25 €.5). If
correlations were not reported in a particular study, an attempt to ¢almdees of
association from reported test statisticp @alues was made by consulting the Handbook
of Research Synthesis (Cooper & Hedges, 1994) for the necessary formulas. Fifte
studies that were coded in the first coding sequence were omitted in the second coding
sequence because there was insufficient statistical information providiee aythors to
convert the reported indices of association into a correlation.

DependencyWhen several associations are measured within a single sample, the
effect sizes are not independent. To address violations of independence, eachasssociat
within a study was first coded as if it were an independent estimate ofatierrel
between the predictor variable of interest and the particular goal outEomexample,

Gloria et al. (2005) produced comparisons between persistence intentions and two forms

of self-efficacy and two correlations were extracted; one represehénglation
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between persistence intentions and college self-efficacy and one remgseatielation
between persistence intentions and educational degree behaviors salfeffmaever,
when estimating the overall relation between goal outcomes and casted islf-
efficacy, the average of the two correlations was used so that the samplaitashonly
one overall association to the analysis. This process allowed for the met&di® much
data as possible from each study, while maintaining any violations of independ@nce t
minimum (Cooper, 1998). With regard to non-independent studies, there were no cases in
the current meta-analysis in which multiple studies were published with a sargble.
Homogeneity of Effect Sizes

The variability of the effect size estimate provides the basis for deiagrhe
significance of the estimate (Quintana & Minami, 2006). Other sourcesiahgarin
addition to error variance may be influencing the size of the effect. Thus, it is an
important step in meta-analysis to test for the homogeneity of effestaizoss sampled
studies to determine if there are sub groupings of studies to be partitioned guddnal
separately. Th@ statistic is used to test if the variability observed among the effest siz
is consistent with what is expected due to sampling error within the distributiffedf e
sizes (Hedges & Olkin, 1985). A significa@iX? distribution withk -1 degrees of
freedom (wher& = number of studies)] statistic indicated the possibility of unexamined
systematic differences among the studies. As recommended by Quintananand, tie
following two steps were taken if@statistic reached significance; (a) the distribution of
effect sizes was examined for possible outliers and, if present, excludedh&amealysis

and (b) tests of moderator variables identified a priori were conducted to accaimet for
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variability. Example moderators (i.e., sources of systematic differemesined in the
current meta-analysis included goal outcome and developmental stage @&.sampl
Aggregation Procedures

Determining whether to adopt a fixed- or random-effects model when agggegat
effect sizes is a critical component of meta-analysis (Quintana & NLiz&d6). The
current study adopted a random-effects model to aggregate effedrsizasnixed-
effects model for the moderator analyses (i.e, involving a random-effect$ footthe
aggregated effect size and a fixed effects model to determine the prekammederator
within sets of effect sizes).

When using the fixed-effects model, the researcher is primarily irddrasthe observed
effect among the samples studied and presumes a single population effect fcbm whi
each study was drawn. In this case, the researcher is primarilystatene estimating an
effect size for the specific sample of studies but not studies that are not thaladag

the observed studieBy contrast, in the random-effects model, the researcher intends to
generalize to the population of studies that is larger than the observed studieyand ma
vary from them (Quintana & Minami). Thus, the random-effects model presumes a
heterogeneous set of population parameters across studies (Hedgesag A398).

Best practices for meta-analysis points to the random-effects nsotied tavored
approach (e.g. Field, 2001; National Research Council, 1992) as random-effects model
incorporate more accurate assumptions when compared to fixed effects mockeesin
where there is more variability among effect sizes, the randoms<effexdel is more
conservative in that the possibility of rejecting the null hypothesis is rddlibe

random-effects model incorporates in its effect-size estimate aiapNity in the data
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other than what is expected from sampling error. Thus, if the Q statisgoiiscant in a
random-effects model, the study sampling variance is considered sighyfidiffierent
from zero and this variance is incorporated throughout the analysis. Based on these
considerations, we adopted a random effects model to compute all relevant cenfidenc
intervals and a mixed-effects model to examine moderators within setedfsfes.
Description of Study Characteristics

There were 26 independent samples from 25 studies (16 journal articles, nine
dissertations). Sample sizes for each study ranged from 30 to 1,466 with a tptal sam
size of 5,358 (M = 214.32, SD = 277.52). Girls/'women represented 53% of the sample
while boys/men represented 47% of the sample. Seventeen studies were conducted on
precollege students and eight on college students. All of the studies were glublishe
between 1999 and 2008. Studies were published in the following sources; Journal of
Counseling Psychology (four), Hispanic Journal of Behavioral Sciences)(tfiree
Career Development Quarterly (two), The Journal of Career AssessmentThe
Journal of Vocational Behavior (two), Family Relations (one), The Journal of
Educational Research (one), The Journal of Multicultural Counseling (one), and
Dissertation Abstracts International (nine). Eight studies applied a Smmalitive
Career Theory framework, four applied a social/ecological perspettree, applied
Tinto’s Model of Persistence, two applied Ogbu’s Cultural Model of Schooling, the
remaining studies integrated multiple frameworks not specified here (eaultdration
Theory, Cultural Capital) or were not grounded in a theory (three studies). Wit tega
racial/ethnic descriptor, students were identified as “Latina/o” (10 s declusively

“Mexican/Mexican American/Chicano” (eight studies), “Hispanic” (éhs¢udies),
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“Hispanic/Mexican” (one study), “ethnic heritage in Mexico, Centralefioa, and South
America” (one study), predominantly of Mexican heritage (one study), and
predominantly of Puerto Rican heritage (one study). Sixteen studies reportadents
from the Southwestern or Midwestern regions of the U.S., four studies from thenEaster
region of the U.S., one study from the Southeastern region, and the region was not
specified in four studies.

With regard to generation status, 13 studies reported on samples that were
predominantly second generation Latina/o Americans, four studies reportedmassam
that were predominantly first generation Latina/o Americans, one stpdyted an even
range for first through fifth generation, and the remaining four studies diépat this
information. Twelve studies reported on students from low income backgrounds (as
defined by parent’'s median income at the poverty level and/or meeting fauters for
free or reduced lunch). An indication of academic ability and/or performaree wa
provided in 6 studies as a predictor variable, in five studies to describe the sample, and in
two studies as an outcome variable. In all cases, GPA was used as the marker of
ability/performance.

Determining the Mean Effects

Mean effect sizes were calculated following standard methods (e.g., Radsent
1995; Schafer, 1999). To obtain the mean effect size or unbiased correlation between the
predictor and outcome variable of intereg} for each research question, all correlations
were first transformed to a FisheZswith standard-to-z transformation tables. Next, a
weighted estimate of the common correlation across all sanzple¥\yas computed

with a formula provided by Hedges and Olkin (1985). Then, to test the hypothesis that
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Z++ differs from zero, Z++N — K)*?

was computed in whicN was the total number of
participants across all samples. Significance was tested agaircstailed critical value
of the standard normal curve (i.px .05,z=1.96). FinallyZ++ was converted back to
its associated (r,) with standard-to-z transformation tables. In addition to calculating
both the weighted and unweighted correlation coefficients, the following werdatad
for each bivariate relation: (a) the 95% confidence interval argufim the Q-statistic,
and (d) the result of the file drawer analysis which indicated the number of unfound
studies with r = 0 (null results) that would be necessary to bring the maeam to the
lowest level that would be practically significant [set at .10 in the current dtaded on
guidelines by Diener, Hilsenroth, and Weinberger (2008)].

Meta-analysis only required two bivariate effects for the computatiorevarg
statistics (e.g. population correlations), howevkoathree had been cited as the
recommended number of source studies from which population estimates could be
computed (e.g. Hedges & Pigott, 2004), and the estimates were thought to beceme mor
precise as sample size increased. Significant results weretetlimaeffects wherein the
confidence interval did not include zero. Although both weighted and unweighted effect
sizes for each association were reported, all substantive discussionref@sence to
weighted effect sizes.

Unbiased effect size estimates for goal outcomé&esearch questions one
through three focused on the impact of the career-relevant person variabte of sel
efficacy, sociocultural person variables (i.e., acculturation and ethnic ideatity
contextual variables (i.e., barriers and support) on educational/vocational gmateaty

data is presented in Table 1 and delineated across the conceptual groupingsdalevelope
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based on the SCCT model. The number of participants utilized to estimate each
population correlation ranged from 301 to 2,629 and the number of effect sizes utilized
for population estimations ranged from three to 15.

A positive unbiased effect size estimate .33 was found for the relation
between career-related self-efficacy and educational/vocatioal. gwo of the
sociocultural person variables also had a positive association with goalsnwitbiased
effect size estimate of = .22 for Anglo acculturation and * .22 for ethnic identity. For
Latino acculturation, findings for the direction of the association were mixédhvee
of the studies reporting a negative association and three reporting a posiiciatam.
Because unbiased effect size estimates are based in the absolute valassidiagion,
the strength of the association remained determinable despite contrastiteyfoe the
direction of the association. The absolute value of the unbiased effect sizatestas
= .14 for Latino acculturation. With regard to the contextual variables of supportifirom a
important adult and support from peers, the unbiased effect size estimates-we@
and , = .14, respectively. Both associations were in the positive direction. A negative
association was found for the contextual variable of barriers, with an unbiasetidsefé
estimate of r = -.24. Finally, an unbiased effect size estimate was calculated for the
person inputs of socioeconomic status (SES), parent education, and generation status
(absolute value), these ranged frqm r09 tor, = .14. Both SES and parent education
had a positive association with goals while there were mixed findings &mtidm of the
association between generation status and goals (two studies reportet/a ghosdtion
and two reported a negative direction). All effects were significant as showe B%%

confidence intervals and the associated significance test (Z score arsppaodiagp
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value). Following the guidelines of Cohen (1988), these effects were interpgeted a
ranging between small to medium.
Homogeneity of effect sizealculations of the homogeneity statisgi¢
revealed significant heterogeneity among effect sizes for the assonsibetween goals
and the following predictors; self-efficacy, Anglo acculturation, barigupport from
adult, and support from peers. Moderation analyses based on categorical models are
discussed in the following section and summary data are presented in Tables 3 through
Table 5.
Table 1

Main Effects for Goal Outcomes

Correlates of k Total n Mearr Weighted 4 95% ClI QG File
Goals Meanr Drawer
Career-relevant Person

Self-efficacy 15 2,629 .32 .33 7.75% .25, .40 63*70 30.85

Sociocultural Person

Anglo Acculturation 7 1,681 24 .22 5.78* 15, .29 13.16** 6.93
Latino Acculturation 6 1,552 [.17] [-14] |[4.65]* 08]..20| 6.67 2.08
Ethnic Identity 3 301 .26 .22 3.88* A1, .33 .90 7B.
Contextual

Barriers 5 1,163 -.23 -.24 -2.29* -.04, -.42 4833* 3.04
Support from Adult 11 2,057 .22 .20 5.44* 13, .27 24.99** 8.03
Support from Peers 7 1,073 .18 .14 2.71* .04, .24 481+ 2.79
Demographic

SES 4 2,151 A1 A2 3.81* .06,.19 4.47 1.60
Parent Education 6 2,454 15 14 5.43* .09,.20 6.45 2.35
Generation Status 4 905 [.10] |.09] |2.60]* |BpR,.1 2.25

Note. Random effects model utilized for all Cl estinsate
*All z scores were significarp <.05
**|ndicates significant heterogeneity

Unbiased effect size estimates for self-efficacgesearch question four focused
on associations between the career relevant person variable of setfiyedinchthe
sociocultural person variables of acculturation (both Anglo and Latino) and ethnic

identity. These associations are uniquely purported by the SCCT model and remhsde
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be salient to the goal formation process. Summary data are presented in Takle 2.

number of participants utilized to estimate each population correlation range8ZBom

to 1,812 and the number of effect sizes utilized for population estimations ranged from

five to eight.

A positive unbiased effect size estimate 20 was found for the relation

between Anglo acculturation and career-related self-efficacy. Ettentity also had a

positive association with career-related self-efficacy, with an urtbeféect size

estimate of r = .26. For Latino acculturation, findings for the direction of the association

were again mixed with four of the studies reporting a positive association aad thr

reporting a negative association. The absolute value of the unbiased ef&stisiate

was , = .10 for Latino acculturation. All effects were significant as shown b9%8é

confidence intervals and the associated significance test (Z score arsppaodiagp

value). Following the guidelines of Cohen (1988), these effects were interpsetedhih

Homogeneity of effect sizealculations of the homogeneity statisgi¢

revealed significant heterogeneity among effect sizes for the assndetween Anglo

acculturation and career-related self-efficacy.
Table 2

Main Effects for Self-efficacy

Correlates of k Totaln Mean Weighted Z 95% Qr File
Self-efficacy r Meanr Cl Drawer
Sociocultural Person

Anglo 8 1,812 21 .20 4.30% 11, .29 25.67** 6.19
Acculturation

Latino 7 1,683 [.11] [.10] [4.05]* ].05, .15] 6.05
Acculturation

Ethnic Identity 5 523 .25 .26 6.05*% .18,.34 2.08 0B.

Note. Random effects model utilized for all Cl estingate
*All z scores were significar <.05
**|ndicates significant heterogeneity
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Determining the Presence of Moderator Variables

To determine whether studies shared a common effect size, the homogeneity of
all sets of effect sizes were tested usingQistatistic as suggested by Hedges and Pigott
(2004). As noted in the preceding section,@hetatistic is distributed asX variable in
which the degrees of freedom are based on the number of studies in the analysis minus
one. TheQ statistic examines if the variability of effect sizes produced byapgof
studies is greater than one would expect beyond the contribution of sampling error. This
statistic is often described as a homogeneity test because it can betettgs
determining if a group of independent studies produces a homogenous (i.e., common)
estimate of the population effect. Alternatively, the results also could guggestudy
outcomes are influenced by more than chance or sampling error. This finding would
indicate that there were one or more possible moderators among the studies.

The statistical procedure used to test for moderator effects in tleacstudy
was analogous to a weighted ANOVA because the moderator variables edtimtere
categorical (see Quintana & Minami, 2006). Test of categorical models iavioise
partitioning the studies into different classes on the basis of the sampletehstias
(i.e., developmental stage of students) and study characteristics (i.e., typémokgsure
used and study source) identified a priori and then calculating a weightedtesti the
overall effect size within each class using a random-effects modédl.tNexhomogeneity
of effect size estimates across classes was then tested by uspagtasstic as
recommended by Hedges and Olkin (1985). This statistic is distribute*agdable in
which the degrees of freedom are based on the number of classes in the analygsis mi

one. A significanQg suggested that the effect size estimates differed across classes and
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that the study characteristic identified might be an important moderagffieof size
estimates, provided that, in subsequent tests of within-class effect satsligrthe
effect size estimates within classes were found to be homogenous.

Thus, the final step involved calculating for each class a within-class hoeigge
statistic,Qu, which is distributed as X? variable in which the degrees of freedom are
based on the number of effect sizes in the analysis minus the number of clasgerse A fa
to reject the null hypothesis of no within-class effect size variability eouplth a
significantQg suggested that the identified study characteristic provided an adequate
model of effect size variability because the effect sizes differedsctasses and were
homogenous within classes. By contrast, a signifiQueuggested that the study
characteristics did not provide a completely adequate moderator becaossiedéte
remained heterogeneous within classes.

Furthermore, when the moderator variable was dichotomous (e.g., precollege vs.
college), the omnibus test was used to evaluated the statistical differemeerbthe two
groups (Quintana & Minami, 2006). However, when the moderator variables was not
dichotomous (e.qg., five classes of goal measures), post hoc comparisons using
Bonferonni adjustment were performed to determine where the contrasts lied and ensure
that the chance of committing a Type | error was controlled at a preseicsigod level
of .05 (Hedges & Vevea, 1998; Quintana & Minami).

To be included in this subset of analyses, a construct must have met two criteria:
(a) at least two effect sizes within each methodological subcateggrydt least two
effects from published studies and two effects from unpublished studies) to@llow f

estimations, and (b) a significant Q-statistic to demonstrate sufflogé@togeneity. Five
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constructs met these criteria to assess the moderating effects of tygaé feasure on

the associations between the predictors and goals; these included theatavaet-

person variable of career-related self-efficacy, the sociocultural pessiaie of Anglo
acculturation, and the contextual variables of barriers, adult support, and peer support.
Three constructs met the criteria to assess the moderating effdetgetdpmental stage

of sample on the associations between the predictors and goals; these inclugted care
related self-efficacy, barriers and adult support. Finally, four constructese criteria

to assess the moderating effects of study source on the associations lleévee
predictors and goals.

Tests of categorical models for type of goal measur&oals measures were
partitioned into methodological classes based on the type of measure as codédsin the
coding sequence. The goal measures were partitioned into groups by the firsaadthor
cross-checked with second author. Five distinct classes were idenkiéed;ihcluded
educational/vocational aspirations, educational/vocational expectationsiqrersi
intentions, math/science goals, and nontraditional career goals. Inspéciighens
revealed one outlier in the effect sizes for career-related sel&eyfwith aspirations,
Anglo acculturation with aspirations, and adult support with persistence. As
recommended by Quintana and Minami (2006), these outliers were removed in the
moderation analyses. Methodological classes were omitted if they did not haastat |
two effect size estimates. Table 3 presents tests of these categodeds.

Results indicated that the overall relations with goals differed dependingen ty
of goal measure. Significant between-class effects were found fal#tiens between

self-efficacy and goals [(34) = 41.02p < .05], barriers and goals @) = 43.70p <
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.05], and adult support and goals,[Q) = 6.21,p < .05], while the within-class effects
were not significant. This indicated the type of goal measure provided an adegdale
of the variability among effect sizes. The weighted-mean correldtietageen self-
efficacy and goals were significant, including aspirations (A3), expectations =

.29), persistence intentiong & .34), math/science goalg & .39), and nontraditional
career goals (= .17). Post hoc comparisons using Bonferonni adjustment revealed
significant effect size differences for the relations betweesecaelated self-efficacy

and the following groupings (presented in order of decreasing magnitude)screatbé
goals and persistence intentiops<(.01), expectations and nontraditional career gogls ((
<.01), and aspirationp € .01). The weighted-mean correlations between barriers and
goals were significant for persistence intentiogs=(+.48), but not nontraditional career
goals. Finally, the weighted-mean correlations between adult support anadvgoals
significant and statistically different as indicated by post hoc coegres using

Bonferonni adjustmenp(< .01). The weighted-mean correlations are presented here in
order of decreasing magnitude, expectations.@3), persistence intentiong €.30),

aspirations (r=.16).
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Table 3

Moder ating Effects of Type of Goal Measure on Salf-efficacy, Anglo Acculturation, Barriers, Adult Support and Peer Support
with Goals

Correlates of Methodology k Total Meanr Weighted z 95% CI Q File Drawer

Goals n Meanr

Qg (4) = 41.02*

Self-efficacy Aspirations 3 582 14 13 3.05* .04,.20 1.49 .80
Expectations 2 218 .28 .29 4.20* .16,.41 1.35 3.78
Persistence Int 6 702 .34 .34 9.13* .27,.40 6.18 13.99
Math/Science 2 928 .38 .39 9.48* .32,.46 1.36 2.98
Nontraditional 2 703 A7 A7 4.54* .10,.24 .07 1.41

Qs (2)=5.10

Anglo Aspirations 2 335 .35 .32 5.98* 22,41 1.63 4.34

Acculturation Expectations 2 218 .34 .32 4.85* .20,.44 1.89 4.39
Nontraditional 2 703 .20 .20 5.22* A12,.27 .92 1.92

Qs (1) =43.70*

Barriers Persistence 2 274 -.46 -.48 -8.54* -.38,-.57 1.44 7.53

Intentions

Nontraditional 2 703 -.05 -.05 -1.34 -.02,.12 .28 -.99

Qs (2) =6.21*

Adult Support Aspirations 3 523 .24 .16 3.77* .08,.25 2.07 1.96
Expectations 2 159 .34 .33 4.27* .18,.46 .00 .34
Persistence Int 3 287 .30 .30 5.24* 19,.41 .18 6.12

Qs(1)=1.82

Peer Support Aspirations 2 159 .33 .26 3.31* .11,.40 1.37 3.23
Persistence Int 2 195 13 12 1.72 -.02,.26 1.10 .48

Note. Random effects model utilized for all Cl estingate
*All z scores were significam <.05
**|ndicates significant heterogeneity



Tests of categorical models for developmental stage of sampktudies were
partitioned into methodological classes based on the developmental stage of the sample
as coded in the first coding sequence. Two distinct classes were idetttidigeeljncluded
precollege and college. Inspection of outliers revealed no outliers within methicdblog
classes. Moderator analyses were not conducted if there were not at leddivgize
estimates within each developmental stage. Table 4 presents tests of thgpmecedh
models. Results indicated that the overall relations between barriers asdiffeatd
depending on the developmental stage of the sample. Significant betweenfetdss ef
were found for this association (@) = 44.47p < .05] while the within-class effects
were not significant. The weighted-mean correlations between bamnérgoals were

significant for the college sampleg & -.48) but not for the precollege samples.
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Table 4

Moder ating Effects of Developmental Stage of Sample on Self-efficacy, Barriers, and Adult Support with Goals

Correlates of Methodology k Totaln Mearr Weighted Z 95% ClI Q File
Goals Meanr Drawer
Qe (1) = .82
Self-efficacy Precollege 11 2,115 31 .30 14.36* 7,24 59.17** 21.69
College 4 514 .36 .34 8.09* .26,.42 3.81 9.63
Qs (1) = 44.47*
Barriers Precollege 3 889 -.08 -.06 -1.89 -.00,.13  3.82 -1.09
College 2 274 -.46 -.48 -8.54* .38,.57 1.44 7.53
Qs (1) =41
o Adult Support Precollege 9 1,769 .23 .18 7.60* 23, 19.16** 7.11
N College 2 285 .18 14 2.29* .02,.25 5.27** .69
Note. Random effects model utilized for all Cl estinsate

*All z scores were significanqt <.05
**|ndicates significant heterogeneity



Tests of categorical models for study sourc&tudies were partitioned into
methodological classes based on study source as coded in the first codingesefienc
distinct classes were identified, published and unpublished. Inspection of outliers
identified revealed no outliers within methodological classes. Moderatlyisasavere

not conducted if there were not at least two effect size estimates withiisteay source.
Table 5 presents tests of these categorical models. Results indicated tvatatie
relations with goals differed depending on study source. Significant betwassnetfects
were found for the relations between career-related self-efferadgoals [Q(1) =

9.64,p < .05], adult support and goalsjQ) = 4.52p < .05], and peer support and goals
[Qp(1) = 6.00,p < .05]. Moreover, the within-class effects also were significant for self-
efficacy and the published class for adult support and peer support. The weighted-mea
correlations between self-efficacy and goals were significantudimg §, = .28 published
studies and,r= .41 for unpublished studies. The weighted-mean correlations between
adult support and goals were significant, including rl15 for published and = .27 for
unpublished studies. Finally, the weighted-mean correlations between peer sa@port a
goals were significant including fox # .10 published studies ang=r.27 for

unpublished studies.

63



79

Table 5

Moder ating Effects of Sudy Source on Salf-efficacy, Anglo Acculturation, Adult Support and Peer Support with Goals

Correlates of Methodology k Totaln Mean Weighted 4 95% ClI Q File

Goals r Meanr Drawer

Qs (1) =9.64*

Self-efficacy Published 11 2,066 31 .28 13.18* 22 42.11* 19.73
Unpublished 4 563 .36 41 10.25* .34,.48 1257+ 2.0

Qg (1) =.80

Anglo Published 5 1,306 24 .19 6.87* 14,.24 21%0 4.38

Acculturation Unpublished 2 375 22 .24 4.70* 23,. 1.32 2.77

Qs (1) = 4.52*

Adult Support Published 7 1,710 .19 .15 6.40* 2a,. 19.88** 3.70
Unpublished 4 347 .29 .27 5.11* 17,.37 .85 6.89

Qs (1) = 6.00*

Peer Support Published 4 818 A1 .10 2.89* .03,.17 8.42* .01
Unpublished 3 255 .28 .27 4.30* .15,.38 .80 5.01

Note. Random effects model utilized for all Cl estingate
*All z scores were significapt<.05
**|ndicates significant heterogeneity



Research Synthesis of Contextual Moderators: Barriers and Support

The meta-analytic procedures described above were unable to incorporate the
potential moderators of barriers and support on the link between career-relesant per
variables and educational/vocational goals because meta-analysisasigstiyrassesses
only individual effects (Rosenthal & DiMatteo, 2001). Thus, the effects of suclblesria
were examined through a process of research synthesis (see Cooper, 1998). To be
included in the synthesis, studies must have contained statistics asdessaiteyactive
effect between career-relevant person variables (i.e., careedretdt-efficacy) and the
moderator variable (i.e., barriers and support) and educational/vocational goah@sitc
(i.e., aspirations, expectations, choice, and goals).

The total number of studies that assessed each of these relations wasiteg (FI
& O’Brien, 2002; Navarro et al., 2007). Flores and O’Brien examined the extent to which
relations between nontraditional career self-efficacy and career ¢heagonality,
prestige, and aspirations were attenuated by both parental support and perceived
occupational barriers. Navarro and colleagues (2007) examined the extenttto whic
relations between math/science self-efficacy and math/sciencentgdlons were
attenuated by support from parents, teachers, classmates, and close fribatts. |
studies, career-related self-efficacy was restricted to a partidamain, math/science
activities or nontraditional career related tasks, and found to be a signjffeditdtor of
domain specific goals (math/science goals and choice tradition&litsther, parental
support was assessed in both studies and found to be a significant moderator, as
hypothesized by SCCT. Navarro and colleagues further included an assessment of

teachers, classmates, and close friends, these supports were not stgnibdarators.
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With regard to perception of barriers, as hypothesized by SCCT, this wasfiaangni
moderator of the relations between career-related self-efficatghaice prestige but not
career choice traditionality or career aspirations. Thus, in two stydiesntal support
appeared to be the most consistent moderator of the relation between catessedia

efficacy and educational/vocational goal outcomes.
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Chapter 5: Discussion

Through meta-analytic methodologies, the current study sought to examine the
magnitude of the overall relations between career-relevant person vanab)eafeer-
related self-efficacy), sociocultural person variables (i.e., accuttaratid ethnic
identity), and contextual variables (i.e., barriers and support) and edudaboaabnal
goals for Latina/o students. Findings indicated that, across various stiidgraple
characteristics, effect sizes were small for all the variablasigred with the exception
of career-related self-efficacy which had a medium effect. Further, tbiesens were
moderated by type of goal measure, developmental stage of the sample, 3o stcel
The current meta-analysis also found a small effect for the relations betareer-
related self-efficacy and sociocultural person variables.
Meta-analyses of the Main Effects for Educational/Vocational Goals.

Meta-analytic procedures allowed for the calculation of the magnituithe
overall relations between educational/vocational goals and careeratgbevaon,
sociocultural person, and contextual predictor variables. The current investigat
provided support for the facilitating relations between career-relatedfiefcy, Anglo
acculturation, ethnic identity, and support from an important adult (i.e., parengrment
school personnel) as hypothesized by SCCT. Across various types of goatengas
student samples, and study sources, these variables individually accounted for 11%
(career-related self-efficacy), 5% (Anglo acculturation and ethniciigderand 4%
(support from important adult) of the variance in educational/vocational goals. Mgreove
the current investigation provided support for the hindering relation between pancepti

of barriers and educational/vocational goals, as hypothesized by SCCT. Agass, ac
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various types of goal measures, student samples, and study sources, perceptiwnof bar
accounted for 6% of the variance in educational/vocational goals. Also, Latino
acculturation, support from peers, and the demographic variables (i.e., socioeconomic
status, parent’s level of education, and generation status) accounted fore2%afrthe
variance in educational/vocational goals. Moreover, the direction of the effduith
Latino acculturation and generation status was indeterminable. While adiribbles
examined in the meta-analysis of main effects emerged as signifiedittprs, the
amount of variance unaccounted for by these variables was considerable. Thus, this
discussion concludes with recommendations to expand traditional career deciking-ma
models by incorporating an ecological perspective to more fully capeiexgreriences
of Latina/o students.

In addition to these overall effect size estimates, the current mdysiana
revealed significant heterogeneity among effect size estinmteareer-related self-
efficacy, Anglo acculturation, perception of barriers, and support from both important
adults and peers. Tests of categorical models were conducted to determinelatitesr
of these variables to goals varied across study characteristicygieeoftgoal measure
and study source) and sample characteristics (i.e., developmental stagysarhple).
What follows is a discussion and interpretation of the moderator effects, including
implications for research and practice.
Moderating Effects of Study and Sample Characteristics: Implicatios for Research
and Practice

The current analyses of potential moderator variables produced several fofdings

relevance to the goal formation process for Latina/o students as positeChy Bpe
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of goal measure was found to moderate the effects of career-relatetfisatly,
perception of barriers, and support from an important adult on educational/vocational
goals. Also, the main effect of perception of barriers on educational/vocati@svgas
moderated by developmental stage of sample. Finally, study source modeeatéddts
of career-related self-efficacy, support from an important adult, and suppomn&ens
These findings have implications for further research and interventions théemay
derived from an SCCT framework, and are discussed in this section.

Self-efficacy to educational/vocational goals, moderated by type of goal
measure.In the SCCT literature, personal goals have been operationalized as
educational/vocational aspirations, expectations, choices, and goals (botlagtbba
domain specific). Domain specific goals examined in the current metssenakre
math/science goals and nontraditional career goals. The applicationruftdestms
relates to the degree of specificity of the goal and the proximity of thleaactual
choice (Lent et. al., 1994). For example, career aspirations have been refesredreea
goals for the future when they are assessed remotely in time from cateat entry and
do not demand commitment or have immediate consequences. By contrast,aaseer g
have been defined as expressed choices, plans, or decisions when they involee specifi
intentions (e.g. determination to engage in a particular field or role), assedsaore
proximally to career entry, and require a commitment (Lent et al.). Tigsenaf type
of educational/vocational goal measure as a moderator in the current studgd dvata
this served as an adequate model of effect size variance (i.e., the varisreenhsasses
was significant while the variance within classes was not significantafeer-related

self-efficacy, perception of barriers, and support from an important adult.
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Specifically, stronger relations for career-related self-afjovere observed
when effect sizes were estimated from math/science goal measo@snfad for 15% of
the variance) as well as measures of persistence intentions (accauri2®fof the
variance). The second strongest observed relations for career-relatdticself-avere
those between expectations as well as nontraditional career goally, Enealveakest
relation was observed between career-related self-efficacy andiasgira

This pattern of findings supported the domain-specific nature of self-efficacy
beliefs and highlighted the predictive efficiency of correspondence betwsessanents
of self-efficacy and assessments of goals. Bandura (1986) posited thatrstronge
associations would be obtained when measures of self-efficacy corresporfddwewit
particular outcome criteria and when the level of measurement involved sp@cifi
proximal tasks as opposed to more vague and distal tasks. One study included in the
current meta-analysis examined the association between mathenlaetscsey and
students’ intentions to take additional mathematics courses (Stevens et al., 2006).
Similarly, another study examined the extent to which math/sciencefetiey
predicted math/science goal intentions (Navarro et al., 2007). Given that malteff
represents a constellation of self-referent beliefs connected to specficmance
domains and activities (Bandura), it was not surprising that associations would be
stronger between self-efficacy goal measures of a parallel domausvanre global
outcomes (e.g., intentions to go to college). This finding was consistent with 8nding
from Multon and colleagues’ (1991) meta-analysis on the relations betweerfisalfyef
beliefs and academic outcomes. Across 38 studies, type of performance measure w

found to moderate the relations between self-efficacy and academic aréernsimilar
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to the current findings, associations were stronger between indices dfisalfyeand
basic skills measures of performance, which were the most concordant. Thus, future
researchers should consider the magnitude of the impact of self-efficagivana
outcome in light of the congruence between measures. An alternative inteypretat
however, is that parallel measures were capitalizing on shared method ezt is,
both were self-report and the item content was parallel. Additional redeareaded on
the construct validity of domain specific self-efficacy and domain spampads. When
removing or accounting for shared method variance, are predictions equalbuat?

With regard to implications for practice, students could be further aided in their
goal formation process by distilling global goals into smaller goatsatieacongruent
with current skills and more proximal in time to intended action. Global goals, such as
becoming a lawyer, are perhaps more likely to be realized if they are suddntiole
clear and specific goals, rendering them more manageable (e.g. nenrobi class to
prepare for the LSAT, taking prelaw courses). Reframing larger anddistaégoals
into more proximal sub goals further allows a student to more readily assessprogr
toward the goal (Lent, 2005). Thus, encouraging students to frame their educattbnal a
vocational goals in terms that more directly map onto their self-referkefistaout
their performance abilities in specific activities (i.e., more cleagipeand proximal)
is likely to have a facilitative effect.

The finding that self-efficacy had a stronger association with expecavhen
compared to aspirations suggested that interventions implemented to enhance self
efficacy are likely to have a greater impact on expectations relatagpirations. This is

an important finding in light of the discrepancy between expectations and aspithaon
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has been noted in the literature on racial/ethnic minority student achievement &ouad
Byars-Winston, 2005). In their meta-analysis, Fouad and Byars-Winston found that
race/ethnicity did not influence career aspirations (i.e., there were no fiiamdretes
between racial/ethnic minority students and White students with regard tatiassiy,

but did have an influence on perceptions of opportunities and baifiers, aspirations,
which refer to what students’ believe they can achieve in an ideal sense, tend to be
undifferentiated across racial/ethnic groups. Expectations, by contrastprefleat
students’ believe they can achieve in their present life circumstances anal bendwer
for racial/ethnic minority students.

The current study indicated a stronger association between selfsappfability
and what Latina/o students expect of themselves in reality versus in optimal
circumstances (aspirations). Both Flores et al. (2008) and Ibanez (2002) exdmined t
relations between career-related self-efficacy and both educatioeal/expectations
and educational/career aspirations with Latina/o students. In both these asudid¢ise
current study, the effect size appeared larger [as interpreted folldvariideline of
Cohen (1988)] for expectations when compared to aspirations. Furthermore, McWhirter
et al. (1998) specified educational and career expectations, in contrast tocaspivetre
more closely associated with educational and career-related outcoriveesscfoan
American students. Citing literature that suggested that racial/ethmdicity students
have lower educational and career related expectations than aspiratiqri&niély
1983), these authors noted the importance of enhancing Latina/o students’ expectations
Further research on educational/career expectations using structuréd moldieng on

career-related self-efficacy would be fruitful. Under an individual &fetodel (i.e.,
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zero-order correlations), the current study provided support for a stroregesrel
between self-efficacy and expectations when compared to aspirations. Thmg podts
to interventions centered on reinforcing self-efficacy to enhance what stuskgratct
they will achieve, as expectations are more closely associated with
achievement/performance outcomes (McWhirter et al., 1998).

Perception of barriers to educational/vocational goals, moderated by type of
goal measurePerception of barriers was found to have a large hindering effect on
intentions to persist (accounting for 23% of the variance in the negative direchen). T
effect of barriers on nontraditional career goals was not significant; leowthis result
should be interpreted with caution as it was based on two effect sizes. A fundamental
assumption of the SCCT framework is that individuals are more likely todtaribeir
goal intentions into action if they perceive that there are minimal balikelgto be
encountered in their pursuits (Lent, 2005). Intention to persist reflected the likelihbod tha
the student would make the decision to voluntarily drop out of college (e.g., Castillo et
al., 2006). Thus, this finding supported the SCCT proposition that characteristics of the
environment which are considered to be constraining (i.e., perception of barriexs) we
closely associated with proximal choices (i.e., asking a college stiodégttermine her
or his likelihood of dropping out of college).

Implications for counseling students in the educational/vocational choice groces
include helping students to identify and anticipate obstacles to choice impitimeas
well as the likelihood of encountering these challenges (Luzzo & McWhirter, 20@4). T

next step would be to prepare students to cope with or manage barriers by rgnforcin
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barrier-coping strategies such as taking planned positive action (&asgellanos, &
Orozco, 2005; Gloria, Castellanos, Scull, & Villegas, 2009).

Adult support to goals, moderated by type of goal measur&he current meta-
analysis found differential effects for adult support on educational/careatatipes,
persistence intentions, and aspirations. Type of goal measure moderattedrttn of
the association between support from an important adult and educational/vocational goals
such that relations were strongest for expectations (accounted for 11% ofidheajar
This finding suggested that researchers should conceptualize and measurs support
specific to the type of goal outcome being measured given the current finditigetha
relations between adult support and goals varied in magnitude based on type of goal
outcome. Overall, however, adult support had a small effect on educational/vocational
goals. In the current study, the methodological class of adult support included support
from parents, mentors, and school personnel. These various sources of support were
unable to be differentiated because of the small number of effect sizes thédhaoel
resulted in each class. Thus, one direction for future research is to examglatihe r
impact of varying sources of support (e.g., mother, father, and teacher). Fathetr suppor
has been shown to have significant direct effects on educational plans and career
expectations while teacher and mother support have been shown to have direareffects
mediating variables in the goal formation process (McWhirter et al., 1998gdVer,
parental support has been shown to be predictive of career aspirations (FIOBrge&,O
2002) and nontraditional career self-efficacy (Flores et al., 2006). FinaNyopse

research has demonstrated that high achieving Latina students benefittéenmasted
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view of what students expected of themselves) from high teacher expect@amka(a,
1982; 1994).

Developmental stage of sample as a moderatdrhe overall relations between
perception of barriers and educational/vocational goals varied depending on the
developmental stage of the sample such that barriers were more stisswglated with
goals for college students when compared to precollege students. For colksgesst
perception of barriers accounted for 23% of the variance in educational/vocatialsal go
while it was not a significant predictor for precollege students. The straglggon
between perceived barriers and educational/vocational goals for college studemts
compared to younger students is possibly a function of an increased ability teapprai
their environment and the opportunities available to them, distinguished from an
assessment of their skills. An alternative interpretation is that currestunes of
education and career related barriers did not capture the types of baatevere more
directly related to goals for Latina/o adolescents. The likelihood of erexoumt
racial/ethnic discrimination was the most consistent barrier assesfigel ineasures of
barriers in the studies included in this meta-analysis. However, perceptionsraf/pése
of barriers may be more relevant for younger students. For example, extargiresea
Latina/o youth demonstrated that structural qualities (e.g., neighborhood quatliey)
indirectly related to outcomes including self-efficacy, academicatgpis, and grades
via adolescents’ perceptions (Plunkett, Arbaca-Mortensen, Behnke, & Sands, 2007).

Moreover, it is noteworthy that partitioning students based on developmental
stage did not provide a completely adequate model of effect size variabilitgicated

by significant within class effects for precollege students. This potgra=durred
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because the precollege methodological class included both middle school and high school
students. Future research is needed to ascertain the varying magnitudelafitmesre
between perception of barriers and goal representations across age groups.

Study source as a moderatorStudy source moderated the relations between
self-efficacy, adult support, peer support and educational/vocational goaiss/Atl
constructs, associations were stronger in unpublished studies. This finding might have
resulted from differences between published and unpublished studies on the
operationalization of educational and vocational goals. In unpublished studies, geals wer
operationalized and assessed in more content specific terms and thus morentonsiste
with the SCCT framework than published studies (Flores, 2009). Also, in all unpublished
studies with the exception of one, goals reflected educational pursuits naiheateer.
However,given that unpublished studies have not been evaluated at the same level of
scrutiny as published studies, one might argue that the findings may be ovéesstima
(effects were smaller in published studies) of the true population effecteg}|
Methodological limitations of unpublished studies such as sampling bias, unrgliabilit
measures, and questions of construct validity are implicated. It should behadtstilitly
source did not provide a completely adequate model of effect size variabihtjicsted
by significant within class effects for career-related seltafly, adult support, and peer
support classes.

Meta-analyses of the Relations between Sociocultural Influences an@@er-related
Self-efficacy: Implications for Research and Practice
The meta-analytic methods involved in the current study allowed for the

calculation of the magnitude of the overall relations between careererskif-efficacy
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and sociocultural person variables (i.e., Anglo acculturation, Latino acdidtyrand

ethnic identity) as purported in the SCCT framework. Across various types of goal
measures, student samples, and study sources, these variables individually @déepounte
7% (ethnic identity), 4% (Anglo acculturation), and 1% (Latina/o acculturatictmeof
variance in educational/vocational goals. The interpretation of these findings should be
considered in light of the strength of the associations which were small.

Ethnic identity had a small and positive effect on career-related SeHegfin
the current study. Gushue (2006) explored the relation of ethnic identity to sedteff
from an SCCT framework. Results from his study with a sample of 128 Latimalo ni
graders revealed that ethnic identity had a direct and positive relatioreés dacision-
making self-efficacy and an indirect relation, mediated by self-effida career
planning outcome expectations. Moreover, past research on academic achievement
indicated that students from underrepresented racial/ethnic minority groupsendo w
better situated for learning where those who developed positive identificatiotheir
own culture as well as positive relations with members of the majority eDkagaki,
2006).

Previous research with Latina/o students has resulted in mixed findings for the
relation between acculturation and career-related self-efficacye@~¢ét al., 2006; Flores
& O’Brien, 2002; Navarro et al., 2007; Rivera et al., 2007). In the current investigati
Anglo acculturation had a significant positive effect on career-relatedffielcy. This
finding was consistent with previous research that suggested that an indivibuaysa

effectively navigate within a culture increases her or his access tmoadlels and
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provides more opportunities for learning experiences within that partiautare
(Flores, Robitschek, Celebi, Anderson, & Huong, 2009).

Moreover, in the current study, Latino acculturation had an extremely sifeall ef
on career-related self-efficacy. In a previous study on Mexican Aamehigh school
students, Mexican-oriented acculturation accounted for a small amount of theeanian
goals after removing the variance accounted for by Anglo acculturatibcaaeer
decision-making efficacy (Flores et al., 2006). Given that the institutioeduziation
and work in the United States reflect the values, beliefs, and practices ofdbmprate
Anglo culture, those students who felt connected with Anglo culture may have felt more
congruent in these settings (Flores et al.) and thus, more effectual in theiti@daad
career planning. These findings have important implications regarding tha role
acculturation in the lives of Latina/o students, particularly for those wheeseat
immigrants or first generation. The current findings suggested that gheedaf
affiliation with Anglo or Latina/o culture had little association with stuglecereer-
related self-efficacy.

In addition,this meta-analysis was conducted on Latina/o students across various
generation statuses and in all studies included in these analyses with fitemxafeone
(where language usage was assessed as a behavioral indicator of &éior)|tara
bidimensional measure of acculturation was used [i.e., Acculturation Ratilegf@ca
Mexican Americans-II (Cuellar, Arnold, & Maldonado,1995)]. Bidimensional measures
assessed the extent to which students have learned about and adopted predominate White
norms as well as the degree to which the student maintains her or his heritage culture

However, to more fully understand the relevance of acculturation to the educatidnal
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career development for Latina/o students, more research is needed thassdapiuthe
acculturation process creates a source of distress when values from omeccuntiict
with those of another. This is particularly important as acculturation only acddontz
small percentage of the variance of both career-related self-efaoacy
educational/vocational goals. Cano and Castillo (2010) found that conflict between
acculturation and enculturation accounted for a considerable amount of the veriance
Latina college student distress. Stress resulting from acculturatiomeamnitugation
processes may be further complicated by factors related to spetifinality (voluntary
or involuntary immigrants), socioeconomic status, and racial/ethnic divarsfig
settlement area (Roger, Cortes, Malgady, 1991). Current assessmectdtofation
inadequately assess this complexity. Future research is needed to exametatitiee
importance of these constructs across generation statuses in predictingnab eeid
academic goals and achievement.

Interventions designed to enhance career-related self-efficacydrased
sociocultural person variables should be implemented with caution as effect size
estimates in the current study for this group of predictor variables welle \&fith
regard to the direction of the relations, the current findings suggested tinat'd.a
students who have both a positive sense of their ethnic group membership and adopt the
values and practices of majority culture will also have an enhanced sense sélfhei
efficacy in the education or career realm.

Direction of the Effect of Latino Acculturation and Generation Status
The direction of the effect of Latino acculturation (or enculturation) on career

related self-efficacy as well as educational/vocational goals waeindeable as some

79



studies included in the current meta-analysis indicated a negative relation asdhothe
positive relation. The same pattern of contradictory findings was found for dutiaiir
of the effect of generation status on educational/vocational goals.

In support of a negative association, Ogbu (1991) contended that identification
with Latino cultural practices and values may be at odds with an academigyidentit
because this identity develops in opposition to systems of education that are egderienc
as disenfranchising and oppressive. Moreover, in the current meta-anakgsis m
findings for the directionality were also found for generation status aR#shas
supported that children of immigrants (i.e., individuals who immigrated to the UIS. wit
their parents when they were children) are more academicallyatestithan native born
children (Alfaro et al., 2006). First generation immigrants (voluntary ntiasyiand their
children, according to Ogbu (1991), view barriers and obstacles as temporary and
unintended, and thus maintain an optimistic view about what they can accomplish.
However, second generation individuals (and beyond) and involuntary minorities (i.e.,
those brought into a host culture through conquest or colonization such as Mexican
Americans in the southwest) tend to adopt a less optimistic and oppositional frame of
reference. In light of the varied sociopolitical histories of Latina/o conitmes in the
United States, future research that disaggregates Latina/o culturpkgs needed to
disentangle the contrasting findings for Latino acculturation (encuttnjsind

generation status.
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A Critical Analysis of Current Research on SCCT with Latina/o Student
Populations

After the variance due to moderator effects was removed in the current meta-
analysis, much of the variance of educational and vocational goals was umexkplai
Methodological limitations in the 25 studies included in the current meta-analysis
contributed to these findings. Eight studies that assessed educational and/or vocational
goals used a single item measure to assess this construct. For exammbestudy,
educational goal expectations and aspirations were each assessed usihgaintims.
One item asked participants to indicate the highest level of education they dxpecte
complete, and another item asked the participant to indicate the highest leigtatian
they hoped to complete. Possible responses were the same for both items and ranged
from “some high school” to “doctoral or professional degree” (Flores et al., .2008)
single item measure, indices of reliability cannot be calculated and thugytiee tie
which the item was free of measurement error was unknown. Moreover, we cannot be
certain that the item truly assessed the construct of interest. The tisssdatween the
predictor variables of interest and goal outcomes thus were limited byrerror i
measurement. This methodological limitation might be corrected in futureclesbat
utilizes composite scales with sound psychometric properties to asseestgoaies.

Furthermore, it is possible that other sociocognitive mechanisms in the goa
formation process as posited by SCCT that were unexamined in the currewatldly
have accounted for more of the variance. Outcome expectations refer to an individual’
beliefs about probable response outcomes (Bandura, 1986). This variable was not

included in the current meta-analysis as there were not enough studies thatrhsxtex
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the association between outcome expectations and goals. Research has dethtredtrat
as a result of systemic oppression, outcome expectations exert a giiaaace than
self-efficacy beliefs on the career choice behavior of racial-ethmority adolescents
(Morrow, Gore, & Campbell, 1996). That is, racial/ethnic minority adolescesyshiawve
learned that their ability to successfully accomplish certain tasksetilhecessarily

result in the same outcomes as their White peers. Little researchanaised the role of
outcome expectations in the career development of Latina/o students in pasdicdla
underrepresented populations more generally.

The current findings provided support for interventions based on career-related
self-efficacy designed to augment educational/vocational goals. Howewer wark is
needed that examines the extent to which self-efficacy beliefs int@thaognitive
abilities to influence goal outcomes (Lubinski, 2010). Of the studies reviewed in the
current meta-analysis, an indication of academic ability and/or penicenaas provided
in only 6 studies as a predictor variable, in five studies to describe the sample, amd in tw
studies as an outcome variable. In all cases, GPA was used as the marker of
ability/performance. Because the majority of studies did not account for bhencé of
ability, this question could not be tested in the current meta-analysis. Thus, further
research with Latina/o populations is needed to assess the extent to whethcself-
beliefs and other factors related to educational and career development provide
incremental validity relative to cognitive abilities. Lubinski contended thtte
examination of any system of relations, such as that posited by SCCT, hesganast
first account for the variable that produces the largest amount of variance. ritidnuig ¢

of the current state of the literature on SCCT, Lubinski highlighted the acationubf
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research, longitudinal work included, that provided strong evidence for the predictive
value of cognitive ability. In our analyses of the applicability of SCCT wattinla/o
students, a similar critique is warranted. Thus, future researchers gyidadSICCT
framework must consider the extent to which self-efficacy contributes forédection of
goals, performance, and persistence, after taking into account cognitite abili

A misinterpretation of the relation between career-related safejf and goal
outcomes is that, invariably, career-related self-efficacy will hguesdive effect on
educational/vocational goals despite actual cognitive ability (Multon €t9#11).
Bandura (1986) highlighted the importance of accuracy in one’s appraisal of her or his
abilities (i.e., self-efficacy) and underscored the negative consequbatédlbw gross
over or underestimations of personal efficacy. In the realm of educationalbvatati
development, large overestimates of career-related self-efficagyead an individual to
engage in learning activities or seek career opportunities that are beyondhiser or
capabilities. This might then result in feelings of failure and discouraggid@lton et
al.). Further, large underestimates of career-related self-sfficag lead an individual to
avoid learning activities and career development opportunities. In theirametgic
path analysis of social cognitive predictors of college students’ acadenmomastc
Brown and colleagues (2008) found that SCCT provided an adequate to excellent model
of academic outcomes. However, the model fit was improved when general cognitive
ability was used as an operationalization of ability/past performanauiofiGPA. An
important finding in their meta-analytic review was that both general cogaibility
and high school performance had no direct relations with college retention estctime

influence of ability on retention outcomes was largely indirect through thkiemdfes on
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self-efficacy beliefs and goals. In the current study, the predictidityadf career-
related self-efficacy above and beyond cognitive ability was unable to bd.t€hus, a
fruitful direction for future research is to assess the simultaneousseffexognitive
ability and the variables of interest in the current study.
An alternative interpretation of the current pattern of findings is that cibtaré
that have not been considered within an SCCT framework contributed to the unexplained
variance. Lent and colleagues (2000) contended that, particularly foraadiathnic
minorities, SCCT could be enhanced by embedding the theory in contextual/eglologi
models. An ecological perspective applied to the educational and career development
racial and ethnic minority people accounts for the complex and varied systetars fa
that shape educational and career related behavior (Cook, Heppner, & O’Brien, 2005).
Cook et al. (2005) provided an application of Bronfenbrenner’s (1977) ecological
model to explain the career development of women and racial/ethnic minorities. To
achieve parsimony, Cook et al. made distinctions between the individual and the social
environment. However, because individuals are thought to be in continuous interaction
with the social environment, these distinctions were noted by the authors to be somewhat
artificial (Cook et al.). Even when acting in isolation, individuals are influencekdny t
environment through either direct (e.g., social customs, norms, and laws that define
behavior) or internal (e.g., self-concept influenced by their history of intengactvith
others) means. In turn, individuals intricately influence and shape their enviro(@gent
self-fulfilling prophesies) (Cook et al.). An adolescent’s connections with Hes or
parents or teachers represent microsystem influences while the inemttons between

the adolescent’s parents and teachers represent mesosystem influenices. F
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socioeconomic status and public policy (e.g., college eligibility caiteepresent
exosystemic factors. The macrosystem encompasses the influencaedsdrd’s
acculturation level or migration history, as two examples, on her or his development

Consistent with the ecological model, some researchers have examineddise fa
that are congruent with the impact of micro-, meso-, exo-, and macro-systehes
educational and vocational development of Latina/o students. Specifically sshatie
examined the intersections of acculturation, career-related seHasffiwith parental
support (Flores & O’Brien, 2002; McWhirter et al., 1998), and connectedness to family
and school (Karcher & Lee, 2002) are examples of investigations of the-czleted
factors that influence Latina/o student development from an ecological giarepe

The educational and career development of Latina/o students must be understood
from an ecological perspective to develop theories and interventions that captare and
responsive to the unique educational/vocational needs of Latina/o students. Theshistori
of Latina/o communities in the U.S. that correspond with institutionalized system
oppression have led to vulnerable community-based academic environments. Students in
these environments receive less than the required level of college prgpenatses and
have less access to resources that support educational and career progiess, (Sal
2007). Thus, expanding the construct of perception of barriers to include perceptions of
structural barriers, such as academic under preparation and neighborhood geaities (
unemployment and crime), might enhance the predictive efficiency ofahéble,
particularly for Latina/o adolescents.

In the current meta-analysis, the most robust association found was between

perception of barriers and educational/vocational goals for Latina/o collefgnts.

85



However, this same variable was not a significant predictor for precotiedenss.

Relatedly, socioeconomic status did not account for a substantial amount of theevarianc
across all studies that included an indicator of socioeconomic status in thesnalyse
There are at least two explanations for this finding. First, it is poskidliesdcioeconomic
status actually contributes little to the goal formation process when cairtparere
substantial contributors (e.qg., self-efficacy, perception of barriers). Sociomic status

may capture redundant or proxy information when we think of the influence of
perceptions of barriers or career-related support. The second explanation is more
methodological than substantive and perhaps a more plausible reason why socioeconomic
status did not account for a substantial amount of the variance in goal outcomes. Only
four studies included socioeconomic status as a variable and thus the total sample size
that provided the basis for the estimation of population effects was small. Als®, the
samples were made up of students predominantly from low socioeconomic backgrounds
and thus range restriction could have potentially given rise to smallsefferbss

studies, the indicators of socioeconomic status were varied and included the fqllowing
parents’ occupation or level of educational attainment, self-identified stasal ¢

combined parental income, and the Hollingshead Four-Factor Index of Social Status
(1975).

Social class is an important cultural dimension in the educational and career
development of Latina/o students (Plunkett et al., 2007). A problem with
conceptualizations of social class in the current literature on Latina/o stuslémat it
has been conflated with socioeconomic status. The latter has been typicallyedday

objective indices such as income, occupation or education while the formetaeders
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subjective sense of identity (Liu et al., 2004). Current thinking with regard to
socioeconomic status suggested that it should be distinguished from socibeckasse
in addition to providing an indication of one’s location within an economic hierarchy
(captured by socioeconomic status), social class indicates the extenthdivehic
individual is aware of her or his location and of others who may share a similar position
(Liu et al.). Furthermore, social class is an important variable in vocapegehology as
it has been associated with an individual’s exposure to structural barriers (Pairats).
Latina/o students have the poorest educational graduation rates acragslall r
and ethnic groups. Disparities in educational attainment between Latina/otstade
other racial/ethnic students begin as early as kindergarten and continughtbotlege.
Previous research examining structural barriers demonstrated thatacbn was
compromised by a variety of factors, including family responsibilifeasily poverty,
lack of participation in preschool, attendance at poor quality elementary dmsichigpls,
placement into lower-track classes, limited neighborhood resources, and lacleatpres
of role models (Zambrana & Zoppi, 2002). The majority of studies evaluated in the
current meta-analysis failed to include an examination of the structutednoés on the
educational and career goal formation processes for Latina/o students. Ra8@CTa
was the most consistently used theoretical framework, the currenulitetahded to
emphasize education and career-related self-efficacy in the developreentcation and
career-related goals. However, some have argued that economic andheowal must
occur in tandem with building personal agency (i.e., self-efficacy) if ¢édued and
vocational disparities between Latina/os and other racial and ethnic studeicida

reduced (Zambrana & Zoppi). The current SCCT literature on Latina/o stuadlietts a
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dearth of studies that examine the processes through which perceptions ofastructur
barriers can influence goal outcomes. Studies that combine both individual angratruct
predictors would be instrumental for theory building, policy makers, and researchers
Familismo is an important cultural variable in Latina/o psychology. Exagini
the role of familismo in the goal formation process as a microsystemrioéue a
fruitful area for future research as the current body of research, pyiméosrmed by
SCCT, has not included this variable. The value of familismo refers to unity armty loya
within the family (Sue & Sue, 2003) and emphasizes that each family member has a
unique role and particular responsibilities within the family system (Gamnalz, 2001).
Thus, a Latina/o student’s contradictory career-related goals and valwesparcson to
those of their parents could give rise to intergenerational conflict and have arfgnderi
effect on the goal formation process (Constantine & Flores, 2006). AlteryatB@inez
and colleagues reported that familismo values helped high achieving Latimenw
manage conflict that surfaced between family and career needs.eg8sarahers
suggested that interpersonal, familial relations may have importantsetin the
formation of efficacy beliefs (Lent & Lopez, 2002). Flores and colleagues (2009)
proposed that individuals who internalize the cultural value of familism may have a
strong sense of identity. This stronger sense of identity, in turn, facikgpdsration and
efficacy to approach a variety of career-related tasks. Moreoveong styalty to
family may motivate students to bring pride and financial support to the fanolyghr
high career attainment (Flores et al.). Phinney, Dennis, and Osario (2006) found that in
addition to ethnic identity, family interdependence contributed positively tnd/at

students’ reasons to attend college. The studies reviewed in this section undeescore t
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significance of familismo in the educational and career paths of Lashadents. The
current body of knowledge on Latina/o students is limited in the extent to which it
addresses this construct.

Limitations of the Current Meta-analysis

The findings in the current study should be considered in light of a number of
limitations. It is likely that the current meta-analysis representediisampling by
virtue of the inclusion/exclusion criteria used and the methods implementée for t
literature search (Rosenthal & DiMatteo, 2001). A substantial number ofstudie
reporting on the variables of interest for Latina/o students were omittedseensro-
order correlations were not reported by the authors nor could they be calculadias
the statistical information that was provided. This limitation applies to aretbysis
more broadly. Current conventions of data reporting were a limiting factor arzkca
circumvented in the future if researchers attend to adequate reportingméasum
statistics. As recommended by authors of previous meta-analyses (see &ult.,
1991), means and standard deviations of all measures for all groups at all measure
points should be included, as well as values of all test statistics, degresedohfr and
exact probability levels. It is critical that this information be reporégdurdless of
whether statistical significance was obtained.

A strength of meta-analysis is that investigators do not have to rely on the
significance test of any one finding as an indicator of its value. Thus, everaschal
nonsignificant effects contribute to the overall picture of the results (Radent
DiMatteo, 2001). However, considerations of power in terms of the interpretation of the

current findings represented a limitation in the current study. Power inamalysis is
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based on the effect size relative to its variability (Quintana & Minami, 26@#)ng to
reject the null (retain that there is no relation) in meta-analysisrie stientifically
important due to enhanced power levels whereas in primary studies, this is ddficult
interpret. However, in the current meta-analysis there may not have been enough
statistical power in the methodological classes with only two effect Giee, 11 classes
of goal measures, two college student sample classes, and one unpublished atigjies cl
Although meta-analysis only requires two bivariate effects for the congutst
relevant statistics (e.g. population correlations), some have contended tfaheee is
the minimum number of source studies from which population estimates should be
derived (Hedges & Pigott, 2004). For this reason, a rejecting of the null was not
interpreted in the current meta-analysis.

Meta-analysis typically includes studies that vary considerably intyaasli
indicated, for example, by sample size and reliability of measures (Raként
DiMatteo, 2001) and this was a limitation in the current study. Future investigatirs m
weight each study by a global estimate of study quality, determineddaug to
characteristics associated with the design quality of the study suatiake sample size
adequacy (i.e., statistical power) and reliability of measures. Asgoakbutcomes in
the current meta-analysis were assessed with a single item, nwgigath effect size by
internal consistency reliability of measures was not possible.

The current meta-analysis, as is consistent with meta-analytic metiooes
broadly, systematically assessed only individual effects (zero-ordetatans). Meta-
analysis has been critiqued to the extent that there is an overemphasis on individual

effects to the detriment of examination of the interactive/indirect ectsfof
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independent and dependent variables, such as those hypothesized by the SCCT model.
However, it has been argued that this simple systematic approach is esResgatljal
& DiMatteo, 2001). Prior to examining the interactive/indirect effects, resees need a
clear picture of the straightforward relations among the variableseoégtt From that
point, future research can be built upon what has been shown to be important through
meta-analytic methods. The concentration on singular effects allows ressaocaeget
specific questions and indentify the essential elements of the questions unger stud
(Rosenthal & DiMatteo).
Summary of Recommendations for Future Research

This section provides a summary of directions for future research discussed
throughout this chapter. These recommendations were generated primarilyhfabms w
missing in the studies reviewed in this meta-analysis on Latina/ studeatiedal and
career development.

e Additional research is needed on the construct validity of both domain specific
self-efficacy and domain specific goals. It is possible that paraflekores used
in the studies to date capitalize on shared method variance (e.g., both were self-
report and similar if not identical in item content).

e Another direction for future research is to examine the extent to which the impact
of social support varies depending on the source of support (e.g., mother, father,
and teacher). The effect size estimates in the current meta-amepreisented an
average across various sources of support thereby obscuring the differehees in t

strength of the effect for one source over another.
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Current assessments of acculturation inadequately assess intrapsyélnct that
might result from enculturation and acculturation processes and the extent to
which such conflict frustrates education and career development. Stresagesulti
from acculturation and enculturation processes may vary across variables such as
specific nationality (e.g., Mexican American/Chicano versus Cuban Amgrica
socioeconomic status, and the student’s experiences with racial/ethnictgiversi
Future research is needed to examine the relative importance of acadturati
stress across generation statuses and nationalities in predicting vocatebnal
academic goals.

Additionally, future research is needed to disentangle the contrasting firfidings
Latino acculturation or enculturation and generation status. Again, it igkritic
that such investigations disaggregate specific Latina/o groups in ligheiof

varied sociopolitical histories.

The findings based on the studies included in the current meta-analysis aall for
expansion of the construct of perception of barriers to include perceptions of
structural barriers. Studies that examine the influence of perceptions tdirstiuc
barriers on goal outcomes independently or concomitantly with individual
variables are needed. Structural barriers such as school quality, accesge coll
preparatory classes, eligibility criteria for financial aid basedtmenship status,
and neighborhood resources are recommended for inclusion in future
investigations.

Methodological limitations in the current state of the literature might bected

in future research that utilizes composite scales to assess goal outcomes.
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e Another fruitful direction for future research is to assess the simultaeffieats
of cognitive ability and the variables of interest in the current study.
e In future research, investigators might attend to a more thorough reporting of
summary statistics regardless of whether the effects werdisgdlityssignificant.
This would include the means and standard deviations of all measures for all
groups at all measurement points as well as values of all test statisgoses of
freedom, and exact probability levels.
Conclusion
Overall, the results of this analysis have supported propositions of SCCT for
Latina/o students. The current study provided a statistical integrationldétheure,
accounting for the similarities and differences across 26 independent salrgvia from
25 studies. Most importantly, findings indicated that across various study and sample
characteristics, effect sizes were small for all the variablegereist with the exception
of career-related self-efficacy (which evidenced a moderatet sffex). The
identification of type of goal measure, developmental stage of sample, apndatde
as moderator variables in the current study helped to clarify knowledge of tiaf ove
strength of the associations. Type of goal measure was found to moderatectiseoéf
career-related self-efficacy, perception of barriers, and support frompantant adult
on educational/vocational goals while developmental stage of the sample meddeeat
main effects of perception of barriers. Moreover, study source moderatetettis ef
career-related self-efficacy, support from an important adult, and supponpéens
Finally, the contributions of the current work highlighted limitations in theglitee,

generated directions for future research, and provided recommendations for ir@ervent
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and prevention efforts with Latina/o communities. In light of the rise ohbéi
communities in the U.S., and the disparities that exist in educational and career
attainment, it is critical that vocational researchers continue to inviestigafactors that

may positively influence the educational and career development of Latindémtst.
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APPENDIX A: SUBJECT TERMS TABLE

Database | Latina/o Students Goals Choice Aspirations | Expectations Educational Vocational Career
Source (Hispanic) (choice
behavior)
PsycINF | Narrower | Narrower Narrower Narrower terms:| Narrower Narrower Narrower Narrower Narrower
O terms: terms: terms: Related terms: | terms: terms: terms: terms: terms:
Mexican classmates, | educational | behavior, educational | Parental Related terms: Related Related
American | college objectives, decision aspirations, | Expectations| educational + | terms: terms:
Related students, organizationa| making, occupational| , Role administration | occupational| occupational
terms: elementary | objectives classification aspirations, | Expectations| , aspirations, | adjustment, | aspirations,
Minority school Related (cognitive aspiration , teacher attainment occupational| career
groups students, high| terms: process), level expectations, level, aspirations, | change,
Year school approach framing effects, | Related Related audiovisual occupational| occupational
added: students, avoidance, freedom, human| terms: terms: aids, choice, choice,
1982 international | approach mate selection, | aspiration estimation, | background, | occupational| occupational
students, behavior, neuroeconomicy level, goal future, halo | counseling, guidance, guidance,
junior high aspirations, |, prospect orientation, | effect, hope, | degrees, vocational career
school extrinsic theory, goal setting, | self efficacy, | diagnosis, counselors, | development,
students, motivation, psychological goals, self fulfilling | field trips, vocational career
kindergarten | goal reactance, social motivation, | prophecies | incentives, education, | education,
students, orientation, dilemma, ambition Year added: | measurement,| vocational vocational
preschool goal setting, | uncertainty, Year added: | 1967 objectives, education maturity,
students, incentives, utility theory, 1967 equal teachers, occupational
Related terms] intention, volition education, vocational preference,
education, intrinsic Year added: school based | evaluation, | career
school motivation, 1967 intervention occupational| development,
retention, motivation, Year added: | guidance, occupations
student needs occupational| Year added:
attrition, Year added: interests,
student 1967 vocational
characteristics maturity,
Year added: occupational
1967 preference,
vocational
rehabilitatio

n
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Year added:

ERIC Narrower | Narrower Narrower Narrower terms:| Narrower Narrower Narrower Narrower Narrower
terms: terms: terms: Related terms: | terms: terms: terms: terms: termscareer
Puerto Hispanic Related Year added: occupational| teacher Related terms: occupational| academics,
Ricans, American terms:Needs, aspiration, expectations| Year added: Related career
Cubans, Students, Aspiration, parents of students, terms: awareness,
Haitians, | Secondary Needs aspiration, | work life occupational| career
Maya School assessment, academic expectancy, aspiration centers,
(People), | Students, performance, aspiration Related Year added: | career
Mexicans | Bilingual quotas, Related terms: change,
Related Students, evaluation, terms: Prediction, career
terms: elementary standards, performance| predictive choice,
American | school failure, goal , ability, validity, career
Indians, students orientation, self-concept,| probability, counseling,
Hispanic Related terms] success, goal self achievement, career
Americans | Parent Student setting, task motivation, | aptitude, development,
, Latin Relationship, | analysis, achievement| reliability, career
American | Student guidelines, , student attitudes, self] education,
Culture, characteristics| intention educational | efficacy, career
Latin , Student Year added: objectives, | cognitive exploration,
American | rights, student achievement| mapping, career
History, mobility, need, cognitive guidance,
Latin student role, aptitude, structures, career
American | student needs goal stereotypes, opportunities
Literature | student orientation, | evaluation, , career
Year development, goal setting, | success, planning
added: student intention, symptoms Related

diversity, etc. motivation, | (Individual terms:
Year added: objectives disorders), Year added:
Year added: | failure, goal
setting,
intention,
intuition,
opinions,
performance
Year added:

ProQuest | _Narrower | Narrower Narrower Narrower terms:| Narrower Narrower Narrower Narrower Narrower

terms: terms: terms: Related terms: | terms: terms: terms: terms: terms:
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Related Related terms] Related Year added: Related Related Related terms: Related Related
terms: Year added: | terms: terms: terms: Year added: | terms: terms:
Year Year added: Year added: | Year added: Year added: | Year added:
added:
Database | Self-efficacy Acculturation Ethnic Identity Barriers Support
Source
PsycINFO| Narrower terms: Narrower terms: Narrower terms: Narrower terms: Narrower terms:
Related termsacademic | Related termscross Related terms: Related terms: Related terms:
self concept, expectations,cultural cultural sensitivity, Year added: Year added:
helplessness, communication, cross| group identity,
instrumentality, self cultural psychology, | identity formation, in-
confidence, self cultural sensitivity, group outgroup,
evaluation, self fulfilling | marginalization, reference groups, self
prophecies, self perceptignmulticulturalism concept, social
Year addedi985 Year added:2003 identity
Year added: 1973
ERIC Narrower terms: Narrower terms: Narrower terms: Narrower terms: Narrower terms:
Related termsself Related terms: Related termssocial | Related termsstructural Related terms:
efficacy, achievement, biculturalism, cultural | integration, ethnicity, | unemployment, access to family
behavior development, | pluralism, culture, intergroup relations, | computers, access to educationprograms, social
cognitive structures, immigrants, refugees,| ethnicity, ethnic access to health care, support groups,
expectation, individual social integration, stereotypes, ethnic | accessibility, bias, services,
power, learning theories, | subcultures studies, disadvantaged environment, | supported
meta-cognition, self Year added: ethnocentrism, economic opportunities, employment
actualization, self control, ethnography educational change, education Year added:
self motivation Year added: discrimination, educational
Year added: environment, equal education,
program implementation
Year added:
ProQuest | _Narrower terms: Narrower terms: Narrower terms: Narrower terms: Narrower terms:

Related terms:

Year added:

Related terms:
Year added:

Related terms:

Year added:

Related terms:
Year added:

Related terms:

Year added:




APPENDIX B: MAIN SEARCH TABLE

Title of Name of Date Years Language | Search Total # | Total # Location | Descriptive
Database | Host/Vendor| of Covered| Restrictions| Parameters of of of Summary
Search| by the Citations | Relevant| Relevant| ©f Search
Search Citations Citations Strategy
(goto
Excel
File
here)
Psycinfo| Ebsco 2- | 1996- | English | Flores, 39 10 cd
24- | 2009 LisaY
10
3-2- | 1966- | English | Gloria, 35 2 flash
10 2009 Alberta M
3-4- | 1993- | English | Gushue |21 3 flash
10 2008 and
George
3-4- | 1998- | English | Navarro |12 4 All
10 2009 and Rache saved
under
Flores
3-4- | 1993- | English | Solberg 25 5 flash
10 2009
3-4- | 1990- | English | Luzzo 47 3 flash
10 2009
3-4- | 1988- | English | McWhirter| 43
10 2009
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Title of Name of Date of | Years Language | Search Total # | Total # of | Location | Descriptive
Database | Host/Vendor| Search | Covered| Restrictions| Parameters | of Relevant | of Summary of
by the Citations | Citations | Relevant| Search
Search (goto Citations | Strategy
Excel
File here)
Psychinfo| Ebsco 2/20/10 2003 - Latino AND | 35 7 USB Exclude
2009 students dissertations
AND self- and only
efficacy search
quantitative
studies
Psychinfo| Ebsco 2/23/1p 2002- Latino AND | 77 3 UsSB Exclude
2009 students dissertations
AND and only
acculturation search
quantitative
studies
Psychinfo| Ebsco 2/23/10 2003- Latino AND | 52 2 USB Exclude
2009 students dissertations
AND ethnic and
identity quantitative
studies
Psychinfo| Ebsco 2/28/10 1994 - Latinoand | 56 3 USB
2009 Students and
Barriers
Psychinfo| Ebsco 2/28/10 1991 -+ English Latino AND | 193 5 USB
2010 only Students
AND
Support
Psychinfo| Ebsco 3/4/10-| 2003 - Latino AND | 38 5 USB Excluded
3/5/10 | 2009 Students dissertations
AND Career and only
searched
quantitative
studies
Psychinfo| Ebsco 3/5/10f 1969 Latino AND | 2 0 UsSB Excluded
2002 students dissertations
AND
Vocation
Psychinfo| Ebsco 3/5/10{ 2002 - Latino AND | 40 0 USB Excluded
2009 students additional dissertations
AND goals (some and only
were searched
already quantitative
recorded) studies
Psychinfo| Ebsco 3/6/°0 1963 -| English Latino AND | 42 2 USB Excluded
2009 only students dissertations
AND choice and only
searched
qualitative
studies
Psychinfo| Ebsco 3/7/10{ 2003 - English Latinoand | 53 6 USB Excluded
2010 only students and dissertations
expectations and only
searched
qualitative
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studies

Psychinfo

Ebsco

3/7/10

2004 -
2009

Latino and
Students and
Aspirations

21

0
additional

usB

Excluded
dissertationg
and only
searched
qualitative
studies
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Title of | Name of Date of Years | Language | Search Total # Total # | Location Descriptiv
Databas | Host/Vendor | Search Covere | Restriction | Parameters of of of e
e d by s Citations | Relevan| Relevant | Summary
the t Citations of Search
Search Citation Strategy
S
(goto
Excel
File
here)
ERIC EBSCOhost 3/2/2010 1976-| English Latino AND 796981 Too
2010 students AND many to
career OR search
vocation OR
education
ERIC EBSCOhost 3/2/2010 1976-| English Latino AND 138 10 Saved or
2010 students AND on ERIC
career
ERIC EBSCOhost 4/6/2010 1976-| English Latino AND 181 0 n/a
2010 students AND
goals
ERIC EBSCOhost 3/20/2010 1976-| English Latino AND 25 7 Saved or
2010 students AND on ERIC
self-efficacy
ERIC EBSCOhost 4/2/2010 1976-| English Latino AND 78 4 saved
2010 students AND
acculturation
ERIC EBSCOhost 3/20/2010 1976-| English Latino AND 47 1 saved
2010 students AND
ethnic identity
ERIC EBSCOhost 4/7/2010 1976-| English Latino AND 109 2 Not
2010 students AND available
barriers online —
see ERIC
ERIC EBSCOhost 3/2/2010 1976-| English Latino AND 364 Too
2010 students AND many to
support search
ERIC EBSCOhost 4/7/2010 1976-| English Latino AND 52 1 saved
2010 students AND

social support
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ERIC EBSCOhost 4/7/2010 1976-| English Latina AND 26 saved
2010 students AND
career
ERIC EBSCOhost 4/7/2010 1976-| English Latina AND 28 saved
2010 students AND
goals
ERIC EBSCOhost 4/7/2010 1976-| English Latina AND 7 n/a
2010 students AND
self-efficacy
ERIC EBSCOhost 4/7/2010 1976-| English Latina AND 17 n/a
2010 students AND
acculturation
ERIC EBSCOhost 4/7/2010 1976-| English Latina AND 12 n/a
2010 students AND
ethnic identity
ERIC EBSCOhost 4/7/2010 1976-| English Latina AND 22 n/a
2010 students AND
barriers
ERIC EBSCOhost 4/7/2010 1976-| English Latina AND 63 saved
2010 students AND
support
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Title of Name of Date of Years Language Search Total # of | Total # of Relevant Location of Descriptive
Database | Host/Vendor | Search Covered by | Restrictions | Parameters Citations | Citations Relevant Summary of Search
the Search (go to Excel File here) Citations Strategy
Repeat = already
counted for on Excel
table but found as a
relevant citation for
multiple searches
Psycinfo EBSCO 10/20/10, 1 None Latino AND 4 1 Flashdrive Searching March
students AND 2010 and beyond;
career excluded qualitative
data
Psycinfo EBSCO 10/20/10, 1 None Latino AND 0 0 Searching March
students AND 2010 and beyond;
vocation excluded qualitative
data
Psycinfo EBSCO 10/20/10, 1 None Latino AND 43 8 Flashdrive or | Searching March
students AND not available | 2010 and beyond;
education online excluded qualitative
data
Psycinfo EBSCO 10/20/10, 1 None Latino AND 6 1 repeat Searching March
students AND 2010 and beyond;
goals excluded qualitative
data
Psycinfo EBSCO 10/20/10, 1 None Latino AND 3 0 Searching March
students AND 2010 and beyond;
choice excluded qualitative

data




vOT

Psycinfo EBSCO 10/20/10 None Latino AND 3 1 repeat Searching March
students AND 2010 and beyond;
aspirations excluded qualitative

data

Psycinfo EBSCO 10/20/10 None Latino AND 4 2 repeat Searching March
students AND 2010 and beyond;
expectations excluded qualitative

data

Psycinfo EBSCO 10/20/10, None Latino AND 5 1 repeat Searching March
students AND 2010 and beyond;
self-efficacy excluded qualitative

data

Psycinfo EBSCO 10/20/10, None Latino AND 5 2 repeat Searching March
students AND 2010 and beyond;
acculturation excluded qualitative

data

Psycinfo EBSCO 10/20/10, None Latino AND 10 1 repeat Searching March
students AND 2010 and beyond;
ethnic identity excluded qualitative

data

Psycinfo EBSCO 10/20/10, None Latino AND 2 1 repeat Searching March
students AND 2010 and beyond;
barriers excluded qualitative

data

Psycinfo EBSCO 10/20/10, None Latino AND 10 1 new, 2 repeat =3 Flashdrive Searching March
students AND 2010 and beyond;
support excluded qualitative

data

ERIC EBSCO 10/20/10 None Latino AND 1 1 repeat Searching April
students AND 2010 and beyond;
career excluded qualitative

data
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ERIC EBSCO 10/20/10 None Latino AND 0 0 Searching April
students AND 2010 and beyond;
vocation excluded qualitative

data

ERIC EBSCO 10/20/10 None Latino AND 28 2 repeat, 1 new =3 Not available Searching April
students AND online, see 2010 and beyond;
education ERIC excluded qualitative

data

ERIC EBSCO 10/20/10 None Latino AND 4 1 repeat Searching April
students AND 2010 and beyond;
goals excluded qualitative

data

ERIC EBSCO 10/20/10 None Latino AND 0 0 Searching April
students AND 2010 and beyond;
choices excluded qualitative

data

ERIC EBSCO 10/20/10 None Latino AND 1 0 Searching April
students AND 2010 and beyond;
aspirations excluded qualitative

data

ERIC EBSCO 10/20/10 None Latino AND 3 1 repeat, 1 new =2 Not available Searching April
students AND online, see 2010 and beyond;
expectations ERIC excluded qualitative

data

ERIC EBSCO 10/20/10 None Latino AND 2 1 repeat Searching April
students AND 2010 and beyond;
self-efficacy excluded qualitative

data

ERIC EBSCO 10/20/10 None Latino AND 2 1 repeat Searching April
students AND 2010 and beyond;

acculturation

excluded qualitative
data
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ERIC EBSCO 10/20/10 None Latino AND 1 repeat Searching April
students AND 2010 and beyond;
ethnic identity excluded qualitative

data

ERIC EBSCO 10/20/10 None Latino AND 0 Searching April
students AND 2010 and beyond;
barriers excluded qualitative

data

ERIC EBSCO 10/20/10 None Latino AND 3 repeat Searching April
students AND 2010 and beyond;
support excluded qualitative

data




APPENDIX C: DOCUMENT EVALUATION MANUAL

Document Evaluation Cheat Sheet
This cheat sheet provides information to orient you as you evaluate each document
identified in your search using the excel file.

1.) Is the document’s subject within the defined scope based on the title and/ot&bstrac
Yes No

Scope of the study: The proposed meta-analysis seeks to examine the magitede of
relations between career-relevant person variables (i.e., various formmeesficdated
self-efficacy), sociocultural person variables (i.e., acculturation timicdadentity), and
contextual variables (i.e., barriers and support) and vocational achievemiesiriaro
students.

Key Words to Look for:

Latina/o students (k-12, college, professional school)

Educational and/or Career Expectations, Aspirations, Choice, and/or Goals
Self-efficacy

Acculturation

Ethnic identity

Barriers

Support

2.) Does the document describe a quantitative study?
Yes No

Literature NOT to be included:

Papers on theory

Narrative reviews of the literature

Book chapters that do not describe a study
Qualitative studies (no data analyzed)
Case studies

3.) Does the study provide statistical data on Latisaidents?
Yes, Latina/o students represent single sample
Yes, Latina/o students represent a sub-sample and data are reporiaielyepar
Yes, Latina/o students represent a sub-sample and data are NOT reported
separately (Note: Cristina and Karen will contact the author)
No

4.) Does the study include least oneof the following variables: Education and/or

career expectations, aspirations, choice, and/or goals?
Yes No
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5.) Does the study includs least oneof the following variables?
(a) a measure of a career-relevant person variable (i.e., career-relefficacy)
(b) a measure of a sociocultural person variable (i.e., acculturation, ethnityjdenti
(c) a measure of a contextual variable (i.e., perceived barriers, support)

Yes No

6.) Does the study provide sufficient information to calculate appropriaie size
estimates?

Yes No Don’t know

This information includes:
Correlation coefficients
Means and SDs

T-tests

ANOVA

Other indices of association

For Cristina only:
7.) Does the document meet inclusionary criteria?

Yes No

Final Notes:

Each document should only be reviewed once in the excel file. Always be sure to
check that you have not already entered a document as the relevant citations wil
appear in multiple searches.

The last two columns on the Main Search Table (where it reads “Location of
Relevant Citations” and “Descriptive Summary of Search Strategg foaryou

to keep track of where you have saved or stored relevant citations and to make
notes of any problems you have encountered.
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APPENDIX D: CODING MANUAL

Coding Manual

*To make comments in the spreadsheet in the OLD version of excel, click on theucell y
would like to comment on, then click Insert (in the tool bar), then click Comment. The
upper right hand corner of the cell will turn red when there has been a commestlinser

*To make comments in the spreadsheet in the NEW version of excel, click on the cell
you would like to comment on, then click Review (in the tool bar), then click Insert
Comment. The upper right hand corner of the cell will turn red when there has been a
comment inserted.

File Name: Write the name of the file as it has been saved.

Coder Initials: Select your initials from the drop down menu.

Study Id #: Each study will be assigned an identification number. This numbessajopli
the study itself (i.e., not the manuscript or report) and will be used for the purposes of
tracking studies that appear in multiple reportse study Id # will be given to you by
Cristina.

First Coding Sequence: Sudy Characteristics

*Indicate MISSING for each study characteristic that is not specifiedwvithin the
report.

Characteristics of the Report

Authors. List all authors in the order consistent with contribution. Use the following
format:Last Name, First Name, Middle Initial.

Institutional Affiliation: Indicate the institution with which the primanytiaor is
affiliated.

Position: Indicate the position of the first author. Select one option from the drop down
menu.

Year: Indicate the year the report was published.

Source: Indicate the source of the study report. Select one option from the drop down
menu. Sources include peer reviewed journal articles, non peer reviewed jourles, artic
book chapters, convention presentations, dissertations, unpublished manuscripts, and
technical reports.

Name of Source: Please document the name of the source.
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Characteristics of the Sample

Total N: Number oLatina/o studentsin the sample.

Girls/Women N: Number of Latina girls/women in the sangsleero.
Boys/Men N: Number of Latino boys/men in the sangsleero.
Entire or Subsample: Latina/o students represent (select one option from the dnop dow
menu):

-the Entire Sample

-a Subsample with Separate Data

-a Subsample/NOT Separate D@Eave to Cristina if this is the case).
Latina/o Sample Descriptor: How does the author describe the students iofterms
race/ethnicity? Please use the same language as the author. Exargtlels @authors
use include Latina/o, Hispanic, Mexican American, Chicana/o, Puerto Rican, Cuban,
Dominican, heterogeneous group, etc.
Student Population: Select one option from the drop down menu.
Elementary school, middle school, high school, community college, four-year
college/university, graduate/professional school, other.
Other Student Population: Please indicate the student population using the samgdang
as the author. This is only necessary if you could not indicate the student population in
the drop down menu under “student population.”
Setting: Indicate the geographic location in which the students wetgteelcfe.g., urban,
rural, mid-Atlantic region, public school, private school, etc.). Please use tke sam
language as the author.
Mean Age of Sample:
SD of Age:
Age Range of Sample:
Girls/Women Mean Age:
Girls/Women SD:
Girls/Women Range:

Boys/Men Mean Age:
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Boys/Men SD:
Boys/Men Range:

Income: Socioeconomic status reported using an index of income. Please useethe sa
language as the author.

Class: Socioeconomic status reported using an index of social class.uBke#se same
language as the author.

Other Indicators of SES: Please use the same language as the author.

Parent’s Level of Education: What is the highest level of education completled by t
students’ parents? Please use the same language as the author.

Mother’s Level of Education: What is the mother’s highest level of educatiopletad?
Please use the same language as the author.

Father’s Level of Education: What is the father’s highest level of educadmpleted?
Please use the same language as the author.

Generation Status: Please use the same language as the author.

English language proficiency: Please use the same language as theGuithdicate
English language proficiency if specified by the author.

Ability to Describe Sample? Yes or No. Does the author describe the sangies of
ability? Indicators of ability include GPA, 1Q, SAT scores, etc.

(If yesto question above) How Are Students Described? Please use the same language as
the author.

Ability as Predictor Variable? Yes or No. Does the author use a measurdtgftabil
predict an outcome? Examples include GPA, 1Q, SAT scores, etc.

Ability as Outcome Variable? Yes or No. Does the author use other variables tb predi
performance? Examples include GPA, IQ, SAT scores, etc.

Operationalization of Ability: How is ability measured? ExamplesishelGPA, 1Q,
SAT scores, etc. Please use the same language as the author.

Design of Study

Design of Study: Please select one of the following:
Descriptive field study (no experimental control, conducted in real-lifegs}

111



Experimental field study (manipulate independent variable, conducted in

laboratory settings)

Descriptive laboratory study (no experimental control, conducted in laboratory
setting) Experimental laboratory study (manipulation of independent \&riabl
conducted in laboratory setting).

Between-groups or within-group: Please select one of the following:
Latina/o students are compared to other racial/ethnic groups
Latina/o students are NOT compared to other racial/ethnic groups

Theoretical Foundation of Study: Indicate the theoretical foundation of the stud
Examples include Social Cognitive Career Theory, Farmer’'s Model of Career
Commitment, Self-efficacy Theory, Social Learning Theory, developahenntextual
models, etc.

Variables

Self-efficacy Variables (i.e., education and/or career relatedfliebay or self-
confidence)

Definition of self-efficacy: “people’s judgments of their capalsbtto organize and
execute courses of action required to attain designated types of pexdeshéBandura,
1986, p.391). Self-efficacy, in contrast to self-esteem which is a more globalictnst
represents a constellation of self-referent beliefs connected to specfiicmance
domains and activities. The performance domains or activities of intetést carrent
study are education and/or career related.

Self-efficacy Construct: Write the name of the construct. If missmticate missing and
move on to the next construct.

Self-efficacy Measure: Write the name of the measure.
Self-report: Yes or No
Composite Scale or Single Item: Select one option.
Write Single Item: If a single item is used, please write the comjitan.
Full Scale Alpha: Report the alpha level for the full scale in the CURRENIFRA.
An alpha level is a measure of internal consistency reliability not to be eoniduth
other metrics of score reliability such as split-half or test+tetes
Subscales: Please write the name of each subscalsepaate row.
Subscale 1:

Subscale 2:
Subscale 3:
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Subscale 4:

Subscale Alphas: Report alpha level for each subscale in the CURRENT SAMPLE
Write the alpha level in the cell to the right of the subscale name

Subscale 1: alpha

Subscale 2: alpha

Subscale 3: alpha

Subscale 4: alpha

Outcome Expectations Variable

Definition of outcome expectations: “Beliefs about the consequences or outcomes of
performing particular behaviors” (Lent, 2005, p. 104). While self-efficacy concerns
beliefs about one’s ability to complete specific tasks or activities, oetexpectations
represent appraisals of the consequences of engaging in a particulty. dtere are
several classes of outcome expectations that are believed to follow cedeses of
action. These include certain physical (e.g., monetary), social (e.goyvappf

significant others), or self-evaluative (e.g., personal satisfactioopmets. Furthermore,
outcome expectations are appraised by the individual in terms of their valentgi{posi
VS. negativity), locus (self-administered vs. other-administered), or retaginigicance

to the individual.

Outcome Expectations Construct: Write the name of the construct. If missirogtéendi
missing and move on to the next construct.

Outcome Expectations Measure: Write the name of the measure.
Self-report: Yes or No

Composite Scale or Single Item: Select one option.

Write Single Item: If a single item is used, please write the comjian.

Full Scale Alpha: Report the alpha level for the full scale in the CURRENVIFRA .
An alpha level is a measure of internal consistency reliability not to bassmhfvith
other metrics of score reliability such as split-half or test+tetes

Subscales: Please write the name of each subscalsepa@te row.
Subscale 1:
Subscale 2:
Subscale 3:
Subscale 4:

Subscale Alphas: Report alpha level for each subscale in the CURRENT SAMPLE

Write the alpha level in the cell to the right of the subscale name
Subscale 1: alpha
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Subscale 2: alpha
Subscale 3: alpha
Subscale 4: alpha

Acculturation Variable

Definition of acculturation: A process in which members of one cultural group adopt the
beliefs and behaviors of another cultural group (Birman, 1994). Psychological
acculturation pertains to the changes in attitudes and behaviors in individuals at a resul
of contact with another cultural group.

Acculturation Construct: Write the name of the construct. If missing, irdinatsing
and move on to the next construct.

Acculturation Measure: Write the name of the measure.

Self-report: Yes or No

Composite Scale or Single Iltem: Select one option.

Write Single Item: If a single item is used, please write the comjitan.

Full Scale Alpha: Report the alpha level for the full scale in the CURRENIFRA.
An alpha level is a measure of internal consistency reliability not to be eoniduth
other metrics of score reliability such as split-half or test+tetes

Subscales: Please write the name of each subscalsepate row.
Subscale 1:
Subscale 2:
Subscale 3:
Subscale 4:

Subscale Alphas: Report alpha level for each subscale in the CURRENT SAMPLE
Write the alpha level in the cell to the right of the subscale name

Subscale 1: alpha

Subscale 2: alpha

Subscale 3: alpha

Subscale 4: alpha

Ethnic Identity Variable (e.q., ethnic identity, racial identity, cailecself-esteem)

Definition of ethnic identity: The individual differences in “feelings of ethelonging
and pride, a secure sense of group membership, and positive attitudes toward one’s ethnic
group” (Phinney & Alipuria, 1996, p. 142).
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Ethnic Identity Construct: Write the name of the construct. If missing, itedinasing
and move on to the next construct.

Ethnic Identity Measure: Write the name of the measure.
Self-report: Yes or No

Composite Scale or Single Item: Select one option.

Write Single Item: If a single item is used, please write the comjtan.

Full Scale Alpha: Report the alpha level for the full scale in the CURRENVIFRA.
An alpha level is a measure of internal consistency reliability not to be eonfuth
other metrics of score reliability such as split-half or test+tetes

Subscales: Please write the name of each subscalsepai@te row.
Subscale 1:
Subscale 2:
Subscale 3:
Subscale 4:

Subscale Alphas: Report alpha level for each subscale in the CURRENT FAMPL
Write the alpha level in the cell to the right of the subscale name

Subscale 1: alpha

Subscale 2: alpha

Subscale 3: alpha

Subscale 4: alpha

Barriers Variable

Definition of barriers: Perceived characteristics of the individual’srenment that
hinder personal agency in the education or career realms.

Barriers Construct: Write the name of the construct. If missing, ind&tEng and
move on to the next construct.

Barriers Measure: Write the name of the measure.
Self-report: Yes or No
Composite Scale or Single Item: Select one option.

Write Single Item: If a single item is used, please write the comjitan.
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Full Scale Alpha: Report the alpha level for the full scale in the CURRENIFRA.
An alpha level is a measure of internal consistency reliability not to basamhivith
other metrics of score reliability such as split-half or test+tetes

Subscales: Please write the name of each subscalsepate row.
Subscale 1:
Subscale 2:
Subscale 3:
Subscale 4:

Subscale Alphas: Report alpha level for each subscale in the CURRENT SAMPL
Write the alpha level in the cell to the right of the subscale name

Subscale 1: alpha

Subscale 2: alpha

Subscale 3: alpha

Subscale 4: alpha

Support Variable (Social support from parents, peers, teachers, mentors, etc.)

Definition of support: Perceived characteristics of the individual’'s socialanktthat

enhance personal agency in the education or career realms. The concept of support has
been conceived in the literature in various forms, namely as kinship support, peer
support, school personnel support, school-community mentorship, and general support.

Support Construct: Write the name of the construct. If missing, indicatengnessd
move on to the next construct.

Support Measure: Write the name of the measure.
Self-report: Yes or No
Composite Scale or Single Item: Select one option.
Write Single Item: If a single item is used, please write the comjian.
Full Scale Alpha: Report the alpha level for the full scale in the CURRENVIFRA .
An alpha level is a measure of internal consistency reliability not to be eonfuth
other metrics of score reliability such as split-half or test+tetes
Subscales: Please write the name of each subscalsepai@te row.
Subscale 1:
Subscale 2:

Subscale 3:
Subscale 4:
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Subscale Alphas: Report alpha level for each subscale in the CURRENT SAMPLE
Write the alpha level in the cell to the right of the subscale name

Subscale 1: alpha

Subscale 2: alpha

Subscale 3: alpha

Subscale 4: alpha

Goals, Choice, Expectations, Aspirations, Plans, Hopes, Intentions, PerceivedtBrospe
Persistence Intentions, and drop-out expectations Variable(s)

Note: Expectations are thought to represent educational or career piiesuets t
individual considers attainable given the reality of her or his life circurosta while
aspirations are thought to represent educational or vocational potentiaieogtimal
circumstances.

Career aspirations refer to the degree to which and individual aspires tch&ade
positions and to further her or his education within her or his chosen career.
Goals can be measured in terms of prestige or traditionality.

Goal Construct: Write the name of the construct. Examples include educatidsal goa
traditional career choice, career aspirations, career expectathrational plans,
expectation to drop-out, intention to enroll in college, etc. If missing, indicas&ngi
and move on to the next item.

Goal Measure: Write the name of the measure.

Self-report: Yes or No

Composite Scale or Single Item: Select one option.

Write Single Item: If a single item is used, please write the comjian.

Full Scale Alpha: Report the alpha level for the full scale in the CURRENVIFRA.
An alpha level is a measure of internal consistency reliability not to be eonfuth
other metrics of score reliability such as split-half or test+tetes

Subscales: Please write the name of each subscalsepai@te row.
Subscale 1:
Subscale 2:
Subscale 3:
Subscale 4:

Subscale Alphas: Report alpha level for each subscale in the CURRENT SAMPLE
Write the alpha level in the cell to the right of the subscale name

Subscale 1: alpha

Subscale 2: alpha

Subscale 3: alpha
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Subscale 4: alpha
Other Measures: Please list all other measures used in the study that gouatide.
Sorter #: Indicate the total number of rows created for this sRmhis once you have
completed coding the study. The number of rows a study occupies shaul
correspond with the greatest number of subscales out of all the measurfes that

study. For example, if a measure has four subscales, then that study will apy four
rows.

STOP HERE.

118



Figure 1. A Social Cognitive View of Vocational Aelkement.

Career-Related
Self-Efficacy

Contextual Influences
Barriers and Suppc

T

Sociocultural
Influences

Vocational
Goals

Note: All effects examined in the proposed study will be zero-order thus the
moderating role of contextual influences will be assessed through a process of

research synthesis.
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