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SUMMARY

This report focuses on the academic experienceasgpications of Latino high school students
in North Carolina who were enrolled inY18rade during the 2009-10 academic year. Because
the participants in this study include primarilydnts enrolled in f2grade, these students
represent some of the most successful Latino staderhe state. They are students who have
beaten the odds, stayed in school, and are expectgdduate. In North Carolina, only an
estimated 50% of Hispanic students versus 70% até/étudents graduate from high school in
four years (Alliance for Excellent Education, 2008)rop out rates are highest in tHtgrade
when students turn 16 and are no longer requirettémd school.

In this report, we provide an overview of the indival and family characteristics of Latino
youth enrolled in 12 grade and expected to complete high school. \&te describe the
academic aspirations and motivations of Latinoatisl Finally, we discuss key factors
affecting Latino youths’ academic aspirations antimately, their high school completion.

» About half of the Latino students in our study meign-born (51%), with 24% born in
Mexico. Of the U.S.-born, 46% are the childrenrofriigrants and have knowledge of
migration through the experiences of their parefbmut 41% of the U.S.-born students
identify themselves as ethnically Mexican.

* Both foreign- and U.S.-born students are highlyivadéd to achieve and consequently,
have high academic aspirations. Over 70% of battido- and U.S.-born students hope
to graduate from a 4-year college or more. Comptrddreign-born students, U.S.-born
students feel less motivated to achieve and onbklyeconnect their current educational
experience to both their present and future walidpe

» Several factors limit students’ educational advamest. These include:

0 School BelongingWhile most (82%) Latino students felt a modetathigh
sense of belonging to their school by th& gigade, a small but still substantial
percent of students (18%) felt estranged. Theskests tended to exhibit lower
academic aspirations.

o Family Economic Hardshig-orty-percent of Latino 2graders have
experienced one or more economic hardships. Dtleeteconomic recession of
2008-2010, the percentage of Latino students esipeing hardships increased
significantly between their freshman and seniorgeg@hese economic hardships
increased the likelihood that students waubdiaspire to a 4-year college degree
or more. Instead students who experienced econeandships during their
senior year were more likely to aspire to gradéiae high school and move
directly into work or attend a 2-year college, @grf while working.

o Family ObligationsMany (50%) Latino students take on adult respulises
early in life to help their parents run their houslels. Although some (17%)




students reported that these obligations distratieeh from their school work,
those with more obligations had higher academiaatspns than those with
fewer family obligations. Thus, family obligationsay reflect a student’s
maturity and be a source of pride for studentseraiian a potential burden.

o Perceived DiscriminatiarBoth foreign- and U.S.-born Latino 1 graders
perceived widespread discrimination in their sce@id communities.
Nevertheless, they perceived lower levels of disirration in 13' grade than they
had experienced ingrade (29% vs. 16%). These moderate to highdesfel
perceived discrimination were associated with reduacademic aspirations
among Latino students. Those who reported modéerdtgh levels of perceived
discrimination were less likely to aspire to a 4yeollege degree or more.

* While Latino students encounter significant chajlemto their academic success, other
factors hinder these obstacles. These include:

o Personal HealthA large majority of foreign-born and US-born stk reported
having good physical health (87% and 68%, respelgbivand their physical
health supports their academic aspirations. Wheemajority of students also
reported good mental health, over a third of sttelerhibited symptoms of
depression which could threaten their academiceaement.

o Ethnic Identity Most (58%) foreign-born students ethnically idéed with their
countries of origin. At the same time, most (58%$ Lborn students chose a
hyphenated-American identity that reflected botsirthttachment to America and
their pride in their ethnic backgrounds. Strorfgnét identities can be a valuable
resource for students, especially when facing socgginalization and
discrimination. However, in our study, we foundiglg negative relationship
between ethnic affirmation and belonging and acacl@spirations. This may be
partly due to foreign-born students’ limited finad@access to 4-year college.

o Family SupportThe majority of Latino students (60% of US-bonud&8% of
foreign-born) reported strong familial bonds. Fansiipport motivated Latino
youth to achieve. Moreover, those students wittiang sense of family
belonging and support had higher academic aspmatizan those with a weaker
sense of family belonging and support.

0 Teacher SupparOver two-thirds of students reported excelletdtrenships with
adults at school. Moreover, Latino students who lbetter relationships with
adults at school typically had higher academicrasipns. These positive
relationships help Latino students cope with anercome obstacles to their
educational success.

To improve the academic achievement of Latino yautNorth Carolina, factors preventing
students’ success need to be reduced and factirpritimote students’ success should be
encouraged. The recommendations at the end ofepast provide ways that schools can work
with Latino students, their families, and their coomities to facilitate the educational
advancement of Latino students and help them aehiesir academic goals.



PROJECT DESCRIPTION

The 1990s were marked by a dispersal of immigrasisecially Latino immigrants, to new areas
in the United States. Among these, North Carolarked first in the growth of new immigrant
and Latino families. The influx of Hisparichildren to North Carolina and other new receiving
communities has had a profound impact on statagiatnal systems and is of enormous public
policy significance. This study is the first longiinal and population-based study of the daily
acculturation and academic experiences of Latingtym North Carolina.

Latin American and Caribbean immigrants (58% of6h8,878 foreign-born residents of NC)
have dominated the new migration stream to Nortfol®e. As Latinos, many speak little to no
English (35%) and live below the federal povertyeleg(30%) (American Community Survey
2009). Lacking an established infrastructure fovieg multilingual and multicultural
populations, North Carolina and other states witieging immigrant communities face many
challenges in incorporating immigrants.

The Southern Immigrant Academic Adaptation St(f8AA) builds on the work of an earlier
study, the_os Angeles Social Identification and Academic Aalégn and utilizes comparable
and well-tested data collection techniques. Thdysbegan in 2006-07 when the participating
youth were enrolled in"®grade. In this third and final wave of data octilen, youth were
enrolled in the 12 grade or had dropped out of school. The main disEs of the third wave of
data collection were to:

(1) Identify the extent to which thaaily acculturation experiences Latino immigrant
youth changed between th8 &nd 13' grades (i.e. age 14 and age 18) and understand
how psychosocial factorée.g., gender, immigrant generation, ethnic idiesatiion,
family values, school orientation, and work ori¢iaia) shaped these changes.

(2) Evaluate the association between daily accultunagiperiences and timeental well-
beingof immigrant youth as they transition frofi @ 12" grades.

(3) Determine how daily acculturation experiences mmdhand 13' grades and
psychosocial factors work together to promote tsgimool completion by Latino
immigrant youth.

(4) Examine thecivic engagementf Latino immigrant youth in 2grade, identify how
their civic engagement varies by psychosocial facte.g., gender, immigrant
generation, family values, school orientation, amuk orientation), and how civic
engagement is affected by daily acculturation eepees.

! Throughout this report, we will use the words ‘fbat and “Hispanic” interchangeably to describe ffugulation
of interest. We recognize that these terms spaariaty of cultural groups with different migratidwistories,
cultural traditions, and needs.



METHODS

This report utilizes data from both Waves 1 and the SIAA study? Wave 1 data were
collected from 239 Latino students enrolled th@ade during the 2006-07 academic year.
Wave 3 data were collected from 219 Latino stude#is had enrolled in #2grade or dropped
out by the 2009-10 academic year. The sourcestafidelude the students themselves, the
parents’ of the students, and the students’ acad@amscripts.

Forty-two percent (N=92) of the students partidipgiin Wave 3 of the study had previously
completed interviews during theil’@rade year in a participating high school (se@@utick
and Perreira (2007) for findings frorff @rade interviews). This group of participants ditates
our longitudinal sample. An additional 127 studemt® had not participated ir"@rade agreed
to participate in the 2grade survey.

Students participating in this study attended dngre high schools in North Carolifahese
high schools were selected during Wave 1 of théysto ensure economic variation in the
communities in which Latino youth live. High scheaVith at least 24 Latino students enrolled
in 9" grade in 2000 were stratified into two groups—uarhad rural. Urban high schools were
defined as high schools serving counties where 50%# of the population lived inside an
urbanized area or urban cluster. Rural high schwele defined as serving counties where 50%
or less of the population lived in an urbanizedcaareurban cluster. At Wave 1, foluigh

schools from the urban stratum and five high sch&oim the rural stratum were selected for
participation using a probability proportional teetnumber of & grade Latino students in each
county? After receiving active consent from parents, albients in the school who self-
identified as Hispanic or Latino were recruitedudgnts who agreed to participate in Wave 1
received a $15 thank-you gift for their particijoati

At Wave 3, interviewers returned to students’ séfitm conduct interviews with ihagraders

still enrolled in high school. Additionally, intaewers mailed questionnaires to students who
had dropped out of school but had participated av&Vl of the study. As in Wave 1, students
who agreed to participate in Wave 3 received attiabk-you gift for their participation. All
Latino 12" graders enrolled in participating schools as aglprevious participants were eligible
to participate at Wave 3. Forty-nine percent ofin@students enrolled at participating high
schools agreed to participate and 42% of studehtsparticipated at Wave 1 were re-

2 All analyses are based on unweighted data. Houetatistics were re-evaluated using the weighited.
Though percentages varied slightly (0-4 percenfagets) from those reported here in some cases, the
interpretation of the results remained the same.

% To protect the confidentiality of participatingidents, the SIAA project does not release the narhes
participating schools or school districts.

* At Wave 3, one urban high school declined to pamdite. Therefore, only students from tfeggade who had
previously participated could be contacted andhterviewed via phone and mail. Because many Laindents
move frequently and have disconnected phone numizers/ere only able to reach 6 of the studentkimrion-
participating school.



interviewed at Wave 3. The vast majority (87%, HF6f students who we were unable to re-
interview had disconnected phone numbers or hacethathin the past two years. Only six
students who participated in Wave 1 refused ta@pate; six were living outside of the U.S.;
one was deceased; and one was incarcerated. Amosg whom we were unable to locate, we
confirmed that 21 had transferred to a differehiost, nine had dropped out of school; and two
had graduated early.

Because the participants in Wave 3 include primatiidents enrolled in rade, these
students represent some of the most successfuld_sttidents in the state. They are students
who have beaten the odds, stayed in school, anekaected to graduate. In North Carolina,
only an estimated 50% of Hispanic students vs. 80White students graduate from high
school in four years (Alliance for Excellent Eduoat 2009). Drop out rates are highest in the
9" grade when students turn 16 and are no longeireebto attend school.

At both Waves 1 and 3, participating students cetepl an in-school questionnaire, a take-home
guestionnaire, and 14 daily-diary checklists. Twe questionnaires gathered information
regarding the students’ immigration histories, seconomic backgrounds, language use, family
relationships, cultural and ethnic identificatioeducational attitudes, and physical and mental
health. In Wave 3, questions on civic engagemeamewadded. The daily diary checklists were
used to study how students adapt to various clggleand stressors in their everyday lives.
Table 1 provides a summary of the content coveyeeblsh data source at both Wave 1 and
Wave 3.

In addition to completing questionnaires and ddigries, 24 students and their mothers
completed separate, in-depth personal intervievostht Waves 1 and 3. At Wave 3, in-depth
personal interviews were conducted with six stuslertio had dropped out of school, eight
students who were close to completing high scharad, ten students who intended to attend
college. These interviews helped provide in-depfarmation on the work and family lives of
students, their civic engagement, and the stratggiath and their parents use to complete high
school and/or transition into the workforce in No@arolina. All participants in these interviews
received an additional $15 thank-you gift.



Table 1. Content of Student Questionnaires and DailDiary

In-School and Take Home Questionnaires 2006-07 2009-1
(1) Immigrant history
(2) Socioeconomic background
(3) Language use
(4) Family identification and obligations
(5) Cultural and ethnic identification
(6) Educational attitudes
(7) Rejection sensitivity
(8) Perceived discrimination
(9) Physical Health
(10) Mental health
(11) Civic Engagement
(12) Future Plans
Daily Diary
(1) Negative events and stressors
(2) Time spent on school, work, and family acti\gtie
(3) Academic engagement
(4) Feelings and moods
(5) Role fulfillment
Note: Only self-reported health is included as asptat health measure in 2009-10.

XX X X X X X X X X
XX XX X X X X X XX X

X X X X X
X X X X X




OVERVIEW OF STUDY PARTICIPANTS

Latino students enrolled as high school seniorgwess likely than freshman to be foreign-born.
In 2009-10, 51% of the Latino students interviewatte foreign-born; 46% were U.S.-born
children with foreign-born parents; and only 4% &ver.S-born children with U.S.-born parents.
Most of the foreign-born students were of Mexicaigia (49%) and had immigrated to the U.S.
by age 12 (75%).

Table 2. Selected Latino Student Participant Charateristics
2009-10 Seniors
2006-07 Freshmen 2009-10 Seniors  Longitidunal
Cross Section Cross Section Sample
%Mean N %Mean N %Mean N

Student Characteristics

Boys interviewe 46% 23¢ 45% 21¢ 38% 92
Girls interviewed 54% 239 55% 219 62% 92
Average age of youth (mean) 15 237 19 217 19 90
Foreign Born 70% 239 51% 219 54% 92
Mexico 54% 166 49% 108 46% 50
Central America/Carribean 33% 166 29% 108 36% 50
South America 13% 166 22% 108 18% 50
Age at arrival (foreign born)
12 years old or younger 64% 167 75% 110 86% 49
13 years old or older 36% 167 25% 110 14% 49
U.S. Born 30% 239 49% 219 46% 92
Second generation 89% 72 90% 105 88% 40
Third+ generation 11% 72 10% 105 13% 40
Family Characteristics
Youth lived with two biological parents 57% 232 50% 172 49% 76
Student has lived apart from one or both parents 63% 224 68% 166 52% 83
Average household size (mean) 4 232 3 214 3 92
At least one parent graduated high school 48% 223 55% 19 2 54% 92
Both parents are employed 60% 210 47% 197 52% 83
Language Characteristics
English spoken in the home 59% 220 75% 162 80% 70
English primary home language 16% 221 26% 160 26% 68
Students speak/understand English very well 42% 224 % 65 166 66% 73
Students read/write English very well 37% 224 57% 166 %55 73
Students speak/understand Spanish very well 69% 212 % 63 158 66% 70
Students read/write Spanish very well 47% 212 44% 158 %40 70

Note: The 2006-07 cross section includes all bateshmen interviewed in the participating highcms. The 2009-
10 cross section includes all Latino seniors iggred in the participating high schools. The lardijital sample
includes Latino students interviewed at both pdinténe. The sample size is lower on family antylzage
characteristics collected via the take-home ratfaar in-school survey due to missing (N= 5) takesdsurveys.



During both their freshman (2006-07) and seniory€2009-10), the majority (57% and 50%)

of youth lived with both biological parents but Haed apart from one or both parents at least
once (63% and 68%). In addition, most seniors ool to speak and understand (63%) as well
as read and write (44%) Spanish very well. Thus nbajority of Latino high school seniors had
maintained their bilingual skills throughout higthsol. However, students who continued into
their senior year in high school were more likélgir freshman to be U.S.-born (49% vs. 30%)
and came from smaller households (4 vs. 3 persana)e English was the primary language
spoken at home (15% vs. 26%). These differencegcled the freshman and senior samples
reflect the higher probability that foreign-bornugbh move, change schools, or drop out of high
school and consequently, were more difficult tcatecfor follow-up interviews.



SCHOOL ASPIRATIONS and FUTURE PLANS

By the time Latino students reached their seniar,yal of them expected to graduate (Figure
1). However, foreign-born students on the brinkaipleting high school were more likely to
aspire to pursue graduate or professional degnaestheir U.S.-born peers (42% vs. 29%). This
is consistent with research showing that foreigmistudents who complete high school are
more likely than U.S.-born students to continudmpost-secondary education (White and
Kaufman, 1997).

Figure 1. Seniors' Academic Aspirations by Nativity (n=214)

100%
90%
80%
70%
60%
50%
40%
30%

20%
0% — .

Lessthan High  High School 2-yr College 4-yr College Graduate
School Degree Degree Degree Degree

OForeign Born MU.S. Born

Note: Sample size (n) lessthan 219 due to missing values.

Despite their high college aspirations, 43% oLalino students planned to get a full-time job
after graduation. While the majority of student8%@ had taken either the ACT or SAT, tests
required for entry into most 4-year colleges, ofilY6 of students had plans to immediately
enroll in a 4-year college the year after graduatin particular, the foreign-born had a higher
likelihood of obtaining a full-time job and forga@rany college education or combining college
attendance with a part-time job (Figure 2).



Figure 2. Students' Future Plans by Nativity,
2009-10 Seniors (n=211)
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Note: Sample size (n) less than 219 due to missing values.
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SCHOOL MOTIVATION

Though both foreign-born and U.S.-born seniorsragtio additional schooling beyond high
school, different factors motivated their achievair&igure 3). In comparison to U.S.-born
students, more foreign-born students believedgtiadol was useful both now (59% vs. 35%)
and in the future (43% vs. 24%). This recognitiébthe current and future value of school was
also reflected in our qualitative interviews. As@ commented,

R: [...] You have to get a good education to get@dgob in life [and] to succeed in life. My
parents have always told me, “You have to get algatucation to get somewhere in life.
Because without a good education, you'll be likewaeking in the hogs all day with aching
everywhere and stuff. And | don’t want that for y&o, | want you to go get your education and
get a better job.” So, that’s why [education] isreportant to me.

[José, U.S.-born, ID 23009a

U.S.-born students were more disenchanted by luigbad but, as with their foreign-born peers,
they considered success in high school to be irapbfor obtaining jobs (60-70%) and a college
education to be necessary for what they wanted ia the future (70-80%).

Figure 3. Students' School Motivations by Nativity,
2009-10 Seniors (n=215)
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Note: Sample size (n) lessthan 219 due to missing values.
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CHALLENGES TO SCHOOL SUCCESS

Although Latino students have high academic aspmatand are motivated to finish high
school, a lack of school belonging (Stone & HarQ®)0Q perceptions of discrimination (Perreira,
Fuligini, & Potochnick, 2008), family financial sssors, and family obligations can potentially
reduce students’ aspirations and ultimately, thiealihood of completing high school. We
examine these factors below.

School Belonging

Based on six questions pertaining to studentsirfgelabout their schools (i.e. | feel a part of my
school, | am happy at school, and | belong at nmpsh, we created an ordinal scale to indicate
students’ sense of belonging to their schools @rilil997).

The majority (82%) of Latino students had a modetatstrong sense of school belonging
during their senior year in high school. Howevhis sense of school belonging varied by
nativity. More foreign-born students had a streegse of belonging than U.S.-born students
(Figure 4: 57% vs. 38%). In addition, their seatbelonging increased slightly between their
freshman and senior years. Seventy-nine percdotefjn-born students who stayed in high
school until their senior year had a moderatertangt sense of school belonging compared to
74% in their freshman year.

Figure 4. School Belonging
by Nativity, 2009-10 Seniors (n=213)
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Note: Sample size (n) less than 219 due to missing values.
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These variations in school belonging by nativitd aver time have consequences for students’
academic attainment and achievement (Figure 5hsd&students with a moderate to strong
sense of belonging are more likely to aspire toete a 4-year college degree or more;
whereas students with a weak sense of belongimtgteto aspire only to complete a 2-year
college degree or less.

Figure 5. Seniors' Academic Aspirations, by Sense o f School
Belonging (n=212)
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2-yr College or less 4-yr College Graduate Degree

Note: Sample size (n) lessthan 219 due to missing values.

Family Economic Hardship

Like a low sense of school belonging, economic $laifs can reduce students’ focus on their
school work and lower their academic aspiratiorerddhips include losing telephone (20%),
gas, electric, or water services (13%); not beiolg o pay the rent or mortgage (24%); facing
eviction (1%); and food insecurity (21%). Overdl% of all Latino students experienced one
or more economic hardships and these experientfesedi little by nativity (Figure 6).
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Figure 6. Family Economic Hardship
by Nativity Status, 2009-10 Seniors (n=164)
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Note: Sample size (n) is less than 219 due to missing values on the take-home survey.

The risk of experiencing an economic hardship iaseel during the time of our study (Figure 7).
In 2006-07, when students were freshman, fewentepdood insecurity, being without a
telephone, and being short on rent. The econoowntlrn starting in 2008 took a toll on many
families and increased the rates of economic inggaeported by seniors in 2009-10.

Figure 7. Students' Experiences of Family Economic
Hardship, Longitudinal Sample by Year (n=92)
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Figure 8. Seniors' Academic Aspirations, by Experi ences of
Family Economic Hardship (n=161)
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Note: Sample size (n) is less than 219 due to missing values on the take-home survey.

In comparison to those who dmbt experience economic hardships in their senior yhase

who experienced economic hardship were somewhat hkety to aspire to complete only a 2-
year college degree or less (Figure 8: 27% vs. 2IPkgir lower academic aspirations may
partly reflect their immediate need for income. sAggested by Fernando in the quote below,
students facing economic hardships often work duhigh school to help support their families
and cannot afford to be out of the labor force whittending a 4-year college. Thus, despite the
fact that 76% of seniors aspired to complete aat-gellege degree or more, only 41% reported
that they were intending to enroll in a 4-year egd degree program the year after graduating
high school. Many (43%) were planning on gettirfglatime job.

I: What made you decide you wanted to get a job?
R: ... the going got tough for my parents, becausg bought this house in 2005 | believe, and
they were both working one job each, but it waslktime job, steady. Then work started to
slow down, and at that time my dad still had - bothparents still had a full time job - but it
was still going - the mortgage payment was stighhiit was around 800 dollars just for that, so |
wanted to get a job to try to help them out, araf help them out, at least cover my own
expenses so they won’t have to worry about thatth&t’s the main reason | decided to get a
job.

[Fernando, Foreign-born, ID 35035a]

Family Obligations

Work is only one type of adult role Latino high sochseniors take on as they transition out of
adolescence (Figure 9). They also engage in tatang of family members (22%), helping with
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house work (39%), and helping parents with theiarfices (17%). For both foreign-born and
U.S.-born students, sometimes these responsibitite get in the way of school work (17%)
and make it hard to study (14%).

Figure 9. Family Obligations by Nativity,
2009-10 Seniors (n=215)
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Note: Sample size (n) lessthan 219 due to missing values.

Despite the potential for family obligations totd#st students from completing their school
work, as found by Fuligni et al. (1999), family m@ations can also be a source of pride and a
reflection of maturity for many Latino youth, esfaly the foreign-born. Thus, we find that
students with more family obligations tend to aspa complete a 4-year college degree or more
(Figure 10) and that foreign-born youth reporteat these responsibilities interfere less with
school (Figure 9) than their U.S.-born peers regubrt
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Figure 10. Seniors' Academic Aspirations, by Family
Obligations (n=214)
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Note: Sample size (n) less than 219 due to missing values.

Perceived Discrimination

Though family obligations can sometimes promotalagac success and aspirations,
discrimination negatively affects schooling. Pastearch has found that discrimination obstructs
immigrants’ acculturation process (Portes & Rumpa006), decreases overall mental health
(Gonzales, Fabrett, & Knight, 2009; Hwang & Got608), and hinders students’ formation of
supportive social relationships with family membeeschers, and peers (Garcia Coll, &
Szalacha, 2004; Kuperminc et al., 2009; Vega & Raup1991). We measured the perception
of discrimination based on students’ responsesuo liypothetical situations (e.g., the teacher
will not select me because of my race, or the sttak is suspicious of me because of my race)
developed by Mendoza-Denton et al. (2002).

We found that the perception of moderate to higielkeof discrimination among those who
stayed in school declined between their freshmalsanior years from 84% to 71%.
Nevertheless, the majority of both foreign-born%j&nd U.S.-born (77%) students still
reported moderate to high perceptions of discritnan their schools and communities during
their senior year (Figure 11). Moreover, those whceived moderate to high levels of
discrimination were somewhat more likely to asparenly a 2-year college degree or less and
less likely to aspire to a graduate degree (Fig@)e

® Data are from the longitudinal sample. The % répg discrimination in the larger cross-sectiosaimple of
seniors is higher.
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Figure 11. Perceived Likelihood of Discrimination b y Nativity,
2009-10 Seniors (n=219)
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Figure 12. Seniors' Academic Aspirations, by Percep  tions of
Discrimination (n=214)
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Note: Sample size (n) less than 219 due to missing values.

In addition to perceiving discrimination in theat®ols and communities, many seniors also

reported directly experiencing ethnic discriminatfoom both adults and peers at their schools.
In the past year, 41% of Latino high school senindécated that, due to their ethnicity, they had
been treated unfairly, insulted or called nameagdtened or harassed, or were disliked, treated
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disrespectfully, not trusted, or feared becaugeaif ethnicity. According to the youth
interviewed, both peers and adults at school argnated against them frequently (Figure 13).

Figure 13. Students' Perceptions of Discrimination by Source
of Discrimination, 2009-10 Seniors (n=213)
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Note: Sample size (n) less than 219 due to missing values.
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FACTORS PROMOTING SCHOOL SUCCESS

While the Latino students in our study faced chrajks to academic success, they also had
supports to help them overcome these challengdisidLstudents find strength and resilience in
their personal health, their ethnic identitiesjrtifemilies, and their teachers.

Personal Health

Poor health was not a concern for most Latino sttedeDespite the many challenges and
hardships they encountered, over two-thirds of batkign-born (87%) and U.S.-born (68%)
Latino 12" graders ranked their general health as good tellext (Figure 14). However, many
(38% of foreign-born and 40% of U.S.-born) strugighdgth depressive symptoms (CESD>=16;
Radloff, 1977).

Poor physical and mental health can impair studestslemic performance and reduce their
academic aspirations (Fletcher, 2008; Kao, 1999 .fovind that Latino students who completed
high school reported improved physical health betwtheir freshman (70%) and senior years
(74%). Moreover, Latino students in good to exadliphysical health were more likely to aspire
to a 4-year college degree or more; whereas stsidiepoorer physical health were focused only
on completing high school and possibly a 2-yealegel degree (Figure 15).

Figure 14. Students's Mental and Physical Health by  Nativity,
100% 2009-10 Seniors
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Note: Center for Epidemiological Studies Depression Scale (CES-D) equals 16 or more when children
have depressive symptoms.
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Figure 15. Seniors' Academic Aspirations,
by General Self-Reported Health (n=213)
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Note: Sample size (n) less than 219 due to missing values.

Ethnic Identity

A strong ethnic identity can be a valuable resofmcestudents and can buttress their self-esteem
against discrimination (Greene, Way, & Pahl, 20@6ssakowski, 2003), and everyday stressors
(Kiang et al, 2006).

Though ethnic identity can be measured in many waste we consider the ethhabel that
students chose to adopt. As suggested by ourtapinagi interviews with students, the choice of
an ethnic label is not easy for Latino youth. Lalsich as Hispanic, Latino, and Hispanic
American are intrinsically American concepts. Thusyphenated-American or pan-ethnic
identity can reflect greater acculturation to th&\[Fuligni et al., 2008). At the same time, a
country-of-origin identity can reflect a strong serof pride in one’s heritage.

In describing how she decided to adopt a hyphepatedrican identity, Jennifer emphasizes her

legal status. R: Well, I'm part American and HisganThe American part [...] I'm a U.S.

citizen. I'm legal here. And I'll vote and if sonmehg comes up. [...] My momma is white and

my grandma’s from Alabama. [...] So, I'm part Caueasand part American and Hispanic.
[Jennifer, U.S. born, ID 510036s]

While Jennifer's mixed ethnic heritage and U.Sizeiship led her to adopt a hyphenated
American identity, Cecilia’s pride in her heritalgads her to retain a country-of-origin identity.
She states, “I just say, ‘I'm Mexican.’ | don'tdilto classify myself as just American because |
am really proud of my Mexican heritage.”

[Cecilia, U.S. born, ID 1206314a]
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About 40% of Latino high school students (60% atfgn-born and 20% of US born) retained
their country-of origin identity (Figure 16). Howew like Jennifer, a plurality (54%) of U.S.-
born students selected a hyphenated-American dtiimet such as Mexican-American,
illustrating that they are highly acculturatedite U.S. (Figure 16).

Figure 16. Ethnic Label by Nativity Status,
2009-10 Seniors (n=192)
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Note: Sample size (n) lessthan 219 due to missing values.

Although the foreign-born were more likely to usecaintry-of-origin identity label, we found
no strong relationship between the labels usedyhyand their academic aspirations. At the
same time, our data did suggest a slight negatiationship between the strength of students’
ethnic identifications as measured by Phinney (1992 their academic aspirations. This
contrasts with previous research showing that stististrong ethnic identifications are
positively associated with higher motivations (FoiglWitkow, & Garcia, 2005), higher quality
of life (Utsey et al., 2002), greater enrollmentaoilege (Chavous et al., 2003), and stronger
feelings of academic efficacy (Oyserman, HarrisbiBybee, 2001). In our study, few students
(N=6) indicated weak ethnic identifications. Buitpse students with weak ethnic identifications
aspired to 4-year college and graduate degreeg whitlent with strong ethnic identifications
aspired to 2-year or 4-year college degrees (Fifjdye Students with weak ethnic
identifications also tended to be U.S. born stuslenth hyphenated-American identities.
Students with strong ethnic identifications tentietde foreign-born students with country-of-
origin identities. Thus, their educational aspmas may be diminished by their more limited
financial access to 4-year colleges.
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Figure 17. Seniors' Academic Aspirations, by Sense of Ethnic
Identity (n=214)
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Note: Sample size (n) less than 219 due to missing values.

Family Identification

Though ethnic identification differed significantby nativity, family identification did not
(Figure 18). Both foreign-born and U.S.-born Latyouth felt valued and respected by their
families. This strong sense of family identity deglp Latino youth confront the challenges of
acculturation and protect them from negative saoflences such as discrimination (Stanton-
Salazar & Dornbusch, 1995; Coohey, 2001; Padilw&an, 1995). Most importantly, these
strong family ties can help foster high academjgrasions in Latino youth. As shown in Figure
19, students who had stronger senses of familynlgglg and support had higher academic
aspirations than those with a weaker sense of yamellonging and support.
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Figure 18. Family Identity Indicators by Nativity S tatus,
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Figure 19. Seniors' Academic Aspirations, by Experi  ences of

Family Support (n=213)
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Note: Sample size (n) less than 219 due to missing values.

Our qualitative interviews strongly reflected tingpiortance of family belonging and support to
the academic aspirations of Latino youth. As sunmedrby Maria and José, parents continually
reminded their children of the importance of contiplgan education and, though they faced
financial hardships, many parents did not let tohildren get jobs while they were attending
high school. They believed that work would distrtheir children from school.
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R: I wanted to go to the fields because | would Ipemple talking about, ‘oh, | went to the fields
this summer, like last summer.” And | was like,d'mever worked. I've never done anything
like that. But my mom never wanted us to do thatlbse she says that some people start
working too young, and they like money more thancadion. So she didn’t want the same thing
for us. [...] A lot of people that | know, they'rek&, ‘well, I'm not getting any money from
going to school. Why don't | just get a job? Andttk what they do -- just drop out and get a
job.

[Maria, Foreign-born, ID 46040a]

R: Well, my parents kind of talked to me abouaitd they said they're afraid that it might take
away from my focus on school. That | might dedidat working is a pretty good deal. | get
money, and I'll probably end up quitting school.

[José, U.S. born, ID 230093]

Teacher Support

In addition to family, adult role models at schoah play a significant role in promoting the
academic aspirations of youth and helping themamrae the challenges associated with
acculturation (Degarmo & Martinez, 2006). Basedstutdents’ answers to questions about
whether adults at their schools treated them faidgpected their ideas, respected the work they
did, valued their contributions, and valued thavmtlal student, we classified teacher support as
poor, satisfactory, or excellent (Tyler & Degoe995).

Figure 20. Relationships with Adults in School
by Nativity Status, 2009-10 Seniors (n=211)
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Note: Sample size (n) less than 219 due to missing values.

We found that the majority of foreign-born (73%)3dn.S.-born (65%) students had excellent
relationships with adults in their schools (Fig@fy. In addition, most (69%) Latino seniors
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reported having someone to turn to other than fhaents for advice about college, careers, or
future plans. These positive relationships potéwtieelped both foreign- and U.S.-born students
overcome obstacles to their educational succesdests who reported poorer relationships with
adults in their schools tended to have lower acaclespirations (Figure 21).

Figure 21. Seniors' Aspirations, by Relationships w ith Adults
in School (n=210)
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Note: Sample size (n) less than 219 due to missing values.

When asked what helped them succeed in high scéioolents such as Josefina and Alex who
participated in our qualitative interviews, oftelentified key teachers and guidance counselors.

R: I guess my teachers. From middle school thielrte to take honors courses. And | was
like, “Are you sure?” They're like, “Yeah.” Sodl gave me a little push to take honors. And it
wasn’t that bad, so that’'s why | kept on takingnthe

[Josefina, U.S. born, ID 24009a]

R: My counselor, she’s the same counselor my brdtad, Ms. [X], she like helped my brother
out when he had problems. Same with me. She’§/reapportive. | think she’s a really good
counselor. Actually, she’s really helpful. Shépeel me with college.

[Alex, Foreign-born, ID 110561a]

Unfortunately, not all teachers and guidance cdons@rovide support to their students. As
described by Rockelle, when Latino students cafindtsupport from teachers or guidance
counselors, they must rely on their own effortetrn about college and other aspects of school.

I: And have you contacted anyone there or talkea gaidance counselor [...] at your school [to
learn about what you need to do to go to college]?
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R: No. My guidance counselor, | don’t get alonghahier. So | try to get every information that |

get from the internet. [...] Whenever | go talk toyfiguidance counselor], she’s like, no, you

can't do this. No, you can't do this. And | knowadn. So. I'll be like, ‘no, I'll do it myself.’
[Rockelle, Foreign-born, ID 120214
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CONCLUSIONS

Our study illustrates that Latino students, botteiign- and U.S.-born, are highly motivated to
achieve. Furthermore, students have high aspimfmmtheir academic futures. However, some
Latino students encounter a myriad of obstacleiscinald prevent them from reaching their
academic goals.

Concerns about school belonging, family economidstaps, family obligations, and perceived
discrimination stifle the educational success dif@ayouth. They diminish students’ motivation
and decrease their ability to function well at sWh&imultaneously, many Latino students show
resilience and develop support systems to mininfeesffects of stressors and threats to their
school performance. A strong family support, goedeagal health, and teacher support help
students stay focused and work towards achievieig #tademic dreams.

Schools and teachers play an important role inihglpew immigrant communities overcome
educational obstacles, expand their support netsyarkd achieve success academically. By
following a few key recommendations, schools casisagatino students in making their
academic aspirations a reality.
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RECOMMENDATIONS

School administrators, principles, and teachers shadd work closely with parents and keep
them updated on school functions and provide them ith ways to actively participate in
school events. This will help motivate and encouragstudents to pursue high academic
aspirations and increase their student achievement.

Parents are a significant factor in motivating hatstudents due to the strong familial bonds
among immigrant families. However, as students mcmore assimilated, their relationships
with other family members tend to weaken. By reagtuut to and including Latino parents in
school-level interventions, schools can both prabé strength of Latino families and the
academic success of Latino youth.

Develop cultural awareness workshops for school fatty and staff to provide information
on the unique stressors and obstacles Latino studesnand their parents face. Suggest
solutions to faculty and staff on how to best helpatino students confront these challenges.

While many Latino students felt positively abowittschool belonging, a significant number of
Latino students do not. Persistent stereotypessparsong both non-Latino students and
teachers result in a negative school experiencedioe Latino students. Well-done workshops
can refute these stereotypes and facilitate dismusdout teaching challenges related to race-
ethnicity and promote and effective solutions testhchallenges. Through personal and
educational encouragement, teachers can buildgstedationships with Latino students and in
turn, further these students’ future prospects.

Actively encourage cultural understanding among alktudents by developing opportunities
to learn about and study world histories and offerstudents opportunities to positively
engage with different ethnic and racial groups inheir schools.

For Latino students in North Carolina, discrimioatby both peers and adults is a significant
concern that has serious detrimental effects odeangc aspirations and achievement. While
schools cannot always prevent discrimination, ey promote cultural understanding among
students through school activities. In-class pitsj@ead extracurricular activities can help
students share their cultural backgrounds and aegateotypes.

Provide a quiet place for students to study at sclob such as an empty classroom, school
library, or space in a community center. This areashould be kept open before, during, and
after school.

Regardless of whether students reported high orlcademic aspirations, they consistently
reported that distractions a home made it diffibmitthem to study. Furthermore, numerous
family obligations made it challenging to find tirteestudy. A place at school or in the
community with extended hours can provide studeshits have difficulty studying at home with
a refuge.
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Develop or expand free and reduced price school leh and breakfast programs.

One of the most prominent financial difficultiestire students encounter is food scarcity. Many
students cannot count on having three meals exagry3thools can help mitigate food concerns
by providing free or reduced priced lunch and bfastkservices for low-income students.
Furthermore, these programs should be as stigreaaé@ossible, so that students will not be
embarrassed to use them.

Provide both counseling information and services thatino students to cultivate students’
academic and personal development.

The majority of Latino students had high aspiragibnt do not know how to make their
aspirations a reality. Some have a limited anddistl understanding of the U.S. educational
system. Others do not realize the myriad of optitvey have available to them after they
graduate from high school. Because many student®tlknow the right questions to ask,
schools need to proactively offer this informatiéarthermore, not only do students need
academic support, but they also need emotionaparabnal guidance. Over a third of the SIAA
respondents exhibited some symptoms of depres&auits at school, including guidance
counselors, school social workers, teachers, statf,administrators can play an important role
in assisting Latino youth with identifying healthcheducational resources in their communities.
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LIMITATIONS

Some limitations to our study should be acknowledderst, this study employs a school-based
sample. Thus, youth who immigrate to the U.S. amdenattend school or youth who drop out of
school before beginning high school are not inafuitleour study. Second, the findings and
conclusions are based on unweighted data. Somg@ebanay result from weighting the data.
Finally, these results are mostly correlational.olis research continues, more advanced
statistical analyses will determine the strengtth éapth of the thematic trends identified in this
report.
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|
NOTES

(1) Please refer all questions regarding this studiiedPrincipal Investigator, Krista M.
Perreira.

(2) More information on this study can be found onwed atwww.unc.cpc.edu/projects/siaa
As additional publications and data become avalabley will be disseminated through this
website.
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