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DISSERTATION ABSTRACT

Karina Ramos
Doctor of Philosophy
Department of Counseling Psychology and Human Sesvi
June 2015
Title: Latino Immigrant Students: Exploring the BRgbnship between Migration
Experience and Education Outcomes

The purpose of this study was to contribute tditkeature on the educational
outcomes and protective factors (i.e., supporesys} in the lives of Latino immigrant
youth, with a special emphasis on how these expezgerelate to and are impacted by
their migration experiences. Using the culturaliegiral theoretical framework and the
Stages of Migration framework, this study utilizaal existing data set to explore the
relationships between migration stress, psychobbgiistress, experiences of
discrimination, and awareness of discriminationelation to educational outcomes in a
sample of 281 Latino immigrant youth. These relalips were then examined to see if
they differed as a function of perceived suppaghagr, and school type (i.e., middle
school versus high school). Structural equationeting was utilized to test the
hypothesized model that included migration strpsgchological distress, and education
outcomes. The structural model showed very goo&ésults suggest that migration
stress has a significant direct effect on psycholglistress and on educational
outcomes among Latino immigrant youth. Participaeporting high migration stress
reported greater psychological distress and hadep@olucational outcomes with respect

to academic grades, educational aspirations, amceéidnal expectations. Moderation
v



testing indicated the structural model did not vasya function of perceived support,

gender, or school. Implications for research ardfore are discussed.
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CHAPTER |
INTRODUCTION

Latinos are the largest minority group in the Uy & Lépez, 2012), making up
16.5% of the total U.S. population at 50.7 milljpeople, according to 2011 estimates
(Fry & Lopez, 2012; Motel & Patten, 2012). In tlest ten years, the Latino population
growth accounted for more than half of the natigpépulation growth (Motel & Patten,
2012). As the Latino population continues to insggdhe U.S. Census Bureau estimates
that by the year 2036, a third of the nation’s gapon under the age of 18 will be
Latino/a. Latinos also make up the largest immiggaaup in the U.S. (Pew Hispanic
Center, 2013a). The U.S. Census estimates thato378é Latinos living in the U.S. are
foreign-born (Motel & Patten, 2012). Just like thegino population is increasing, so is
the number of immigrants in the U.S. (Pew Hisp&enter, 2013a, b). In the last ten
years, there was a 30% increase in the numbereffoborn people living in the U.S.

In the last five years alone, the number of fordaginn people living in the U.S. increased
by 2.4 million (Pew Hispanic Center, 2013, a, b)2011, the immigrant population hit a
record high in numbers, with 40.4 million immigrativing in the U.S. (Motel & Patten,
2012). The majority of immigrants (47%) come fromtib American countries (Motel &
Patten, 2012; Pew Hispanic Center, 2013, a, b).

These overall trends mean that the Latino studeptlation in the U.S. also
continues to grow (Fry & Lopez, 2012). Accordinghe Census Bureau, a quarter of all
students enrolled in public schools in 2012 wertnoda (as cited in Lopez & Fry,

2012). Also, for the first time ever, Latinos magethe largest minority group on both 2-

year and 4-year college campuses in 2011 (Fry &kpp012). Between 2011 and 2012,



Latinos made up 19% of the total college populabietween the ages of 18 and 24
(Lépez & Fry, 2013). While college enrollment rates/e increased among the Latino
population, the same is not the case when it camatainment levels (Fry & Lépez,
2012). Latinos obtain lower attainment levels thidnite, African American, and Asian
American students in the U.S. (Motel & Patten, 20135. Census Bureau, 2012a). Of
every 100 Latino elementary school students, oflpl@tained a H.S. diploma and 13
attained a bachelor’s degree (U.S. Census Bur€di2l2. These rates were lower than
those of African Americans, who graduated from fsghool and 4-year universities at
rates of 84.2% and 19.8% respectively; White Anaars; with high school and college
graduation rates of 87.6% and 54.4% respectively;Asian Americans, whose high
school and college completion rates were higher #rey other group at 88.9% and
54.4% respectively (Motel & Patten, 2012; U.S. GsnBureau, 2012a).

Small percentages of attainment rates are alsa\@samong Latinos who are
foreign-born. The Pew Hispanic Center (2014) reptirat while 95% of foreign-born
Latinos between the ages of 5 and 17 years old areled in school in 2012, their
educational attainment levels were much lower thah Among all foreign-born Latinos
ages 25 and older, only 24.7% graduated from higba. Also, in 2012, 12.3% of all
foreign-born Latinos between the ages of 16 andrdPped out of school, compared to
only 5.4% of U.S.-born Latinos, 3.4% of Whites,%.6f Blacks, and 1.3% of Asians
(Pew Hispanic Center, 2014). And while 22.6% otfgn-born Latinos between the age
of 18 and 24 years old were enrolled in colleg20t2 (Pew Hispanic Center, 2014),
college graduation rates indicated that only 10d8%6reign-born Latinos ages 25 and

older had a 4-year college degree in 2012 (PewddispCenter, 2014).



Despite the growing numbers of Latino immigrantd #reir low attainment
levels, immigrant children and adolescents haveived less attention in the literature
than their U.S.-born peers (APA Presidential TagicE on Immigration, 2012). Often
described as a population that is overlooked amrserved (Ruiz deVelasco, Fix, &
Clewell, 2000), few studies have simultaneouslylerqal the impact that the migration
experience, including migration stress, has orethecational outcomes and
psychological well-being of Latino immigrant youtmd how these relationships are
impacted by support systems. A PSycNET search uk&sterms “migration,”
“immigrant,” “education,” “support” and “Latino” ylded two results (Khiya, Urrutia-
Rojas, Mas, & Coggin, 2005; Viruell-Fuentes & Sa)@009), none of which focused on
academics or educational outcomes. Using EBSCO ERKE, a search using the terms
“migration,” “youth,” “immigrant,” and “Latino” yiéded five results, with only one
focusing on education (Stamps & Bohon, 2006). The femaining articles focused on
the migration experience and stressors experielgammigrant youth (Gudifio,
Nadeem, Kataoka, & Sheryl, 2011; Ko & Perreira, @Rerreira & Luke, 2007). A
Google Scholar search on the phrases “migrati@ss{r “immigrant youth” (*youth”
was also replaced with “children” and “adolescemsSeparate trials to see if yielded
additional results) “Latino” and “education” (orcademic”) yielded between 22-36
results. Of these, many did not explore educationsdomes, did not focus on Latinos, or
did not focus on immigrants in the U.S.

While fewer studies have focused primarily on fgreborn youth, many tend to
include immigrants as a small part of their sangie (Alfaro, Umafa-Taylor, &

Bamaca, 2006; Alfaro, Umafia -Taylor, Gonzalez-Ba¢cliBamaca, & Zeiders, 2009;



Altschul, 2011; Benner & Graham, 2011; Flores, NewaSmith, & Ploszaj, 2006;
Gbmez, Fassinger, Prosser, Cooke, Megjia, & Lun@l12Wentzel, Baker, & Rusell,
2012). Instead of simultaneously exploring mignatstress, psychological distress,
discrimination, support systems, and educationalayues, these studies have tended to
focus on only one or two of the variables of ins¢iie this study. There is a clear gap in
the literature with respect to the relationshipasstn the migration experience and
educational outcomes of this fast-growing Latinonigrant youth population.

The purpose of this study was to contribute tditeeature on the educational
outcomes and protective factors (i.e., supporesys} in the lives of Latino immigrant
youth, with a special emphasis on how these expezgerelate to and are impacted by
their migration experiences. Since all U.S. immigsaare, by nature of the word’s
definition, born outside of the United States, thaper specifically uses the terminology
“foreign-born” and “immigrant” interchangeably tefer to this population, in a manner
consistent with major researchers whose work taidysdraws upon and in agreement
with the terminology used within the field of psydbgy (APA Presidential Task Force
on Immigration, 2012; Fulingi & Pereira, 2009; RdPerreira, 2010; Perreira, Mullan
Harris, & Lee, 2006; Pew Hispanic Center 2009; 202®13b; Suarez-Orozco,
Pimentel, & Martin, 2009). The terms “immigrant’dafforeign born” are different from
the termsecond/third generatigwhich refer to the children/grandchildren of ingmaints
(Perreira et al., 2006; Suarez-Orozco, Suarez-@ra@m-Hillard, 2005; Suarez-Orozco,
Bang, & Kim, 2011).

The study aimed to explore the relationships betvibe migration experience,

psychological distress, support systems, and expegs of discrimination, as they all



relate to educational outcomes, the main variabieterest. More specifically, the
purpose of this study was to contribute to thediiere on the educational outcomes of
Latino immigrant youth. In particular, this studysted a model predicting educational
aspirations, educational expectations, and GPALat&o immigrant youth population.
The model predicting academic outcomes includedath@ving predictors: migration
experience, psychological distress, support systantsexperiences of discrimination. |
also examined whether psychological distress arat@avess of discrimination mediated
the relationships between migration stress, expeei of discrimination, and educational
outcomes. Finally, | also explored whether suppgstems moderated the relationship
between migration stress, psychological distregseences of discrimination,

awareness of discrimination and educational outsome



CHAPTER I
LITERATURE REVIEW

The literature review is organized as follows. Fifslescribe the frameworks that
guided this research study. Next, | review releVidatature on the migration experience
and psychological distress associated with theouarstages of the migration process.
Next, | describe the relationships between diseration and educational outcomes, as
well as the relationship between discrimination pagchological distress. Subsequently,
| review literature on the relationships betweeppsrt systems and psychological
distress. Next, | describe the relationships betvsegport systems and educational
outcomes, such as academic achievement. Finalbsdribe the research questions and
the proposed model that | tested. Terminology fsdd as it is introduced.
Guiding Frameworks

Two main frameworks guided this research. Thesew#) the cultural-
ecological (also called social-ecological) theaatframework, and (2) the Stages of
Migration framework. The first theoretical framewpthe cultural-ecological
framework, is an adaptation of Bronbenbrenner'daggoal perspective (Bronbenbrenner
& Morris, 1998; Bronbenbrenner & Morris, 2006). Anological framework proposes
that lived experiences are a result of reciprati@ractions between individuals and the
environments in which they live. Conceptualizatiakes place from the individual’s
context of socialization, including their cultunedahow the context in which they live
changes over time. According to the ecological #auork, human experiences are a
result of the interactions between people and #r@ironments, and these vary as a

function of culture, context, and individuals (Bb@mbrenner & Morris, 1998;



Bronbenbrenner & Morris, 2006). It is proposed tiesources in children’s families,
neighborhoods, schools, and community settingaeanite their daily experiences and
developmental outcomes.

In the modified social-ecological framework deveddgoy Garcia Coll and
colleagues (1996), an integrative conceptual medgihasizes the importance of
discrimination, racism, prejudice, segregation, apdression on the development of
racial and ethnic minority children. This modifietbdel emphasizes the interaction of
culture, ethnicity, race, and social class, ane fihocesses and consequences that these
relative positions engender” (pp. 1892, Garcid.etlQ96) for the development of
children of color. Using this the social-ecologi@mework, a focus is placed on the
contexts that immigrants experience. Each conti#&torisks and protective factors that
can either harm or enhance healthy adaptatioregiest (APA Presidential Task Force on
Immigration, 2012). Thus, understanding these faatan help to illuminate children’s
immigration experiences and outcomes. Accordindpécsocial-ecological theory,
interactions between the individual and the enviment take place within different
systems (Bronfenbrenner & Morris, 1998; 2006). Therosystem refers to the people or
institutions that individuals have direct contadthwThese can include family members,
peers, schools, and neighborhoods. The mesosysfers to the connections between
microsystems. Examples of these interconnectionsnzdude the relation between
family experiences and school experiences or salquériences and neighborhood
experience. The exosystem is made up of publicpgdBronfenbrenner & Morris, 1998;
2006). In the case of immigrant youth, it can reéepathways to citizenship, mental

health care, and educational policies. The mactesysrefers to the culture in which



immigrant live (Bronfenbrenner & Morris, 1998; 2008 includes socioeconomic status,
cultural context, and xenophobia. Within this magtifmodel, it also includes social
mechanisms such as racism, discrimination, andighicg (Garcia et al., 1996).

The second framework that guided this researdheiStages of Migration
theoretical approach (Ornelas & Perrerira, 2011igiGally a 5-stage model developed
by Sluzki (1979), it was later modified into a &g model (Ko & Perreira, 2010;
Potochnick & Perreira, 2010; Ornelas & Perreird, Do document the three distinct
stages of migration that immigrants experience, (@emigration, migration, and post
migration stages). Among the various studies fogisn immigrant populations and the
different theoretical frameworks available, thegewmof Migration framework is most
frequently used as theory that guides other reeeestwork for its illumination of the
many stressors associated with the migration ezpeei (Ko & Perreira, 2010;
Potochnick, Perreira, & Fulingni, 2012; Potochnéerreira, 2010; Ornelas & Perreira,
2011; Suéarez-Orozco, Todorova, & Louie, 2002; ZanP02). According to this model,
traumatic events before, during, and/or after r&iog can lead to psychological distress
(Ko & Perreira, 2010; Ornelas & Perreira, 2011;z28lu1979). For example, pre-
migration trauma or stressors might be relatethéceiconomic hardships experienced in
their home countries and the reasons for the retotadn the migration stage, the actual
moving process can be a source of stress depeaditige method by which people
migrate (e.g., by plane, car, foot; Sluzki, 19F)r example, for some, the migration
experience involves flying, driving, walking, oribg smuggled across the border by
trusted family or strangers (Ko & Perreira, 201Qther migration experiences involve

traveling alone, being robbed, assaulted, or rapesipending time in detention centers



(Gudifio et al., 2011; Nazario, 2006; Perreira & thpr2007). Any traumatic events
experienced during the migration trip can resuthie development of psychological
symptoms (Perreira & Ornelas, 2011). Finally, dgrine third stage, the post-migration
stage, settlement stressors can include challengessigating life in the new country,
including economic hardships, lack of social suppamd social roles (Desjarlais,
Eisenberg, Good, & Kleinman, 1995; Ko & Perreirf@1@; Sluzki, 1979).

Because the focus of this study was to understandthe immigration
experience may influence academic outcomes of yhatigos, and given these guiding
frameworks for the research, | sought literatunk&itig migration stress to educational
outcomes. Various search engines, including Psy¢NHET, and ProQuest Social
Services Abstracts were used to identify existeggarch on immigrant youth. A
combination of search terms were used includingahewing: “foreign born,”
“immigrant” “migration,” “migration stress,” “edu¢®n,” “educational outcomes,”
“academic achievement,” “youth,” “adolescents,” itdren,” “Latinos,” and “Hispanics.”
Each time, the combination of search terms usddadefrom 1-24 results, with no
studies looking at all of the variables of interesthis study simultaneously. Instead,
some focused solely on the relationships betweemiigration experience and
psychological distress (Ko & Perreira, 2010; Sudbeazo et al., 2005); immigrant
youth’s experiences of acculturative stress posgt-ation (Gil & Vega, 1996; Roffman,
Suarez-Orozco, & Rhodes, 2003; Roche & Kupermift22 Suarez-Orozo et al., 2002;
Williams & Berry, 1999); educational attainmentééeomparisons between Latino
immigrants and their U.S.-born Latino peers (Con§ehwartz, & Stiefel, 2007,

Schwartz & Stiefel, 2006); or on the unique edwr#l challenges that undocumented



immigrants face (Clark-Ibafiez, Garcia-Alverdin, &&, 2012; Perez, Espinoza, Ramos,
Coronado & Cortes, 2009; Perez, Cortes, Ramos, &i@alo, 2010).
Migration Experience and Psychological Distress

The number of immigrants in the U.S. rose to astimé high in 2011, to 40.4
million (Pew Hispanic Center, 2013a,b). Of thessgriy half came from Latin American
countries. Immigrants often experience psycholdglsdress (APA Presidential Task
Force on Immigration, 2012; Kosidou, Hellner-GunpEredlund, Dalman, Hallqvist,
Isacsson, & Magnusson, 2012; Lépez Levers & HyatthBrt, 2011; Ramirez Hinojosa,
2005). Anxiety, depression, and posttraumatic stdesorder have been observed among
immigrant populations (Duldulao, Takeuchi, & HoR2§09). Stress, in particular, has
been reported as a psychological difficulty amangigrants (APA Presidential Task
Force on Immigration, 2012). Among the predictdrpsychological distress is length of
time in the U.S., such that immigrants who havediin the U.S. for a longer time
experience more distress than newcomers (Ramiregadsia, 2005). The literature on the
relationship between age at migration and psychocdbgistress is less conclusive. Some
suggest that age at migration is associated witin psychological well-being (Takeuchi,
Hong, Gile, & Alegia, 2007), with immigrants whaige as children being more likely
to develop a mental disorder in their lifetime thhase who arrive as adults. At the same
time, others indicate that migrating at a young eaye buffer a child’s vulnerability to
stress (Garcia Coll & Magnuson, 1997). While mutthe literature has focused on the
experiences of adult immigrants, recent researshstaated to explore the experiences of
immigrant youth (Gudifio et al., 2011; Ko & Perrei2810; Morland, Birman, Dunn,

Adkins, & Gardner, 2013; Potochnick & Perreira, @00rnelas & Perreira, 2011;

10



Suarez-Orozco, Todorova, & Qin, 2006). Researchhtha focused on the challenges
faced by immigrant children indicates immigrant goaften experience emotionally and
physically traumatic migration journeys (Morlandagt 2013). When exposure to
violence is a part of their lived experiencess iaipredictor of negative mental health
effects (Gudifio et al., 2011). Additionally, somgperience psychological stress as a
result of unplanned migrations (Ko & Perreira, 2010

According to the American Psychological Associat{2012), the migration
experience itself can act as a catalyst for theldgment of psychological distress. The
migration process is a stressful experience (Koe&étra, 2010; Perreira & Ornelas,
2011) associated with multiple adjustment stres@egésez Foster, 2001). The experience
can involve stressors such as loss of support éxt@nded family, discrimination,
financial struggles, displacement of homes (Pa&t&umbaut, 2001; Suarez-Orozco &
Suarez-Orozco, 2001; Zuniga, 2002), language aridmd unsafe and stressful
migration experiences (Ornelas & Perreira, 2011)eWer immigrants migrate with
legal documents or without documentation, many iesdt as a stressful experience (Ko
& Perreira, 2010; Perreira & Ornelas, 2011). A gtagamining the migration
experiences of Latino immigrant parents found thatmajority of them experienced
stressors during their migration experience (Os&&erreira, 2011). Most parents
feared for their safety, half considered the migraexperience to have been stressful,
and 13% reported experiencing a traumatic evenngtineir travels to the U.S. (Ornelas
& Perreira, 2011).

Family separation is another common source of mi@ratress (Mendoza,

Javier, & Burgos, 2007; Mitrani, Santisteban, & K@004; Ko & Perreira, 2010;

11



Ornelas & Perreira, 2011; Suarez-Orozco et al.22damily separation can occur
during the pre-migration stage, when parents movkd U.S. and leave their children
behind under the care of extended family. It cao alccur post-migration, when
immigrant children are separated from the exteridedly they were living with in their
country of origin, in order to move to the U.S. d®reunited with their parents (Ko &
Perreira, 2010). In a study exploring the migrataperiences of foreign-born Latino
parents, 41% of the parents reported they migratéide U.S. without their children,
suggesting family separation is a common occurrefgemany immigrants, the
reunification process can take years (APA Presidenask Force on Immigration,
2012). Of the 41% of parents who migrated to th®. Without their children, 75%
reported having been separated from them for at @ year, before being reunited
with them again (Ornelas & Perreira, 2011). Theragee Latino immigrant parent was
separated from their children for three years leefeunification (Ornelas & Perreira,
2011).

Similar separation rates were found in anothensftadusing on the children of
immigrants (Suérez-Orozco et al., 2002). In a stofd386 children of immigrants,
Suarez-Orozco and colleagues observed that as asa®§% percent of children reported
being separated from their parents at some pommglthe family’s migration
experience. Family separations varied from a femtioto a few years (Suarez-Orozco
et al., 2002). In cases in which separation ocdjigkildren were at higher risk for
developing depressive symptoms (Suarez-Orozco,&C2). In another study of 282
immigrant adolescents from China and various LAtimerican countries, findings

indicated that nearly 75% of adolescents were s¢gdifrom their parents before being
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reunited during their migration process (SuarezzOocet al., 2011), with some
participants reporting they were separated fromar®oth parents for nearly their entire
childhood. Findings also indicated that the longfeldren were separated from their
parents, the more likely they were to endorse sgmptof psychological distress
(Suéarez-Orozco et al., 2011). Stressors duringriiigeation process are associated with
higher risks for developing depressive symptomsamndety (Potochnick & Perreira,
2010).

While the migration experiences of immigrant yoistlunderstudied, research on
their experiences post-migration indicates thay #gerience stressors associated with
moving to a new country. Among the stressors agkrigs of isolation due to language
barriers (Ko & Perreira, 2010). Additionally, fonmigrants who migrate without legal
documentation, their undocumented status comesaalifled stressors (APA Presidential
Task Force on Immigration, 2012; Ko & Perreira, @01Immigrant youth as young as
14 years old are able to understand that theit kgtus limits the opportunities available
to them, including limitations with respect to aeadc aspirations and career goals (Ko
& Perreira, 2010). In cases in which deportatioocuns during migration, higher levels of
psychological distress are observable (ThronsobQR@ear of deportation is not
exclusive to undocumented immigrants but affeaséhwith documentation as well
(Chaudry, Capps, Pedroza, Castafieda, Santos, & 30t0; Perreira & Ornelas, 2011;
Potochnick & Perreira, 2010).

Immigrant children often live with a parent or attended family member who
was born outside of the U.S. and lacks legal docuatien (Chaudry et al., 2010). A

mixture of citizenship and legal status within fes occurs when not all family
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members have the same legal status. For examphe, fsonily members might be U.S.
citizens, others might be permanent legal residamis some might be undocumented. In
these “mixed” families, youth may experience a f@&aiamily separation, even if they are
not undocumented themselves, out of fear that themily member might be deported
(Chaudry et al., 2010). This fear can take a toltheir psychological well-being
(Chaudry et al., 2010). Since 2009, nearly 400@@flocumented immigrants have been
deported each year (Pew Hispanic Center, 20138in&ss suggested that in 2012, one
out of three Latino immigrants reported they peadlgrknew someone who had been
deported or detained by immigration officials (Pdigpanic Center, 2013a). Children
from mixed families appear to be at greater riskmfiety and depression (Potochnick &
Perreira, 2010).

Following their migration journey, immigrants exygrce acculturative stressors
associated with their transition to life in the YR®ffman et al., 2003). Acculturative
stressors can include difficulty learning a newglaage, coping with changes within their
families, including possible changes with respedaimily roles. Immigrants also
contend with experiences of discrimination andgwic(Perreira & Ornelas, 2011).
Experiences of discrimination have been associatédpsychological distress
(Potochnick et al., 2012). Youth who experiencersination report higher symptoms
of anxiety and depression, more risky health baedrayand lower academic motivation
(Gonzélez, Fabrett, & Knight, 2009). These findisgggest that stress associated with
the migration experience might pose as a riskegsychological well-being of
immigrant youth (Katsiaficas, Suarez-Orozco, Sjr&rGupta, 2013). Additional mental

health problems that have been observed with imantgsopulations include anxiety and
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post-traumatic stress disorder (Loue, 1998; Potckhet al., 2012). The experience of
adjustment stressors suggests the complexity iedalv moving to the U.S. (Pérez
Foster, 2001). It appears that stress and thdamwent of mental health problems may
be associated with the migration and acculturgti@mtesses that immigrants experience
(Lopez Levers & Hyatt-Burkhart, 2011).

Much of the research available on the impact ofratigg on an immigrant’s
psychological well-being is based on studies tlaaeHocused on adult immigrant
populations (Alegria, Mulvaney-Day, Torres, PolaoC& Canino, 2007; Diaz-Guerrero,
1995; Hovey & Magafa, 2002; Salgado de Snyder, 198d@a, Kolody, Aguilar-
Gaxiola, Alderte, Catalano, & Caraveo-Anduaga,8)9Bess is known about the
migration experiences of immigrant youth, espegiaith respect to their psychological
adjustment (Levitt, Lane, & Levitt, 2005). In ooka handful of studies with immigrant
youth, psychological adjustment levels were comgpparaong immigrant children and
parents from Argentina, Columbia, Haiti and the YWedies. Correlations between
stress, support, and adjustment were observedt{leg\al., 2005). Higher levels of stress
were correlated with lower psychological well-beiag documented by higher levels of
depression and anxiety following their first yefieamigrating to the U.S. (Levitt et al.,
2005). In this particular study, social support raget the relationship between stress
and psychological adjustment for parents to a gresggree than for children (Levitt et
al., 2005).

Despite the negative impact that the various stafjfee migration experience
can have on the development psychological disttkess are gaps in the literature with

respect to research that simultaneously explorgsatmn experiences, including
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migration stressors, and their relation to psyciclal distress and educational
attainment levels among Latino immigrant youth. yéNET search using the terms
“psychological distress,” “immigrant,” and “youtlyielded only four results. Of these,
only two included Latinos in the sample (Kupermidigtkovic, & Casey, 2009;
Kuperminc, Wilkins, Jurkovic, & Perilla, 2013), andne focused on educational
variables. Still, we know mental health problems p&rease the likelihood of having
lower educational attainment levels (Fletcher, 20@8ven Latino immigrants’ lower
educational attainment rates, the relationship behnmental health problems and
academic achievement, and the many stressors altiglentraumatic experiences that
immigrants might experience, it is important torgaibetter understanding of the lived
experiences of Latino immigrant students in orddoe better able to support their
academic success and persistence.
Discrimination and Educational Outcomes

A national survey conducted in 2007 found that dwadf (54%) of Latinos in the
U.S. believed discrimination was a major probleat firevented them from succeeding
in this country (Pew Hispanic Center, 2009). Pereidiscrimination has been linked
with academic success (Alfaro et al., 2009; Be@n&raham, 2011). A study of Latino
high school students found that experiences ofidisgation were related to GPA. In
particular, higher levels of experiences of discnamtion were related to lower academic
motivation, and in turn, lower GPAs among LatindesgAlfaro et al., 2009). In a
longitudinal study of predominantly second anddlgeneration Latino youth, higher

levels of discrimination were associated with lo@eademic outcomes, such that Latino
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youth with higher levels of discrimination obtainegver grades and had more school
absences (Benner & Graham, 2011).

Similar findings have been obtained in researchisog on the experiences of
adolescents from racial and ethnic minority backguds (Eccles, Wong, & Peck, 2006;
Martinez, DeGarmo, & Eddy, 2004). In a longitudiealdy exploring African American
youth’s experiences, findings indicated that exgrares of racial discrimination at school
were negatively associated with grades, such thathywho reported higher levels of
daily racial discrimination also obtained lower dga (Eccles et al., 2006). Similarly, in a
study exploring academic success among Latino ytigher levels of experiences of
discrimination were associated with lower grades @atower likelihood that the youth
would stay in school (Martinez, DeGarmo, & EddyD2pD Most recently, a meta-
analysis on the relationship between experienceéssofimination and outcomes among
Latinos also noted a negative relationship betwbgecrimination and a number of
outcomes, including lower educational outcomes @&e&én, 2012) and psychological
distress (Moradi & Risco, 2006).

Like discrimination, awareness of discriminatisralso associated with
educational outcomes (APA Presidential Task ForcEducational Disparities, 2012).
Some studies suggest that an increased awarenessmmination by youth is correlated
with a decrease in academic success (Hughes, \8fithen, Rivas-Drake, & West-Bey,
2009; Portes & Rumbaut, 2001; Suarez-Orozco & SH@mzco, 1995) and with youth
being more susceptible to negative behavioral anésosuch as deviant behavior
(Hughes et al., 2009). Yet, others indicate thaitlyavho are aware of social inequities

and discrimination have better educational and patanal outcomes, suggesting that
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awareness of discrimination can serve as a buifienter, 2009). Research also shows
that awareness of prejudice and discriminationatan negatively influence
psychological well-being and contribute to psyclgidal distress (Uba, 1994). Since
mixed findings are documented in the literaturel since most of these previous studies
utilized U.S.-born samples, this study specificalijmed to explore the impact of
awareness of discrimination in a sample of Latmaigrant youth.
Psychological Distress and Educational Outcomes

A growing body of research supports a relationgigfveen mental health well-
being and psychological distress with educationét@mes (Fletcher, 2008; McLeod &
Kaiser, 2004; McLeod, Uemura, Rohrman, 2012; Neeqdlt2&rosnoe & Muller, 2004).
These studies find that youth who experience maliipdicators of mental health
problems, including psychological distress, perféess well in school and achieve lower
educational outcomes (Fletcher, 2010; McLeod ekall2; McLeod & Kaiser, 2004;
Needham et al., 2004). Depression, in particulas,been linked with lower educational
outcomes (Basafiez, Warren, Crano, & Unger 2013jiklisna, Chang, McArdle, &
Hamagami, 2012; Woodward & Fergusson, 2001; Zyrsti& Polo, 2012) and with a
higher likelihood of failing classes (Needham et 2004). A study by Zynchinski and
Polo (2012) explored the relationship between degive symptoms and academic
achievement in a sample of 131 low-income Latinotlgpmost of whom (84%) were
born in the U.S. Results indicated that depressegatively impacted academic
achievement, as measured by the students’ grade garage and scores on a

standardized achievement test. Similar findingseweported in a longitudinal study in
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which depressive symptoms were linked lower edanatioutcomes, as measured by
students’ grade point average (Hishinuma et alLl220

A significant relationship between depression aratlamic achievement has also
been observed among foreign-born Latino youth. study exploring the relationship
between psychosocial stress, internalized symptantsthe academic achievement of
171 Latino high school youth (67% of who were fgreborn), results indicated a
significant negative relationship between depresaiad academic achievement (Alva &
de los Reyes, 1999). Specifically, higher symptofdepression were correlated with
lower grades, as measured by the students’ gradegeerage (GPA). Interestingly,
symptoms of anxiety were not significantly assaaiatviith GPA in this population.

Since much of the research on the association otahkealth with educational
outcomes has primarily utilized measures of depras$icLeod and colleagues (2012)
pointed to need for research to incorporate a moaday of emotional indicators
besides depression as measures of psychologitedstisGiven that anxiety, depression,
and posttraumatic stress disorder have been olisameng immigrant populations
(Duldulao et al., 2009), this study used theseetimdicators as to measure psychological
distress.

Discrimination and Psychological Distress

Consistent with the social-ecological framework i(gha Coll et al., 1996), which
emphasizes the importance of discrimination ordéneslopment of racially and
ethnically minority youth, discrimination and psytbgical distress were also explored
in this study. Experiences of discrimination areenfdocumented in research on

immigrants (APA Presidential Task Force on Immignat2012; Deaux, Bikman, Gilkes,

19



Ventuneac, Joseph, Payne, & Steele, 2007; Diefi);Zo & Perreira, 2010; Ornelas &
Perreira, 2011; Potochnick et al., 2012). Immiggaxperience discrimination in a
myriad of settings (Ornelas & Perreira, 2011) saslin the work place (Dietz, 2010),
school settings (Ko & Perreira, 2010) and in ot@nmunity service agencies (APA
Presidential Task Force on Immigration, 2012). iPaldrly in the context of the
country’s current anti-immigrant climate, xenophehifects Latino immigrants (APA
Presidential Task Force on Immigration, 2012). Bismation might be experienced
based on legal status, skin color, English-spea#bilifies, and socioeconomic status
(Lépez, Morin, & Taylor, 2010). In a study on thégnation experiences of Latino
immigrant parents, almost a third of the sampl®rega experiencing discrimination and
being treated as less competent and being maeeltariwelcome post-migration
(Ornelas & Perreira, 2011).

Discrimination has a significant and negative iaflae on mental health (Brown,
Williams, Jackson, Neighbors, Torres, Sellers, &wn, 2000; Ornelas & Perreira, 2011;
Torres, Yznaga, & Moore, 2011; Pascoe & Smart Rexmn2009; Williams, Neighbors,
& Jackson, 2003). A meta-analysis exploring thatrehship between perceived
discrimination and health found that perceived risimation was associated with higher
levels of stress (Pascoe & Smart Richman, 2009; RR&sidential Task Force on
Immigration, 2012) and mental health difficultiasch as depression, distress, and
anxiety (Brown et al., 2000; Williams et al., 2003Jigher reports of perceived
discrimination are correlated with higher daily ggtoms of depression and anxiety

(Potochnick et al., 2012). In a study on Latino ilmrant parents, discrimination was
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associated with higher depressive scores on measfidepression (Ornelas & Perreira,
2011).

A recent study of Latino adults, which included lhdamples of college students
and non-college enrolled community members, foustt@ang relationship between
discrimination and psychological distress. Ovdriedtof the Latino adults in the sample
(34%) experienced psychological distress (Torresddll, & Voell, 2012). Similar
findings have also been reported in other studiés katino college students. Torres
found that among Latino college students, attrdngiof discrimination to ambiguous
events were associated with increases in symptdspoession (Torres, 2009).

Social Support and Psychological Distress

Social support is a critical element in helping ilgrants overcome the risks and
adversity associated with their migration to th& UFernandez-Kelly, 1995; Perreira &
Ornelas, 2011) and promoting healthy adolescermitatian (Katsiaficas et al., 2013).
Social support can take multiple forms and candfadd in a number of ways (Witkow
& Fulingi, 2011). Generally, social support invadveerceptions of supportive behaviors
(Malecki & Demaray, 2006) and supportive actiomsrfrothers, such as advice (Fulingi,
1997; Mackinnon, 2012; Plunkett & Bamaca-Gomez }0eassurance (Mackinnon,
2012), and caring (Sands & Plunkett, 2005). Inuagexploring the relationship between
acculturative stress, perceptions of social suppod psychological well-being among
racially/ethnically diverse adolescents of diffdrganerational levels, social support was
found to mediate the relationship between acculugatress and internalizing
symptoms of depression and anxiety, especiallynionigrants (Katsiaficas et al., 2013).

These findings suggest that social support acéspastective factor against
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psychological distress. Protective factors suctaasly, coping strategies, and social
supports minimize the impact of acculturative sré&onzales, Knight, Morgan-Lopez,
Saenz, & Sirolli, 2002; Gonzales et al., 2009; Umna@aylor & Alfaro, 2009). Similar
findings have been noted in adult immigrant samptes example, in a recent study on
Latino immigrant adults, Perreira and Ornelas (30a&nd that social support was
inversely associated with depressive symptoms.

High levels of reported support have been assatiatih lower depressive
symptomology (Brown et al., 2009; Falcén, Todora&%a,ucker, 2009; Hovey, 2000a;
2000b; Potochnick & Perreira, 2010). Existing kiferre suggests that family support is
associated with mental health and well-being amatmo families. When people have a
strong family base, they are less likely to exparéedepressive symptomology (Pérez,
Araujo Dawson, & Suarez-Orozco, 2011). Latino yowtio report more positive
relationships with their parents are less likelgtmorse symptoms of depression or
anxiety (Potochnick et al., 2012). In a study explp the migration experiences of adult
Latino immigrants, social support acted as a budtginst depressive symptomology,
with immigrants who reported higher levels of sbsigpport found to have lower levels
of stress and fewer depressive symptoms (Ornel@sr&eira, 2011). Findings on Latino
immigrant youth suggest that the higher studergstgived parental and teacher support,
the lower their reported internalizing symptomst@febnick & Perreira, 2010).

Positive social interactions with teachers, angarticular feeling respected by
them, are also positively associated with increagelttbeing and lower levels
psychological distress. In contrast, negative $aciaractions at school were associated

with higher levels of anxiety and depressive symuitmgy (Potochnick et al., 2012).
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Many Latino immigrant youth cope by relying on sagpre networks (Ko & Perreira,
2010).
Social Support and Educational Outcomes

A synthesis of the research on Latino immigransngfly suggests that support
systems act as protective factors, and that pexdesupport from support systems is
positively related to academic achievement and gagant (Alfaro et al., 2006; Peguero
& Bondy, 2011; Pérez et al., 2009; Plunkett, Behi@ands, & Choi, 2009). Parental,
teacher, and peer support have been identifiedodsqbive factors of academic success
(Alfaro et al., 2006; Peguero & Bondy, 2011; Pé&tal., 2009; Plunkett et al., 2009). In
a longitudinal study exploring the relationshipvbe¢n support and school achievement
among students of ethnically and racially diveraekigrounds, those who reported higher
levels of support were more likely to obtain higlB&T scores and less likely to report
feelings of loneliness (Levitt, Guacci-Franco, &itg 1994). The relationship between
perceived support and SAT scores was positivejtedlfor Latino youth at significant
levels. These findings contributed to the growingyof literature on the important
influence of social factors on academic outcomevittet al., 1994). In the sections that
follow, the literature linking parental and teackapport to youth’s academic
achievement is reviewed.

Parental Support and Academic Outcomes. Immigrant parents cite being able
to provide better educational opportunities foiirtieildren as one of the reasons for
migrating to the U.S. (Suarez-Orozco, Suarez-Orpo&cbodorova, 2008), and they
report aspirations for their children to graduataf college (Fuligni & Witkow, 2004).

The critical role that parental support plays iae #tademic success of children is well
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documented in the literature. Parental supporosstiwely associated with academic
success (Woolley, Kol, & Bowen, 2009), academicagrggnent (Garcia-Reid, Hamme
Peterson, & Reid, 2013; Plunkett, & Bamaca-Gome832, and higher academic
motivational levels (Alfaro et al., 2006; AnguiaMiramontez, 2004; Kuperminc,
Darnell & Alvarez-Jimenez, 2008; Plunkett, Henrgutberg, Sands, & Abarca-
Mortensen, 2008). Like social support, parentapsupcan also take many forms.
Consistent with the literature, parents suppodeifsned as meaningful, caring and
supportive relationships that can include talkibgw school, future educational plans
(Plunkett, & Bamaca-Gomez, 2003; Rothon, Goodwirgt&nsfeld, 2011; Witkow &
Fulingi, 2011), and that make children feel tha&itiparents care about them and expect
them to do well (Garcia-Reid et al., 2013).

A study of 273 high school students of Mexican lggokinds examined the
relationship between academic outcomes and paggraimd found a positive relationship
between parental support and adolescents’ acadeotigation (Plunkett & Bamaca-
Gomez, 2003). Academic motivation consisted ofythigth’s exerted efforts in school,
the extent to which they finished homework on tithejr liking their school in general,
and the perceived importance of grades and educ&arents demonstrated their support
by engaging in supportive interactions and moniigtheir children’s education
(Plunkett & Bamaca-Gomez, 2003). Parental suppatso associated with higher GPA
outcomes (Suarez-Orozco et al., 2009).

With respect to academic motivation, a study of Baino adolescents found that
parental support was positively related to acadenativation for both boys and girls

(Alfaro et al., 2006). Similar findings were obsedvn a sample of families of Mexican
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origin (Plunkett et al., 2008), in which supporfided as caring, assisting, inspiring, or
guiding youth on their academic activities, wasagged with both academic motivation
and grades (Plunkett et al., 2008).

In addition to the literature on support from pasestudies have also explored
the role of family support in general. Academiport from family members is also
positively associated with academic performance@Ré levels (Diaz Soto, 1989;
Newman, Lohman, Newman, Myers, & Smith, 2000). édstexploring Puerto Rican
elementary school-aged students found that stuedrmdgeported high levels of family
support obtained higher GPAs (Diaz Soto, 1989).l&ity, a qualitative study exploring
the transition to high school among a sample db28income minority adolescents
found that students who reported more support fitzeir immediate family also reported
higher GPAs than students with lower levels of fgraupport (Newman et al., 2000).

Given that cultural factors characteristic of Latiamilies include a value for
familismo,some of the literature has utilized measures oflismm to assess family
support (Esparza & Sanchez, 2008; Stein, Gonz@legito, & Supple, 2013Familismo
is a concept characterized by strong emotionaMtiidsimmediate and extended family,
shared identity, and loyalty and obedience to faifillelgado-Romero, Galvan, Hunter,
& Torres, 2008; Marin & Marin, 1991; Santiago-RigeArredondo, & Gallardo-Cooper,
2001). Familism may serve as a type of social stgpaperminc et al., 2009). Esparza
and Sanchez (2008) noted that higher familism safure associated with greater
academic efforts, and that for participants whos¢hers had low educational attainment

levels (high school or less), familism was positnassociated with GPA.
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Teacher Support and Academic Outcomes. Like the value of parental support,
teacher support is also important to the acadeudcess of students (Alfaro et al., 2006;
Woolley et al., 2009). Teacher support can takeynfi@arms. Generally, teacher support
involves caring feelings (Plunkett et al., 2008 sBafeld et al., 2000; Sands & Plunkett,
2005), encouraging, or inspiring youth toward cotr@nd future educational outcomes
(Sands & Plunkett, 2005; Plunkett et al., 2008mdnstrating an interest in youth’s
education outcomes (Alfaro et al., 2006), and gimg emotional, informational, and
tangible support (Malecki & Demaray, 2006; Roseshft al., 2000; Suarez-Orozco et
al., 2009). Teacher support is associated withestisd academic motivation (Alfaro et
al., 2006; Newman et al., 2000). A study of 31@in@adolescents found that teacher
support is positively related to academic motivatior both boys and girls (Alfaro et al.,
2006). Academic support from teachers is alsotpedy related to academic
performance and academic satisfaction (Kao & Tiea885; Plunkett et al., 2008). A
study exploring academic support by significanteoghand its relation to academic
resilience found that academic support from teaches the strongest predictor of GPA
for both males and females (Plunkett et al., 200®8),e so than parental or peer support.
Perceived support from teachers is also importaptamoting academic success (Kao &
Tienda, 1995; Plunkett et al., 2008). In a mixedhmods study examining the
significance of relationships with respect to thbademic engagement and achievement
of immigrant youth, supportive relationships at@mhwere associated with academic
performance, measured by GPA, among immigrantshaféSe and Latin American

backgrounds (Suarez-Orozco et al., 2009).
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Supportive networks, including supportive teaclzard parents, appear to have a
strong influence on the education aspirations ahieaement levels among Latino
students, including Latino immigrants (Alfaro et &006; Altschul, 2011; Kao &
Tienda, 1995; Levitt et al., 1994; Pérez et alQ@2®Plunkett & Bamaca-Gomez, 2003;
Suarez-Orozco et al., 2009). Such a relationshipisistent with the guiding
frameworks of the study, however, less is knownualdhether this support moderates
the relationships between migration stress, psychcdl distress, and academic
achievement. Consequently, the present researaddorexplore this moderating
relationship.

Based on prior research, | expected to find sigaift relationships between
migration stress, psychological distress, discration, awareness of discrimination, and
educational outcomes. | also expected that botbhmdggical distress and awareness of
discrimination would have mediating roles in thed®lo Lastly, based on prior research
documenting the important role that support systplag with respect to educational
outcomes, | hypothesized that these relationshqaddndiffer for immigrant youth,
depending on the levels of support they perceived.

Purpose of the Study

The purpose of this project was to contribute ®literature on the educational
outcomes of Latino immigrant youth. In particuldms study tested a model predicting
educational aspirations, educational expectatiamnd,GPA in a Latino immigrant youth
population. Specifically, | explored whether migpatstress, psychological distress,

personal experiences of discrimination, and awa®nédiscrimination influenced
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educational outcomes. | also examined the impattdiness associated with migrating to
the U.S. had on the development of psychologicsitess.

This study also explored risk and protective fax{ae., support systems) among
immigrant youth. Using existing data, | examinecktiter psychological distress and
awareness of discrimination mediated the relatigssbetween migration stress,
experiences of discrimination, and educational @ukes. The theoretical model tested in
this study is depicted in Figure 1. | also testedaalel to explore whether support
systems moderated the relationship between migratiess, psychological distress,
experiences of discrimination, awareness of disoation and educational outcomes. Of
particular interest in this research study wasetided understand: (1) the role that
perceived support (i.e., family support, teachg@psut, and social support) plays with
respect to educational outcomes; and (2) the degreich support systems moderate
the relationship between educational outcomes dgdation stress, discrimination, and
psychological distress. | hypothesized that theaichjpf migration stress on educational
outcomes and psychological distress would be |dargpeople who perceived more
support.

Both the cultural-ecological and the Stages of Bliign frameworks, along with
the literature reviewed suggested the proposed hshdeld work. This particular model
has not been tested before. The study is unigoatiure because it is the first to use a
strictly foreign-born Latino youth population in@gring the relationships between the
variables of interest. This study used existingdataddress the following questions, all
of which are reflected in the model depicted inufeyl:

1. Do migration stress, psychological distress, peakerperiences of
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discrimination, and awareness of discriminatiou@nce educational outcomes?
Does migration stress influence psychological dgd?

Does psychological distress mediate the relatignsgiween migration stress and
educational outcomes, and between personal expesai discrimination and
educational outcomes?

Does awareness of discrimination mediate the oglaliip between psychological
distress and educational outcomes?

Do personal experiences of discrimination influepsgchological distress?
Does perceived support moderate the relationshipds® migration stress and
psychological distress, and between psychologis#iless and educational
outcomes?

Does perceived support moderate the relationshipdas® experiences of
discrimination and psychological distress and betwegersonal experiences of

discrimination and educational outcomes?
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Figure 1. Overall Conceptual Mediation Mo
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CHAPTER I
METHODS

The research design used in this study was a nperexental, cross-sectional
research design. An existing data set obtained flee Latino Adolescent Migration
Health and Adaptation (LAMHA) Project was used.
Participants

A total of 281 Latino immigrant youth participatedthe study. Of the 281, 45%
were boysl = 126) and 55% were girldl(= 152). Participants ranged in age from 12 to
19 years oldNl = 14). Approximately three fourths (73%) of thetpapating youth were
of Mexican origin, 22% were from Central AmericanGaribbean countries, and 4%
were from South American countries. The majorityhaf participants were not U.S.
citizens (95%), and more than half (65%) had liiethe U.S. for five years or less.
Despite their limited number of years in the U/% of the youth had high levels of
English language proficiency. When asked in whatguage they thought, 36% stated
they thought in English and Spanish equally. Anoft&% endorsed thinking more in
Spanish than in English, and 15% reported thinkirage in English than in Spanish.
Identical statistics were noted when participantsenasked in what language they spoke
with friends (36% said both languages equally; X286 more Spanish than English;
15% said more English than Spanish).

Demographics for their age at arrival indicated thast (66%) migrated to the
U.S. between the ages of 6 and 12 years old (15§tateid before age 6, and 20%
migrated at age 13 or older). A little more thaif bathe participating students (55%)

lived with both biological parents at the time bétdata collection. Approximately four
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out of five participants stated that moving to th&. was the best thing for their family
(82%) and for themselves (80%).

With respect to academic aspirations, 68% had aspns of a post-secondary
education. Specifically 37.9% aspired to obtaimadgate degree and 30.1% aspired to a
bachelor’s degree. Compared to the high percemtggeted for educational aspirations,
their educational expectations were much loweh witly 56% of participants who

actually expected to achieve their educationalraipns (see Table 1).

Table 1

Demographic Information

Percentage N

Gender

Male 49% 138

Female 51% 144
Educational Aspirations

Graduate degree 37.9% 107

Bachelor's degree 30.1% 85

Vocational/Trade school 5.7% 16

High school 17.4% 49

Less than high school 1.1% 3
Educational Expectations

Graduate degree 26.2% 74

Bachelor's degree 22.7% 64

Vocational/Trade school 11% 31

High school 26.6% 75

Less than high school 3.2% 9
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Year in School/School Type
Middle school 45% 127
High school 55% 155

Grades Obtained in School

Mostly A's and B's 42.9% 121
Mostly B's and C's 35.1% 99
Mostly C's 8.9% 25
Mostly C's and D's 4.6% 13
Mostly D's and F's 2.5% 7

Age at Arrival

Before age 6 19.50% 53
6 years old to 12 years old 58.50% 159
13 years old or older 22% 60

Citizenship Status

Non-U.S. Citizen 95% 248
U.S. Citizen 5% 17
Procedures

The present study used data from the LAMHA Projegopulation-based survey
of mental health, migration, and acculturation aghbatino immigrant youth and their
parents in North Carolina.

The LAMHA research team collected survey data betw&ugust 2004 and
November 2006 in a weighted sample of 281 pareid-diyads. Using a stratified
random sampling, the LAMHA research team samplgéthbammigrant youth living in
high-growth Latino communities in North CarolinagH-growth Latino communities

were defined as communities which experierne@®4% growth in their Latino
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population between 1990 and 2000, and whose Latpalation was of at least 5,000
people. Communities were divided into urban andlrsirata, and high schools within
these strata were randomly selected to participatee study. For each high school
selected in a community, its feeder middle schoad @also selected to participate. A total
of 25 schools were invited to participate in thedgtfrom 4 different urban and 6
different rural school district1= 11 high schoolsy = 14 middle schools).

For each school selected, a roster of all its sttsdeho self-identified as
“Hispanic/Latino” or students whose last names vedrdispanic/Latino origin was
obtained. These youth were then contacted by #eareh team and screened for
eligibility. The inclusion criteria for the studgquired that youth be foreign-born and
that their parents be foreign-born as well. To loglde for the study, the youth also had
to be between the ages of 12 and 18 on Octob&Q#, 2nd they had to be enrolled in
any grade betweeri"@nd 12" for the 2004-2005 academic year. Of the studehts w
were identified to be eligible for inclusion, a nioben of them were randomly selected
from each school. The number of students selected €ach school was proportional to
the size of the school’s Latino student populatibme response rate was 69%, and those
who declined to participate almost uniformly regarthat they did not have enough time
to participate.

The participants were administered a survey irr fhr@ferred language. No
information is provided about the process by whiedasures were translated in cases in
which the participant’s preferred language was &pa\ research team member was
present when the participants completed the sunvefiow them how to complete the

measures. After completing a few pages togethanimterview format, the participants
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were allowed to fill out the rest of the surveytbeir own. When participants did not feel
comfortable completing the survey on their own, rifgearch team member read the
complete survey to them. Specific data documerttisgpercentage of participants who
completed the surveys in Spanish versus Englishnwtavailable. Additionally, no
information regarding the number of participantoveompleted the measure on their
own (vs. those who required assistance) was availBlata used in this study come from
the survey responses for the 281 youth who wergited.

M easur es

In this section, | describe each of the instrumesed in the study. A copy of the
measures is presented in the Appendix. The custady used self-report data obtained
from foreign-born, Latino immigrant youth.

Family Support. Family support was assessed us3@gtems from the Family
Adaptation and Cohesion Scale (FACES II; Olson &&Hp2003). The FACES I
consists of two subscales (i.e., cohesion anddiktyi subscales), which assess the extent
to which families are flexible and connected. Eagh-scale is comprised of 15 items.
Odd items in the measure comprise the cohesiorcal#hdtems measuring cohesion
include: “In my family, we do things together,” “Fély members feel very close to each
other,” and “Family members consult other familymiers about personal decisions.”
Even items in the measure comprise the flexibditipscale. Items measuring flexibility
include: “We shift household responsibilities frg@rson to person,” and “We try new
ways to deal with problems.” For the purposes ©f pinoject, the whole measure will be
used to measure family support. The 5-point Likegle response options range from 1

(almost neverto 5 @lmost always Extremely low scores represent rigid or disergag
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family patterns. Extremely high scores representesihed or chaotic family patterns.
Internal consistency reliability for the cohesiabscale was = .87 andy = .78, when
used with samples of predominately white, middksslfamilies with adolescents,
married couples without children, as well as saspleuniversity and high school
students (Olson, Portner, & Bell, 1982). Concurneiidity for FACES Il was high (.93)
when correlated with the Dallas Self-Report Farimlyentory (Hampson, Hulugus, &
Beavers, 1991). There is also good evidence teadEACES Il measure has face validity
and content validity (Olson, 1992). Internal cotesigy reliability for this sample was=
.83.

Familism. The Familism Scale (Olson et al., 1982) is a ilritreasure assessing
family cohesion and loyalty. The 5-point Likert Bcaesponse options range from 1
(strongly agregto 5 strongly disagree Sample items include: “Family members
respect one another,” “We can express our feelwvitisour family,” and “We are proud
of our family.” The responses for this scale weneerse coded such thatstrongly
disagreeand 5=strongly agreeln this way, higher scores represented higheziscof
familism. This measure has been observed to hav&rmrt validity (Gaines, Marelich,
Bledsoe, Steers, Henderson, Granrose, Barajals, £097). The internal consistency
reliability for this scale waas = .89 when used with a Latino adolescent sampileetG
al., 1994). Internal consistency reliability fordlsample was higher, with= .93.

Teacher Support. Teacher support was assessed usind thgem Teacher
Support subscale of the School Success Profile @ac&Richman, 1997). The Teacher
Support measure assesses students’ perceptiogscbiers’ behaviors and attitudes

towards them, including teacher praise, encouraggraad academic expectations.
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Sample items include: “My teachers care about thdap | make,” and “I receive a lot of
encouragement from my teachers.” All items aresstaositively. The dichotomous
response options are falce and 1 {rue), with total scores ranging from 0-11. Higher
counts of “yes” items represent higher levels atteer support. Internal consistency
reliability wasa = .86, when used with racially and ethnically dseesamples of middle
school and high school-aged students of financdiadvantaged backgrounds (Bowen,
Rose, & Bowen, 2005). The validity of the Teachepjsort subscale has been supported
in previous work and factor loadings for items bis tsubscale ranged from .49 to .72
(Bowen et al., 2005). Internal consistency religpfor this sample was = .79.

General Social Support. Social support was assessed using the Social Suppor
subscale within the School Success Profile meg8aeen & Richman, 1997). The
scale is comprised of eight dichotomous items agsgstudents’ perceptions that there
are people they can turn to for various types ofad@upport and assistance. Sample
items include: “Are there people you talk to asskeaeekly who encourage you to do
well?,” “Are there people you talk to at least wigakho comfort you and tell you they
are on your side?” and “Are there people you clnttaat least weekly who help in
practical ways, such as by giving you a ride opimg with your homework?” The
dichotomous response options are@ @nd 1 yeg, with total scores ranging from 0-8.
All items are stated positively. Higher counts géS8” items indicate greater social
support. This measure has been observed to hagérecrvalidity (Bowen et al., 2005).
Individual factor loadings for items on this suldscaere measured to range from .50 to

.73 (Bowen et al., 2005). Internal consistencyatglity waso = .81, when used with
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racially and ethnically diverse samples of middee high school aged students (Bowen
et al., 2005). Internal consistency reliability tors sample wag = .57.

Psychological Distress. Psychological distress was assessed using threealab
of the Trauma Symptom Checklist for Children (TS&Briere, 1996). The 44-item
measure assesses post-traumatic stress (PTSDglatedlrsymptomatology and is
composed of seven sub-scales The 4-item respotisa®pange from Ineve) to 4
(almost all the time Respondents indicate which of the statementssbmetimes think
of, feel, or do, including “feeling afraid sometgibad might happen,” “pretending I'm
somewhere else,” and “worrying about things.” Iis tudy, three subscales within the
Trauma Symptomology measure will be explored: (iKiety, (2) depression, and (3)
post-traumatic stress. Internal consistency rditghwas o = .82 for the anxiety subscale;
a = .86 for the depression subscale, and;.87 for the post-traumatic stress subscale,
when used with a sample of children and adolesdsmtsa range of racial and
socioeconomic backgrounds, including inner-cityaair, and suburban environments
(Briere, 1996). Briere and colleagues (2001) reiat this measure has predictive
validity. Internal consistency reliability for thesample was = .79 for the anxiety
subscaleq = .83 for the depression subscale, and;.82 for the post-traumatic stress
subscale.

Migration Stress. Consistent with how migration stress has beersared in a
previous study of an adult sample (Ornelas & Peay@011), stress during the migration
process for the Latino immigrant youth in this séaripe assessed via items describing
different aspects of the migration experience (Q@iap & Perreira, 2004). First,

participants were asked if they were ever concefoetheir safety during their travels to
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the U.S. An indicator variable was created suchdla=no and 1 =yes Second,
participants were asked how stressful their mowbedJ.S. was. A second indicator
variable was created for the Likert-scale resposiseh) that O ot at all stressfyll =
somewhat stressfuhnd 2 =very stressfulTogether, these two items made up “Migration
Safety/Stress.” Then, participants were asked veneliey experienced any of the
following traumatic events during their journeythe U.S.: robbery, physical attack,
accidental injury, or an illness. A third indicata@riable was created to note whether
participants experienced any traumatic event duheg migration process. For each
traumatic event listed, an indicator variable wasated such that a O and 1 =yes
Finally, participants were asked if they travelathwheir “mother and/or father” during
their migration experience. An indicator variablasacreated such that a §esand 1 =
no. Together, the two items assessing traumatic expess and travel experiences with
parents were combined to form “Migration Events.ightion stress was then assessed
using the total sum of “Migration Safety/StresstidMigration Events,” with higher
scores documenting higher migration stress. Intemrasistency reliability for this
sample was calculated to e .55. No other psychometric data has been repéotatiis
construct in the literature.

Awar eness of Discrimination. Awareness of discrimination is comprised of a
series of six items in the survey (Chapman & Pearé&004). The 4-point Likert scale
response options range fromag(ee a lo} to 4 disagree a Iogt Four of the six items are
worded negatively. These were recoded such thaehgrores demonstrate higher
perceived awareness of discrimination (lisagree a lot4=agree a lo}. Sample items

include: “Racial discrimination limits economic apgunity in the United States” and
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“There is much conflict between different raciatlathnic groups in the U.S.” No
reliability or validity information for these items reported in the literature. Internal
consistency reliability for this sample was- .44.

Personal Experiences of Discrimination. Personal experiences of discrimination
was assessed with two items (Chapman & Perreif)20he first item asks participants
if they had ever felt discriminated against in th&. An indicator variable was created
for this item (0=no, 1 =ye9. The second item asks “by whom,” to identify therseuof
the discrimination. In this item, participants asked to “mark all that apply,” and note
whether they have experienced discrimination from@agher or school administrator,
kids at school, someone they work with, someorteeatioctor’s office, a police officer,
their landlord, someone at a store, or some “otherson. Items marked will equal a “1”
and items not marked will equal a “0”, such thattar overall scores in the 2-items used
to assess experiences of discrimination will sighifjher levels of discrimination
experienced, and lower scores will denote lowererpces of discrimination. No
reliability or validity data was found for this nsae in the literature.

Educational Outcomes. Finally, participants self-reported their sex, agyag
grade in school. Participants also indicated tiybdst level of education they would like
to achieve, the highest level of education theygfnd they would actually achieve, and
the types of grades they obtained in their lasbntegard (Chapman & Perreira, 2004).

Demographic Variables. As part of the LAMHA data being used (Chapman &
Perreira, 2004), several demographic variables assessed, including age, gender,
grade in school, and length of residence in the,Wn8asured in years (see Table 1, p.

29).
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CHAPTER IV

RESULTS

This chapter describes the study findings. | descithe results of the preliminary
analyses, testing of the measurement model, atidgex the final structural model.
Contents are presented in the following order: dataening and missing data,
descriptive information and statistical assumptidmgariate and spearman correlations,
EFAs for the Awareness of Discrimination and MigratStress latent constructs, test
results of the hypothesized model, and resultbetliree separate multi-group analyses
with perceived support, gender, and type of schedhe grouping variables,

respectively.

Data Screening and Missing Data

Table 1 (see p. 29) presents demographic inform&tiothe participants in the
study. All preliminary analyses, including dataesaring and examination of missing data,
were conducted using Predictive Analytics Softwaike® for Windows (IBM PASW
SPSS Inc., 2012). Inspection of data ranges ingticéhtat all data were within the
prescribed ranges. Missing data were examined. &8tw02% and 16.3% of the data was
missing for each variable. Little’s missing contplg at random test (MCAR) indicated
that missing items were missing completely at ramdg (191) = 237.75, p = .01. To
address missing data, the full information maximikelihood (FIML) method was used
to estimate variable parameters taking into accalliatvailable information (Olinsky,

Chen, & Harlow, 2003).
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Descriptive Statistics and Statistical Assumptions
As indicated in Table 1, the majority of the papants reported high academic

aspirations with 68% aspiring to achieve a postsdary degree. Specifically, 30% of
the youth indicated they would like to obtain alielor's degree and 38% reported
wanting a graduate degree (e.g., master’s, PhD,. MiDjontrast, their educational
expectations were lower than their aspirationssltban half (49%) believed they could
obtain a post-secondary degree. More participaglisued that the highest level of
education they could complete would be high scii@eY), compared to how many
believed they could realistically obtain a bachsldegree (23%). With respect to their
academic achievement, the majority of the immigyanith sampled (43%) reported they
obtained mostly As and Bs in their last school repard. Another 35% reported they
were mostly getting Bs and Cs. In contrast, ordynall percentage (2.5%) reported

getting mostly Ds and Fs, suggesting this was @mgdlg high-achieving sample.

With respect to stress encountered during theiratiimn experience, almost 70%
of participants endorsed some level of stress. ipaty, over half of the sample (51%)
reported being concerned for their safety duriregrttravels to the U.S. Approximately
one out of five participants described their mavéhie U.S. as having been “very
stressful,” while another 38% describing it as geélsomewhat stressful.” A number of
migration stressors were reported during their atign travels. For example, 5% of
participants endorsed they were robbed, 12% sthtgdwere accidentally injured, 15%
reported they became sick, and four participamgented they were physically attacked.

The overall migration stress level reported washigh, given a mean of 2.08D= 1.06,
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range 0-8). The majority of them reported they hatexperienced any discrimination in

the U.S. (52%), while 43% endorsed they had.

Descriptive statistics for all variables were exa@d, including mean, standard
deviation, and frequency distributions, to desctii®sample and to examine the
tenability of assumptions required for the proposktistical analyses. The mean,
standard deviation, and alpha coefficients for eanfable are presented in Table 2.
Alpha reliability coefficients ranged from .44 &8.(see Table 2). The latent construct
Awareness of Discriminatiolnad the lowest reliability coefficient & .44). Given that
alpha coefficients below .50 are considered undabép(George & Mallery, 2003;
Kline, 2000), | conducted an exploratory factorlgsia to explore the proposed
construct. Specifically, | conducted an explorati@ctory analyses oAwareness of
Discriminationusing the Principal Axis Factoring extraction noethn order to examine
the extraction communalities. Five of the six itemthin this construct had
communalities were below .30, suggesting thattémas did not constitute a cohesive
factor (Floyd & Widaman, 1995). Consequently, itsveketermined thakwareness of

Discriminationwould not be included in the model.

Table 2

Means and Standard Deviations

Variable M SD N ol
1. Grades in school 4.18 0.98 265
2. Educational Aspirations 4.03 1.21 272
3. Educational Expectations 3.57 1.35 263
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4. Personal Exp of Discrimination 1.17 1.47 269

5. Traveled with parent 0.39 0.49 281

6. Concerned for safety 0.57 0.5 253

7. Robbed during journey 0.05 0.22 277

8. Were physically attacked 0.01 0.12 277

9. Accidentally injured during journey 0.12 0.33 527

10. Became sick during journey 0.15 0.36 275

11. Degree of stress 0.91 0.75 249

12. Anxiety Subscale 3.99 3.38 269 0.79
13. Depression Subscale 13.6 7.11 282 0.83
14. Post-Traumatic Stress Subscale 4.56 3.84 26682 0
15. Migration Stress 2.08 1.06 236 0.55
16. Awareness of Discrimination 2.61 0.52 205 0.44
17. Familism (Support) 24.88 5.86 281 0.93
18. Teacher Support 9.55 2.12 280 0.79
19. Social Support 5.77 1.71 278 0.57

Note.Range for variable 1 (Grades) was 1-5. Rangeddables 2 (Ed Asp) and 3 (Ed
Exp) was 1-6. Range for variable 3 (Personal Exipistrimi) was 0-9. Range for
variables 5 through 10 was 0-1. Range for varialhil¢Degree of stress) was 0-2. Range
for variables 12 (Anxiety) and 12 (Depression) W&a/7. Range for variable 14 (Post-
Traumatic stress) was 0-24. Range for variableMigrétion Stress) was 0-8. Range for
variable 16 (Awareness of Dis) was 1-16. Rangeéniable 17 (Familism) was 1-35.
Range for variable 18 (Teacher support) was 0-hhge for variable 19 (Social
Support) was 0-8.

! Alphas were not calculated for single items.

44



Histograms and skew and kurtosis values were exahfor each variable to
assess the normality assumption. The majorityuwdystariables were found to be
within the recommended limits of -+3.0 to 3.0 feew values, and -10.0 to +10.0 for
kurtosis values (Kline, 2005). However, valuestfar depression subscale within the
Psychological Distresktent construct were not within recommended Bnigkew=
4.66;kurtosis= 28.88). Additionally, a visual inspection of ligtams indicated that data
distributions were normal for all indicator variablexcept for the following three:
anxiety, depression, and post-traumatic stressvildtaion of normality was addressed
with the recommended approach of using maximuniitigked with robust standard errors
during structural equation modeling, as this methibmlved for an accurate estimate of
the model, despite the non-normal distribution tbimsome of the indicator variables

(Kline, 2005; Muthén & Muthén, 1998-2012).

Correlations

Correlations between variables were calculated aiftearson product moment
correlation for most variables and a spearman latioa for the count-based indicators.
Correlations were found to be small to moderaté(}.providing evidence that
multicollinearity was not a problem. The correlatimatrix of study variables is
presented in Table 3. As expected, higher gradsshaool were significantly related to
higher educational aspirations and higher educaliexpectations. Indicator variables
for the Migration Stress latent factor were corediawith indicator variables for the
Educational Outcomes latent construct in the exgukdirection, though some
coefficients were of small magnitude or non-sigrafit. As expected, a higher degree

of stress experienced during migration was sigaifily related to lower academic
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grades. Not traveling with a parent was signifibarglated to being more concerned
for one’s safety, being attacked, becoming accalbninjured during migration, and
depression. As expected, the degree of stressierped during the migration journey
was significantly related to anxiety, depressiorg post-traumatic stress indicators,
such that the more stressful the move was, the arotety, depression, and PTSD
symptoms were endorsed. Also observed was the gdeignificant relationship

between anxiety, depression, and post-traumagssindicators.

Unexpectedly, the majority of the indicator vargdbf the Psychological
Distress latent construct were not significantlyretated with any of the indicators of the
Educational Outcomes latent construct or with peasexperiences of discrimination.
The only exception was depression, which was neglgtcorrelated with grades, such
that higher levels of depression were associatéd lawver grades in school. Also
unexpectedly, personal experiences of discriminatiere not significantly correlated
with grades in school, educational aspirationgducational expectations. Personal
experiences of discrimination were also not sigaitfitly correlated with any of the
indicators of the Psychological Distress latentstarct.
Model Testing

Given that the count-based indicators of psychaokgymptoms (i.e.,
depression, anxiety, posttraumatic stress) weheratrongly positively skewed,
reflecting relatively low levels of depression, @ty and posttraumatic stress, there were
two options for the data analysis. One option weasdat the variables as count-based, in
which case Mplus would account for skew throughuse of the Poisson distribution for

count variables. The drawback to this option was kplus would not provide model fit
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indices or standardized estimates of model paths.other option was to consider the
variables to be normal but use Robust Maximum lililkceld, which applies the Huber-
White sandwich estimator (Muthén & Muthén, 2008attust standard errors to account
for non-normality. The advantage to this approacthat fit indices and standardized
estimates are calculated and provided. Thus, fitiswas chosen.

The hypothesized model depicts the influence ofratign stress, psychological

distress, and personal experiences of discriminatioeducational outcomes.
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Table 3

Correlations Among Measured Variables for Whole glam

Variable 1 2 3 4 5 6 7 8 9 10 11 12 13 14
1. Grades -
2. EdAsp 28** -
3. EdExp 30%* [ 70**
4. PDiscri -.02 A1 .04 -
5. NoParent -.04 -11 .19  -.05 -
6. SafetCoh -13 -09 -09 .01 .29** -
7. Robbed -.01 -.03 -09 -15 .09  .17*
8. Attacked -0.02 -.06 -02 -20* .15* 0.96 .39* -
9. Injured .04 -.02 -04 -08 .14 .15 .27**.14* -
10. Sick -.01 -.05 .03 -.02 A1 .08 .09  .29%03** -
11. StressDeg  -.17** -11 -.09 .07 06 .37 .28**0.1 .19** .17** -
12. Anxiety -.10 .00 -.00 .15 .08 .09 .02 .25%*.14* 22%* | 20** -
13.Depressh  -.13* .02 -02 -06 .12 -02 .04 -00 .16**.18** .21** .66** -
14. PTSD -.06 .03 -.00 A1 .03 .08 .05 .13* .05 .17** .26%70** .67**

Note: EdAsp = educational aspirations; EdExp = atlanal expectations; PDiscri = personal expessraf discrimination;
NoParent = did not travel with parent; SafetyCaroacerned for safety; Robbed = robbed during joyrAgtacked =

attacked during journey; Injured = accidentallynegd; Sick = became sick; StressDeg = degree esstxperienced; Anxiety
= Anxiety Subscale; Depressn = Depression Subsealsp = PTSD subscale. Variables 5 through 11heréndividual items
that make up the latent variable of “Migration S&& Items marked with a superscript {i.e., SafetyCon, Anxiety,
Depression, and PTSD) denote the use of Spearmamiations reported, which were calculated taaot for the rank-
order, count-based data. All other correlations@néed above are Pearson Product Moment corredation

*p <.05, *p < .01 (2-tailed)
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Specifically, migration stress, psychological diss, and personal experiences of
discrimination adversely effect educational outceniewas also hypothesized that
migration stress would be positively related toghsyjogical distress, and that
psychological stress would mediate the relationblefveen migration stress and
educational outcomes. Finally, moderation effeege hypothesized for perceived
support, such that the relationship between migmagiress and educational outcomes

would differ for participants with high versus Igyerceived support.

Measurement Model. The theoretical model summarized in Figure 2 watete
with Mplus 7.0 software (Muthen & Muthen, 1998-201i2sing structural equation
modeling. A maximum likelihood estimator with robusethods (MLR) was used in
order to adjust standard errors to account for mamality (Muthen & Muthen, 2008-
2012). Specifically, this approach was needed josador the non-normality of the
count-based indicators of psychological symptones, (Anxiety, Depression, and

PTSD), which were positively skewed.

First, a series of confirmatory factor analysesAGFwere used to evaluate the
measurement model by exploring the fit of the iathes to their proposed latent
constructs. Kline (2011) suggested examining gosslioé fit using the following fit
indices: Comparative Fit Index (CFl), Tucker Lewidex (TLI), the root mean square
error of approximation (RMSEA), and chi-square. Gowodel fit was determined by
examining a combination of indices such as a ngniicanty? CFI values greater than
or equal to .95, TLI values greater than .90, aMBEA of .06 or less. Specifically, CFl
values above .95 were considered to be indicafivery good model fit, whereas CFlI

values of .90 to < .95 represented adequate fit§Hentler, 1999). With respect to
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RMSEA, values less than .06 were considered gaodHlfine, 2011) and values less tt

.05 represented a very close fit (Hu & Bentler,9)9

Figure 2.Theoretical Model Testt
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The hypothesized model is presented in Figure 8.eXogenous variable was 1
Migration Stressatent factor. The endogenous variables were tiieh@togical Distres
and the Educational Outcomes latent constructsc®hérmatory factor analyses to
place in steps. At each step, fit indices and eadicloadings were examineFirst, a
confirmabry factor analysis was conducted for Educational Outcomédatent consuct.
Factor loadingsvere all above the recommended .30. Specificthe CFAproduce:

loadings of .35 (grades), .88d aspirations), and .85 (expectations)Next, a CFA fo
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thePsychological Distreskatent construct was conducted. Loadings obsemexd .90
(anxiety), .87 (PTSD), and .87 (depression). Lastlythe latent construddigration
Stressfactor loadings were .59 (migration safety/stres&l .56 (migration events). All
factor loadings for all latent constructs were ab@5b (see Table 4) and were also all
significant at the < .001. The CFA analyses indicated that no modiboa needed to be

made to any of the latent constructs.

After CFAs were conducted, the measurement modeltesied and the
relationship between the latent constructs wasoegg! Fit indices suggested very good
model fit (see Table 4). Specifically, the CFI (.9BLI (.98), and RMSEA (.04) all
suggested good model fit, and the chi-square ttadislue was not significant® (17) =

25.70, p = .08.

Table 4
CFA Loading Estimates for Each Individual LatentnGwuct and Correlations Observed

within the Measurement Model

CFA
Loading
Estimate S.E. p
Educational OutcomeBY
Grades 0.35 0.07 .00**
Educational Aspirations 0.83 0.07 .00**
Educational Expectations 0.85 0.07 .00**
Psych DistresBY
Anxiety 0.90 0.03 .00**
Depression 0.87 0.03 .00**
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PTSD 0.87 0.03 .00**

Migration Stres8Y
Migration Safety/Stress 0.60 0.10 .00**
Migration Events 0.56 0.10 .00**

% (17) = 25.70p = .08, CFI = .99, TLI = .98, RMSEA = .04

Structural Model. Next, the relationship among the model’s latemistructs and
observed variables was explored by testing thetstral model. The structural model
showed very good fity® (22) = 32.34, p = .07. Goodness of fit indices destrated good
fit (CFI =.99; TLI = .98; RMSEA = .04). Two pathgere significant in the structural
model. Table 5 provides parameter estimates (stdizéa and unstandardized) gnd
values for the model. As expected, the Migratices latent construct significantly
predicted the Psychological Distress latent cons{fi .36) and the Educational
Outcomes latent construgi< -.23) at thep < .001 level. Specifically, migration stress

positively predicted psychological distress andatiegly predicted educational outcomes.

Figure 3 presents the final structural model. Cagtto expectations, the
following paths were not significant: (1) the Migom Stress latent factor did not predict
Experiences of Discriminatiofs € .11, ns); (2) the Psychological Distress lataotdr
did not predict Experiences of Discriminatigh< .15, ns) or (3) the Educational
Outcomes latent factop & .15, ns). Additionally, the path from Experieacd
Discrimination did not predict Educational Outconfigés .07, ns). Thus, there were no

significant indirect effects (i.e., mediation effgcin this model.
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Figure 3.The Final Structural Mod
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Table 5.
Observed Relationshigmetween Migration Stress, Psychological Distressséha

Experiences of Discrimination, and Migration St within theStructural Mode

Estimate S.E p
Psych Distres®N Migration Stress .38 0.0¢ 0.00**
Education Outcome®N Psych Distres 15 0.0¢ 0.08
Education Outcome®N Migration Stres -.27 0.1z 0.03*
Psych Distres®N Personal Exp of Discriminatis A7 0.0¢ 0.07
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Educational Outcom@®N Personal Exp of
Discrimination .07 0.10 0.51
Personal Exp of Discriminatio’/1 TH Migration

Stress -11 0.15 46

v%(22) = 32.34p = .07, CFl = .99, TLI = .98, RMSEA = .04
Moderation Testing for Perceived Support

A multiple group analysis was conducted to tesnfioderation effects across
perceived support. The moderating analysis of pezdesupport required samples to be
split before proceeding to actual analysis. Sarapliting is achieved by splitting the
median to separate the data set (Durvasula, Qrgsgpnski, & Netemeyer, 1993). The
goal of multi-group analysis was to obtain two dsgts; one consisting of participants
reporting higher support and one consisting oféh@porting lower support. In preparing
for the analyses of social support as a moderitioecame evident that it would be
inappropriate to apply median splitting to all bétmeasures of support. While the
measures of familism, teacher support, and sog@bart all allowed for median splitting
in preparation for multi-group analysis, family gapt did not. The family support
measure, FACES II, was found to be inappropriaterfoderation testing due its non-
linear distribution. Extremely low scores representigid or disengaged family patterns,
while extremely high scores represented enmeshelamtic rather than highly
supportive family patterns. Thus, this measureuppsrt was excluded from the
measures of support used to determine higher w&rlsupport groups of participants.
Only the scores obtained from the familism, teached social support scales were used

to derive the higher and lower support groups.
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As an initial step, items that contributed to theasurement of perceived support
were combined to form an aggregate score. Scorésediamilism, teacher support, and
social support scales were added up to form tlaé petrceived support score. The range
of this aggregate score 11-49. The median wadM240.24,SD=7.32). Using the
median value obtained for perceived support, tvaugs were then created and used for
multi-group analysis in Mplus. First, the groughwalues above the median made up
the “higher” perceived support group (n=127). THhée group with values below the
median made up the “lower” perceived support grgapl50).

Next, | performed a multiple group analysis to festmoderation effects across
higher and lower levels of perceived support. Hmalysis compared two models. First,
it compared a model in which the parameters wdosvall to vary across higher and
lower levels of perceived support. Then, it comgaree in which the parameter values
were constrained to be equal between the two gr@yee, 2001; Bollen, 1989; Kline,
1998; Muthen & Muthen, 2008). When conducting matien analyses, a statistically
significant chi-square value suggests that therpater estimates vary across groups. The
chi-square difference test indicated there werstatistically significant differences in
the path coefficients between higher and lowerl&géperceived support. That is,
results indicated the structural model did not \a@sya function of perceived suppoxf (
(6) =3.92, ns).

Post Hoc Analyses

Post hoc multiple group analyses were conducteéestafor moderation effects for

gender and type of school attended (i.e., midd@alcvs. high school). First, with

respect to gender, findings from studies on Layioath have noted gender variations
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with respect to educational aspirations and acadaotiievement (Colén & Sanchez,
2010; Blair & Cobas, 2006; Kao & Tienda, 1998). Thepose of the post hoc analysis
was to see if gender variations were also obsdrvad all foreign-born Latino
immigrant sample. For the multiple group analysigender differences, participants
were grouped by gender with males being in oneg(og126) and females being in a
second group (n=152). The chi-square differendandscated there were no statistically
significant differences between males and femdlkat is, the structural model did not
vary as a function gender%((6) = 10.95, ns).

It also felt important to explore descriptive infuation regarding any possible
differences that might be observed among middleacyouth versus high school
adolescents. Research on immigrant youth sugdesttyaunger children may adjust
more easily, compared to older adolescents, whaitneigperience more complicated
issues within the school setting (Zagelbaum, 20A&éxdemic achievement might also be
lower in high school since that is when immigraotith might develop greater awareness
of the challenges that being an immigrant mightepgagheir educational goals (Perez et
al., 2009). To further explore the possible modegaimpact that being in middle school
versus high school might have on the educationtionoes of the participants in this
study, a second post hoc multiple group analyssaeaducted to test for model
moderation effects level of school (i.e., middlaaal vs. high school). The chi-square
difference test indicated that the model did nay\es a function of school levelq (6)=

4.71, ns).

56



CHAPTER V
DISCUSSION

This study aimed to contribute to the literaturesdiicational outcomes and risk
and protective factors in the lives of foreign-hdratino immigrant youth with a special
emphasis on how these were related to their mamraxperiences. The relationships
between migration stress, psychological distregseences of discrimination, and
awareness of discrimination were explored in retatdo educational outcomes in a
sample of 281 Latino immigrant youth. These relalops were then examined to see if
they differed as a function of perceived suppaghagr, and school type (i.e., middle
school versus high school).

This chapter discusses the findings of the stugsearch and clinical
implications, and study limitations and strengffisst, | describe the findings related to
the measurement and structural models tested. Neist;uss the role of perceived
support, gender, and level of school in the staedylts. Finally, | review the limitations
and strengths of the study, and offer suggestion&ifure research.

Based on prior research, | expected to find sigaift relationships between
experiences of discrimination, psychological disstemigration stress, and educational
outcomes, and that psychological distress and a@aseof discrimination would have
mediating roles in the model. Additionally, | hypesized that these relationships would
differ for immigrant youth depending on the levefsupport they perceived.

Major Findingsin the Final Model
The final model reflected minor changes to theinabhypothesized model.

Specifically,Awareness of Discriminatiowas removed as a latent construct from the
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model due to poor inter-item reliability and ladkeoclear unifactorial factor structure.
The revised hypothesized structural model was fdarimk a good fit for the data. This
model examined the relationships between the ldéetdrs ofMigration Stress
Psychological DistressandPersonal Experiences of Discriminatiand educational
outcomes (the outcome variable). Educational ouesoonsisted of academic grades
earned, educational aspirations, and educatiomeaations. After an overview of the
major findings, each set of relationships is disedsin the context of current literature.
Migration Stress and Educational Outcomes. As expected, migration stress
significantly predicted educational outcomes. Ragréints who endorsed experiencing
more stressors related to their migration expedadpay., those who reported being
concerned for their safety, becoming sick, acciaininjured, or having been attacked
or robbed during their journey) were more likelyréport lower academic grades and
endorse lower educational aspirations and expeatin contrast, participants who felt
less concern and stress associated with their tragranto the United States reported
more positive educational outcomes. These stuaesris more likely to report having
higher educational aspirations, higher educatierpkctations, and also more likely to
report higher grades in school. To my knowledgepmayious studies had explored the
extent to which migration stress predicts educaliontcomes. However, given the
traumatic component that the act of migrating cavehDesjarlais et al., 1995; Perez
Foster, 2001), the findings observed between maratress and educational outcomes
seemed consistent with other studies that documsignificant relationship between
trauma and school achievement (Goodman, Miller, &¥Olatunji, 2011; National

Child Traumatic Stress Network, 2008).
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Migration Stress and Psychological Distress. As expected, there was a
significant positive relationship between migratgiress and psychological distress.
Specifically, migration stress predicted highergtsjogical distress levels as measured
by symptoms of anxiety, depression, and posttraigrsiess. These findings are
consistent with existing research about a posiel&tionship between migration stress
and mental health (Ornelas & Perreira, 2011; PEoster, 2001; Thronson, 2010; Vega
et al., 1987). To my knowledge, no other studydigdored anxiety, depression, and
posttraumatic stress together as a latent constitioh the context of a structural
equation model. At the same time, previous studitesupport a relationship between
migration stress and depressive symptoms in Latthdt immigrants (Ornelas &
Perreira, 2011) and higher reports of both anxaety depression associated with higher
migration stressors for Latino immigrant youth @udtnick & Perrerira, 2010).

Psychological Distress and Educational Outcomes. Despite prior evidence that
psychological distress would predict educationatomnes (Fletcher, 2008; McLeod &
Kaiser, 2004; Needham et al., 2004), my findingsrdit support this hypothesis. While
there was a significant negative relationship betwaigration stress and educational
outcomes and a significant positive relationshipeen migration stress and
psychological distress, psychological distress m@ssignificantly correlated with
educational outcomes. These findings did not sughperstudy hypothesis and were
inconsistent with the literature, as psychologaiatress typically is negatively correlated
with and predictive of educational outcomes (McL&oHaiser, 2004; Needham et al.,

2004).
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Although the relationship between migration sti@sd educational outcomes was
consistent with my hypotheses, it was especialtgloie in light of the lack of
significance between psychological distress ana&ithnal outcomes. One explanation
for this might be that the psychological distresgezienced by this sample was not of
sufficient magnitude to have an impact on educationtcomes. Scores on measures of
anxiety, depression, and posttraumatic stress alepesitively skewed, indicating that
participants reported low levels of each conditidrgreat majority of the participants
scored low on anxiety, posttraumatic stress, ampdedsion. That is, the majority of the
sample did not endorse clinically significant lesvef any symptom that would have been
indicative of psychological distress.

Personal Experienceswith Discrimination. Surprisingly, none of the study
variables were related to personal experiencesdisttrimination. This was unexpected
given that several studies have provided substauidence of a link between personal
experiences with discrimination and psychologidsirdss (Brown et al., 2000; Torres et
al., 2011; Williams et al., 2003) and educationaticomes (Alfaro et al., 2009; Benner &
Graham, 2011). Many researchers have found thatiisiation has a significant and
negative influence on mental health (Brown et2000; Torres et al., 2011) and that
perceived discrimination is associated with higkegels of stress (Pascoe & Smart
Richman, 2009; APA Presidential Task Force on Inmatign, 2012), depression,
distress, and anxiety (Brown et al., 2000; Williamsl., 2003). Previous research has
also found strong evidence for a link between peeckor experienced discrimination
and academic performance (Alfaro et al., 2009; Bed@nGraham, 2011). For example,

higher levels of experiences of discrimination wassociated with lower grades and a

60



lower likelihood that the youth would stay in schooa sample of Latino youth

(Martinez et al., 2004). It was also hypothesized personal experiences of
discrimination would be positively related to mityoa stress, but this was also not
supported. Instead, a negative relationship betweshwo was observed whereby higher
levels of migration stress were associated withefgpersonal experiences of
discrimination.

One possible explanation for the lack of relatiopstassociated with this variable
could be the way it was measured. In this studssg®l experiences of discrimination
was measured with a two-part question that askedleéf (1) they had ever felt
discriminated against, and (2) if they had, by whémrcontrast, other studies that have
included measures of discrimination in their reskdrave tended to use established
scales with multiple items and strong psychometraperties. For example, Alfaro and
colleagues utilized a 10-item scale, the Perceidedrimination Scale, with established
psychometric properties demonstrating Cronbackwlkaabf .90 (2009). It is possible that
the two-part item was not a valid way of accurategessing for personal experiences of
discrimination.

Participants in the present sample reported sirtalagls of perceived
discrimination, suggesting little variation. Mokeat half of the sample (55%) reported
no experiences of discrimination. Among those witbethdorse personal experiences of
discrimination, little variability was observed,tivithe majority of the participants
indicating few instances of discrimination expeded. This limited variability might
also help explain why the personal experiencessafidhination were not significantly

correlated with either psychological distress areadional outcomes. It is also worth
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noting that the field notes from the LAMHA reseatelm, who collected the data,
indicated that some of the youth had difficulty aretanding the term “discrimination”
and that they needed more clarity on what was nm@attacial and ethnic groups.” It is
possible that the lack of clarity about these teatse account for the low levels of
discrimination that were reported.

Another possible explanation for the lack of sigraht findings might be related
to acculturation and amount of exposure to diseration. Research suggests that
generational status plays an influential role iadeanic achievement, leaving the second
and third generation more susceptible to discritionecompared to their foreign-born
peers (Valenzuela, 1999). A good deal of evidenggeasts an immigrant advantage,
often referred to as the “immigrant paradox,” wiwrenmigrants outperform their U.S.-
born peers (APA Presidential Task Force on Immignat2012). The lack of a
significant path between personal experiencessafrgiination and educational
outcomes might be related to a generational statuantage of the foreign-born youth
that constitute this sample. It is also worth ngtihat much of the research that focuses
on the relationship between discrimination and atlanal outcomes has been conducted
with samples of U.S. natives (Benner & Graham, 2&kttles et al., 2006; Lee & Ahn,
2012).

Perceived Support. It was expected that the relationship betweerMiggation
StressPsychological DistressandPersonal Experiences of Discriminatitatent factors
and educational outcomes (the outcome variable)dnditfer for participants based on
levels of perceived support. Specifically, | expekcthat perceived support would act as a

moderator, such that participants with higher lsw#lsupport from families, teachers,
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and social support in genera would have weakesgatween the following: (1)
migration stress and educational outcomes, (2)atiar stress and psychological
distress, (3) psychological distress and educdtmmaomes, and (4) personal
experiences of discrimination and educational cues That is, my hypothesis was that
the impact of migration stress on educational cuie®and psychological distress would
be lower for people who perceived more supportpBi@eived support group differences
were found for the structural model. That is, tlrerggth of the relationships between the
variables tested was not weaker among studentsewtharsed higher levels of perceived
support compared to those who endorsed lower |@fglsrceived support. This was
surprising given that support from parents, teaghand support in general are often
described as protective factors with respect telpsipgical distress (Katsiaficas et al.,
2013; Ko & Perreira, 2010; Potochnick et al., 200fafna-Taylor & Alfaro, 2009) and
are positively correlated with academic achievengatiaro et al., 2006; Altschul, 2011;
Suarez-Orozco et al., 2009; Plunkett et al., 2008).

One possibility for the lack of moderating effeistshat perhaps social support
does not have the same moderating effects withgiedeorn youth. For instance, in one
previous study exploring the relationship betwemsearinination and depression among a
diverse group of minority students, social suppaitnot moderate the relationship
between symptoms of depression and perceived dis@iion (Tummala-Narra &
Claudius, 2013). Instead, nativity status moder#tedelationship between the two.
Although Latinos made up a small percentage ofghatple, the findings seem to
suggest that there is less of a relationship betweeceived discrimination and

symptoms of depression endorsed among minorityestisdvho are foreign-born
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(Tummala-Narra & Claudius, 2013). Similarly, intady exploring the relationships
between perceived discrimination, acute stresstladioderating role of social support
among African American women, social support dittlmoderate levels of
discrimination on acute stress. Instead, the asthgued that social support played more
of a coping function than a “leverage” functiorthe lives of minorities (Ajrouch,
Reisine, Lim, Sohn, & Ismail, 2010).

Additionally, in a recent study exploring interrmig symptoms and perceived
support in a sample of ethnically and racially dseefirst and second generation youth,
perceived support played a mediating role in symgtof anxiety and depression, but
generation status was the factor that moderatecketagonship between perceptions of
support and symptoms of depression and anxietys{&fatas et al., 2013). Interestingly
enough, in that particular study, perceived supplayed a more critical role for
immigrants than for U.S.-born youth (Katsiaficaset 2013). Given that 100% of the
participants in this sample were foreign-born.atilbeen hypothesized that similar
findings would be observed in this this particidardy. Despite the lack of moderation
effects found, the literature supports the ide&lthéino immigrant youth rely on support
systems to overcome the challenges of migratioto@Pmick & Perrerira, 2010).
Another possible explanation for the lack of motiagpeffects observed in this study
might relate to the measures used to assess pedcaipport. It is possible that
measurement issues influenced the unexpected oatcdms possibility is further
explored in the limitations section.

It is also important to acknowledge that the sanugled in this study reported

relatively high levels of support, and was highdtioning with respect to their
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academics and psychological well-being. The majafithe immigrant youth self-
reported they obtained mostly As and Bs in schalsio, the overall low levels of
migration stress reported and the non-clinicaljyngicant symptoms of anxiety,
depression, and post-traumatic stress endorse@siigy were also high-functioning
with respect to their overall mental health welinge In these ways, they were different
from other Latino youth represented in the literefuvho tend to have higher variability
in terms of their academic achievement and psycjicabwell-being.

Finally, post-hoc analyses were conducted to samyifgender or school group
differences (i.e., middle school versus high schewristed. Findings revealed that when
the relations between migration stress, psychotbgiistress, personal experiences of
discrimination, and educational outcomes were arplas a function of gender or school
level, no group differences were found between malel females or between middle
school and high school students. This was surgyigiven findings from other studies of
Latino youth, in which gender has been identifisthaving a moderating effect on
academic achievement (Blair & Cobas, 2006; Cold8aachez, 2010; Fin & Ishak,
2012; Kao & Tienda, 1998).

Implicationsfor Practice

Taken together, the findings of this study haveesgvimplications for clinical
practice with Latino immigrant populations. The naigon experience itself can act as a
catalyst for the development of psychological @éissr(APA Presidential Task Force on
Immigration, 2012) and this study suggests thatratign stress predicts educational
outcomes. Attending to migration stress may hetfince psychological distress

associated with anxiety, depression, and post-tafigratress, and may also reduce the
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adverse effects of migration stress on educatidcomoes. First, it is recommended that
practitioners who work with immigrant youth congiaet just their clients’ nativity
status, but also the migration experiences that thieign-born clients experienced.
Specifically, it is recommended that cliniciansesssfor any safety concerns and/or
stressors experienced during migration when worlaiiig immigrant populations, as
these might have long-lasting effects. Additionaillyline with the Stages of Migration
framework (Sluzki, 1979), therapists should alsosider pre-migration and post-
migration experiences, as experiences of traureagats are not limited to the actual
crossing the border experience (Desjarlais el @B5; Ko & Perreira, 2010; Suzki,
1979). Eliciting information about migration expeEices may be done by utilizing
narrative approaches and incorporatingntoqstories) therapy, as these allow clients to
tell their story (Zagelbaum, 2011). Narrative agmtoes anduentogherapies are
offered as possible models, as these are frequesgly when working with immigrant
families (Falicov, 2007; Zagelbaum, 2011). Theregisay also consider incorporating
psycho-educational interventions covering the impétrauma and the challenges
associated with transitions/adjusting to a new rmment. Additionally, when working
with Latino immigrant families, clinicians shouldrato involve parents and other family
members in whatever work they engage in with thaigmant youth, as including family
can demonstrate cultural competence and awareh#ss walues Latinos have for
familismoandrespeto(Dingfelder, 2005; Santiago-Rivera et al., 200ag&lbaum &
Carlson, 2011).

Ideally, clinicians should also have some awarené#ise percentage of

immigrants within their communities and also be ifemwith some of the most common
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methods they use “transportation” during their ratgm to the U.S. Having an awareness
of whether immigrants in the community arrive te th.S. via planes or by foot while
crossing the border could give insight as to thellef stress they might have
experienced during migration (Sluzki, 1979; Zunig@02), including how unsafe it

might have been.

Secondly, because immigrants are less likely izatiraditional mental health
services (APA Presidential Task Force on ImmigrgtR012), school interventions
aimed to attend to migration stress may be espgtialpful when working with
immigrant youth. School districts located in deimsenigrant communities might
consider setting up special tutoring services tivigle additional support to students who
might be having trouble concentrating in school ttustressors associated with having
recently migrated to the U.S.

Also, while it is important to avoid making assuiops about anyone’s legal
status, school personnel should acknowledge algedack of legal status for the
children or for a family member, especially in coomiies with a high percentage of
immigrant settlement. The literature suggestsb#t undocumented immigrants and
U.S.-born children of adult undocumented immigrares susceptible to experiencing
psychological distress if there are members withair families who are undocumented
(Chaudry et al., 2010; Potochnick & Perreira, 2010y recommended that teachers and
other school staff participate in special trainitiggt help them understand some of the
unique stressors that immigrants face. These dpsddrainings could help increase

cultural sensitivity when working with immigrant palations (Rhodes, 2005).
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In addition to educating teachers and school aditnators and promoting the
development of interventions within schools, itasommended that professionals also
help design services within their communities idesrto attend to the possible migration
stress that may be experienced by their commuesiglents. For example, support may
be provided to the families of immigrant youth e tform of outreach programming in
the community. This type of outreach could inclpdgcho-educational information
about the legal rights of immigrants, communityotgges, as well as information about
the school system in the U.S. and possible chadetigeir children might experience
(e.g., financial challenges in their pursuit oflieg education). Community outreach
efforts can also help parents unfamiliar with th& leducational system identify ways of
further supporting their children throughout theslucational trajectories.

At the same time, professionals should recogniaedbpending on the state,
certain laws might significantly reduce the likeldd that families will seek services for
themselves and their traumatized children out af fleat this might jeopardize their
families. There might also be financial barrieesyduage barriers, and transportation
barriers that impact access to mental health ses\(iBPA Presidential Task Force on
Immigration, 2012; Wallace, Torres, Sadegh-NolRoyrat, & Brown, 2012). Given the
influence that the context can have on how safeliesrfeel accessing services, efforts
should be made to offer outreach interventionsttirggs in which Latino immigrants
might feel more safe. For example, workshops ahdratutreach events may be
organized at the local church, in collaborationhwiite church clergy and other

community members, as a way of making immigrantifamfeel a little safer.
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Implicationsfor Research

Longitudinal studies are strongly recommended fatastanding not just long-
term effects of migration stress, but also for uaténding sources of support and other
protective factors at different ages. Although noderation effects were observed for
perceived levels of support, it is possible thanasigrant Latino youth continue to
grow, different support systems might play différprotective roles. For example,
immigrant youth might rely most on parental andeottamily support during elementary
and middle school, and perhaps rely more on teatigort as they enter high school.
Thus, incorporating measures of parental and teachpport in longitudinal studies is
recommended to better understand the roles thatelit groups play as youth get older.

In addition to further exploring support systeniss recommended that future
research also consider the ways in which pare@mtalvemenmight look differently
among Latino immigrant populations. Parental ineohent is a broad construct used to
assess parenting behaviors; these can range flwooldoased and home-based
involvement (Altschul, 2011; Pomerantz, Moormani.,.i&vack, 2007). In a study of
1,609 Mexican-American youth, parental involvemiarthe home was associated with
higher academic outcomes, as measured by scosgamtardized tests in reading, math,
science, and history (Altschul, 2011). Parentablnement in the home was measured as
engaging in activities together and discussing skctelated matters (Altschul, 2011).
Future researchers should keep in mind that néomis of parental involvement are the
same and that different parents have different @spees when interacting with their
children’s schools (Olivos & Ochoa, 2006; Olivoghoa, & Jiménez-Castellanos,

2011). For instance, language, financial, and othé&ural barriers between parents and

69



teachers can impact parental involvement at saffitedse, 2002). Consequently, it
would be important to further explore the not ji role that parental involvement plays
among immigrant youth, but also how this type ebirement might be different for
families who are undocumented.

Additionally, although personal experiences otdmination were not
significantly predictive of either psychologicakttiess or educational outcomes within
this sample, it would be interesting to see howetfects of experiences of
discrimination change over time. It is possible gmimmigrant youth get older, they
might become just as susceptible to the effectBsaiimination as their second/third-
generation peers.

It is also recommended that researchers explorpisbthe immigrant youth’s
possible undocumented status, but also exploredomymentation status changes on an
individual and family level over time. For exampikewould be helpful to know how
psychological distress and educational outcomesgghaver time as youth obtain legal
residency or citizenship status in the U.S. It wloalso be important to explore how
educational outcomes and psychological distressamong youth who are documented,
but whose parents are undocumented. Since feanolyf separation can take a toll on
immigrant’s psychological well-being (Chaudry et 2010), future research should take
into consideration post-migrations stressors sgdear of family separation and
deportation when not all family members have ahauted status in the U.S.
Researchers are encouraged to consider the inffzidegal status changes over time can
have on psychological distress and educationabowgs. It is also recommended that

researchers take into account participants’ sooio@wic status, as this can offer
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additional insight with respect to addition pre-naijon and post-migration stressors that
might be a part of their lived experiences.

Finally, because of the limited number of measdm&loped that are both
culturally appropriate and have good internal cetiesicy when administered with
foreign-born youth, existing measures should besteded, back-translated, and further
assessed with respect to their validity and rdiigbWhile many measures have been
normed on minority samples that included Latinbs important to also consider their
validity and reliability with Spanish-speaking imgnant populations. In addition to
translating measures, there is a need for devajapore measures that can be used when
conducting research with Spanish-speaking immigoaptlations. It is recommended
that bilingual and bicultural researchers be cdesdulith, if not directly involved in
efforts to developed better measures. Another resemaation is that future studies
approach research with immigrant samples from aggaatory action research focus.
This would allow for the development of more trogtrelationships between immigrant
youth and researchers, as well as foster suppantitreach efforts within the
communities in which the research is being conau@@ldersleeve, 2011; van der
Velde, Williamson, & Ogilvie, 2009).

Limitations

Limitations to the current study must be considevieén interpreting the study
findings. First, the data used to assess modedligd only on cross-sectional, youth self-
report methodologies. The youth in this study sefferted not just their current grades in
school, but also retrospectively reported theirnatign experiences that took place when

they were younger. Over 70% of the participantsrateyl before the age of 12, with
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close to one in five indicating that they movedhe U.S. before the age of 6. It is worth
noting that perhaps aspects of their migration egpee might have been difficult to
recollect due to how young they were when they rddeethe U.S. Additionally, because
the majority of the sample moved during their dhddd, it is possible that rather than
responding to items asking about their migratiopegience based on what they
personally remembered or experienced, some of thkgtendorsed might have been
based on what they recalled or heard their fanifre about their migration story. The
family story of crossing may be as influential atual memories. By relying solely on
the reports of the immigrant youth, this study stgfl from mono-method bias.
Subsequent studies can build upon these findingsdbyding additional raters. For
example, it would be helpful to obtain additiongborts regarding the migration
experience from other adults or people who migkeheccompanied the participating
youth in their migration journey. Additionally, iag school records of their academic
grades would have enriched the way Huakicational Outcomeésatent construct was
measured.

Another limitation to the study relates to the swas that were used. As
mentioned earlier, it is unknown whether transtatiack-translation procedures were
utilized for the existing measures when administgthe questionnaires to the
participants. It is also unknown the percentagpasticipants who were administered the
measures in English versus Spanish. Thus, thdatarsof measures might have
compromised the face and content validity and tthesability to fully see the role that
perceived support might have had in moderatingdlaionship between the variables.

The lack of translation back-translation proceduned the possible lack of evaluation of
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the measures with immigrant populations might helge compromised the internal
consistency reliability of the social support meaas¥Vhile this measure had been found
to have an internal consistency reliability of @iien used with ethnically diverse
samples, it had an internal consistency reliabdity57 with this sample. Information
from published work about whether these measures previously evaluated with new
immigrant populations was not available. Thuss possible that the psychometric
validity of the measures might not have been asmgtwhen used with immigrant
populations. Additionally, some of the measuresluse¢hese analyses (e.g., questions
used to assess migrations stress, awareness ofdistion, and personal experiences of
discrimination) came from measures that had negenlused before and, consequently,
there were no previously established psychometaperties for them. It would have
been more appropriate to use well-known, valid messwith psychometric properties
demonstrating high internal consistency when usiéid immigrant populations. To my
knowledge, measures such as those have not yeteegeloped.

Another limitation was the way in whid#ligration Stressvas measured. A better
measurement of migration stress would have aldaded information about the
transportation methods that were used to migratleed®).S. Future studies should take
into consideration the methods that the youth wsedigrate. For example, migration
stress would be considerably different for somewhe entered the U.S. with a valid
visa, compared to how it would be experienced éonesone else who entered the country
without any sort of documentation. Levels of migmatstress would likely also differ for
al0 year-old child pretending to be someone elskewking that other person’s

American passport, compared to how they would ba toddler who is using someone
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else’s passport and is less aware of potentiadstrs. Collecting information on the
method of transportation used could shed lighth@nigration experience and add
valuable information to the level of stress thagimihave been experienced. For
example, migrating to the U.S. by crossing the boah foot might be experienced
differently than coming into the country by cambane (Sluzki, 1979; Zuniga, 2002).

The latent construct dfligration Stressvould have also been measured more
appropriately if it had included information abaatch participant’s legal status. While
asking about someone’s legal status could raisgysabncerns for participants, the
ability to measure whether someone came into tlse With or without legal
authorization would provide additional rich insighith respect to how stressful
someone’s migration experience was (Sullivan & Repd05; Vega, Kolody, & Valle,
1987). Research focusing on undocumented immigsuggests they are more likely to
experience traumatic events during their migrafmamneys (Sullivan & Rehm, 2005).
Specifically, immigrants who report migrating witlitalocumentation describe
dangerous border crossing experiences (McGuire &@&s, 2003; Vega et al., 1987).
Some experience physical dangers such as rapevatepr, and death (Vega, Hough, &
Miranda, 1985).

Finally, we did not have access to other importactors such as acculturation
and social class in the present study. Althougletiiee sample was foreign-born,
acculturation levels might have varied, dependingh® number of years the youth had
lived in the U.S. or depending on their age at atign. Future research should aim to
also include these variables in their researchtopresas they can help shed light on

possible patterns related to years living in th8.U.
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Strengths

This study used data from the Latino Adolescentrigtign, Health, and
Adaptation Project (LAMHA), which utilized stratéfd random sampling of immigrant
youth. One of the greatest strengths was its ugataf collected from Latino immigrant
youth. Whereas much of the research conducted ongrants has targeted adult
samples, this study explored educational outcomdgtae impact of migration stress on
psychological distress among a less commonly stushenple. By focusing on Latino
immigrant youth, this study has contributed toragearch on immigration and the
experiences of immigrants. The use of stratifiedlocan sampling was strength because it
allowed for diversity with respect to age and diéf& communities in the sample. That is,
by using stratified random sampling, this study @hke to include both younger
adolescents, who were in middle school, and oldelescents, who were in high school.
Also, rather than surveying Latino immigrants ire@pecific neighborhood, it expanded
the pool to include immigrant youth who had setttedifferent cities.

Additionally, while some research existed on tationship between migration
stress and mental health (Potochnick & PerreirdaD20@rnelas & Perreira, 2011), this
study contributed to that research by adding adacueducational outcomes as the
outcome variable of interest. Given the low edwral attainment levels among Latinos
in the U.S. and the large number of Latino immiggan the U.S. (Fry & Lopez, 2012;
U.S. Census Bureau, 2012b) it was important toystinel construct of educational
outcomes by highlighting a group that is often taaked in the literature. In the past,

when studies have explored educational attainnemetd among Latinos, those research
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studies have tended to use convenient sampleg gkttond/third generation. In contrast,
this study offered a unique contribution by focgssolely on foreign-born youth.
Conclusion

In summary, these results suggest that migrati@sshas a significant direct
effect on psychological distress and on educationadomes among Latino immigrant
youth. Participants reporting high migration stressorted greater psychological distress
and had poorer educational outcomes with respestademic grades, educational
aspirations, and educational expectations. Thidystontributed to the larger existing
body of literature on the experiences of immigraatdending the focus to immigrant
youth. Additionally, it provided further suppod the existing literature that suggests
that migration stressors can impact future mergalth and well-being. The youth who
participated in this study tended to be high-aanigvhigh-functioning individuals, with
respect to their academic achievement and psycitalogell-being, giving insight about
the experiences of high-achieving Latino immignamith. In efforts to continue to
explore the experiences of the Latino immigranttgquopulation, future research should
attend to how their post-migration experiences atgmact educational outcomes and
their overall health. Future research with immigsashould give special consideration to

how experiences might differ based on legal status.
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