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ABSTRACT
Exploring Resilience and Academic Achievement: A Comparison Between Mexican American
Students and Mexican Students
Diana L. Baumeister Wildermuth
Doctor of Philosophy
Temple University, 2014
Major Advisor: Dr. Joseph Ducette
The demography of the United States is changing rapidly creating challenges in the
classrooms and ultimately changing the educational system in the United States due to this
increase in diversity. With this change there is a need for educators and educational researchers
to know more about the most rapidly growing ethnic group: Latinos. The purpose of the present
study was to investigate why some Latino students struggle to achieve in school while other
Latino students excel in their educational pursuit. This study differs from other studies since it
compares academic performance differences between Mexican (n=56) and Mexican American
students (n=30) in a small suburban school district in an agricultural area in the Mid-Atlantic
region of the United States.
The present study investigated barriers to academic achievement such as discrimination,
acculturation, language acquisition and socioeconomic status, and looked at variables related to
academic success. The study focused on two psychological constructs as possible predictors of
academic achievement for this group of students: resilience and acculturation. In addition, a
variety of variables were used in the study as demographic predictor variables. These included:
birthplace (whether the student was born in the United States or Mexico), the student’s level of
acculturation, the length of time in the United States, the student’s level of family socioiii

economic status, the student’s level of resilience, gender, home language, and educational
placements (ESL, Special Education, technical education enrollment). The outcome variables
included a variety of measures of academic achievement including grade point average and SAT
scores. All of the predictor variables were analyzed against all of the outcome variables using
Pearson correlations and multiple regression.
The findings of this study have addressed multiple issues surrounding resilience,
acculturation and academic achievement within the new demography of the United States. While
there were statistically significant findings, they are not necessarily meaningful due to the small
effect size. Nonetheless, it is imperative that researchers continue to explore what factors may
contribute to the success of some Latinos while others do not succeed. For example, one
somewhat unexpected finding was the strength of the relationship between acculturation and
academic achievement, since a student’s cultural competence was a strong predictor of academic
success. In addition to these findings and a subsequent discussion, this study highlights the need
for more culturally sensitive resilience measures or acculturation measures and ways to support
Latino students in order to bridge the academic achievement gap that exists. This study did bring
attention to what may be societal struggles that impede the success of Latinos in the United
States education system.
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CHAPTER 1
INTRODUCTION
Statement of the Problem

For some time it has been clear that the population of the Unites States is undergoing
change; an influx that is perhaps more seismic than the one found at Ellis Island at the beginning
of the 20th century. Change is constant, but attached to it is a necessity to adapt to new
challenges. With the changing demography of the United States, educators and educational
researchers need to know much more about the most rapidly growing minority: Latinos*. (Note:
There is an ongoing discussion about the proper term to apply to this population. Some prefer
Latino; some prefer Hispanic; some prefer a combination such as Latino/Hispanic. For clarity in
this dissertation, the term “Latino” will be used.) The purpose of this dissertation is to contribute
to this area of research with a specific focus on attempting to understand why so many Latino
students struggle to achieve in school. For the purposes of this study, the focus will be on one
particular group of Latinos: those who are of Mexican descent. According to the U.S. Census
Bureau (2012), “Latino” refers to people whose origin is Mexican, Puerto Rican, Cuban,
Spanish-speaking Central or South American countries, or other Hispanic/Latino, regardless of
race. One study found that 68% of young Latinos in the United States are of Mexican descent.
This accounts for two- thirds of the Latino population (Pew Hispanic Center, 2009).
Latinos are considered the largest minority group in the United States accounting for
15.8% of the total population. In addition, this population is also the youngest of the major ethnic
and racial groups (Blacks, Asians, Native Hawaiian, and Pacific Islanders and Whites) with a
1

median age of 27 (Pew Hispanics Center, 2009). Much to the surprise of many people, two–
thirds of Latinos in the United States aged 17-25 are born here. While the research on students
of Latino descent is extensive and complex, there is one fact that is indisputable: these students
are at a greater risk for dropping out of school, and school failure in general, than all other
minority students. While this fact is clear, the reason for this phenomenon is not clear. There
are, however, a number of competing explanations. Among these are the following:


There are data supporting the fact that students who do not speak English in the home
tend to lag behind their peers in school (Samson & Collins, 2012). Since many Latino
students have parents who do not speak English, or who, at best, speak it as a second
language it is possible that language barriers are the major contributing factor.



Students who are considered economically disadvantaged (often identified in public
education as recipients of Free and Reduced Meals [FARM]) also tend to score lower on
state and local assessments. Currently many of the students identified as economically
disadvantaged are also Latino. According to the 2012 Mid-Atlantic State System of
Assessment (MSSA)(pseudonyms are used throughout this study to protect
confidentiality) data, economically disadvantaged Latino students are also the same
students who tend to perform at the Basic or Below Basic level; the lowest achievement
possible.



According to the United States Department of Education in 2011, the dropout rate for
Latino students was 13.6% compared to African American students at 7.3% while the
dropout rate for Whites was 5.0% (Snyder & Dillow, 2013). In the school year 20102011, Maryland and Pennsylvania showed a similar trend in the dropout rate for Latino
2

students, respectively at 4.2% and 5.1% compared to African American students at 3.4%,
and 3.7% to White students at 2.0% and 1.5%. In comparison, Delaware had a higher
dropout rate of African Americans at 4.9% compared to Latinos at 4.7% and Whites at
3.1% (Snyder & Dillow, 2013, table 123).


Research suggests that first-generation students (immigrants) tend to have more positive
behaviors and attitudes towards school, which can lead to positive outcomes in education
and achievement (Between Two Worlds, December 11, 2009). It has also been reported in
the literature that there has been a decline in the academic aspirations and academic
performance of later generations and across generations. On the other hand, research
suggests students who are born in the United States tend to outscore first-generation
students on standardized tests and other measures of academic achievement (American
Psychological Association, Presidential Task Force on Immigration [APA], 2012). All of
this can be subsumed into the concept of acculturation.

After analyzing the literature, statistics and previous research studies, it is evident that Latino
students have an unfortunate combination of factors that have all been related to lower levels of
school achievement: they come from homes where English is not the major language; they are
often poor; they may not have been born in the United States; and, they may not have a strong
degree of acculturation. Despite this, some Latino students still manage to not only remain in
school, but also to achieve at high levels academically. To use a term from psychological theory,
these students are resilient. While the term “resilient” is a good description of these successful
Latino students, whether the construct of resilience as defined in the literature is characteristic of
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these students is an open question. One of the goals of this research is to ascertain if a commonly
used measure of resilience correlates positively with academic achievement for Latino students.

Purpose of the Study

Although resilience is the major variable of interest in this research, it is clear that
academic achievement is predicted by an extensive list of variables for students in general, and
for Latino students in particular. Among these are variables such as gender, socio-economic
status, whether the student is in special education, English as a second language, or
technical/vocational placement and whether the student’s home language is English. For Latino
students there are additional predictors that must be added to the mix such as whether the student
was born in the United States and the student’s level of acculturation. All of these variables need
to be considered when attempting to understand levels of academic achievement. The purpose of
this study is to determine which variables, singly and in combination, account for the variance in
academic achievement for Mexican-American and Mexican students over and above the variance
accounted for by resilience. To say this another way, the goal of this research is to explore the
power of resilience to explain differences in academic achievement among Latino students of
Mexican-American and Mexican descent.
Using a sample of high school United States-born students and Mexico-born students,
this study was designed to determine how much of the variance in academic achievement is
accounted for by resilience utilizing the Resilience Scale (Wagnild, 2009), one of the most
commonly used measures of this construct. Although there have been numerous studies on the
4

topic of resilience using the Resilience Scale, very few of these studies have used Latino
students, with a majority of studies focusing on Blacks and Whites (Berger, Cardosa &
Thompson, 2010). This research has shown that resilience can play a pivotal role in mental and
physical health. Being in better mental and physical health can, in turn, affect how a student
performs academically. As mentioned previously, since Latino students are one of the groups
most at risk for lower levels of academic achievement, an understanding of how resilience plays
a role for these students might lead to a better understanding of how schools can help these
students overcome the numerous risk factors which they bring to school.

Problems in Using Resilience as a Predictor Variable

While there is extensive use of the construct of resilience in both psychological literature
and in the popular press, it should be mentioned that resilience and resiliency is somewhat
problematic as a construct. For one thing, it is not clearly defined either theoretically or
operationally. Theoretically, resilience is considered by some researchers to be an outcome
variable, by others to be a trait, and by still others to be a developmental process (Olsson, Bond,
Burns, Vella-Brodrick, & Sawyer, 2003). Obviously, if there is a lack of consensus about what
resilience is, it is not surprising that this confusion carries over into its operational definition. In
addition, resilience can become a circular construct if the concept is used loosely. By definition,
if academic achievement is being predicted by a series of variables such as the ones listed above,
some students will be over-predicted and some will be under-predicted. It is easy to label those
students who do better than they are predicted to do as “resilient”. Used this way, resilience has
5

no predictive or explanatory power—it is simply a label for a group with a specific outcome.
Using the concept of resilience that way is too easy, and does not further an understanding of
why some students do well in school despite overwhelming odds.

Research Question

This study is designed to answer the following major research question:
1. Which of the following variables: Birthplace (whether the student was born in the
United States or Mexico), the student’s level of acculturation, the length of time in the
United States, the student’s level of family socio-economic status, gender, home
language, educational placements (ESL, Special Education, technical education
enrollment), singly, or in combination, account for the most variance of academic
achievement in Mexican and Mexican-American students over and above the variance
accounted for by resilience?
Definitions of Terms
Resilience: Positive adaption despite exposure to adversity which involves a
developmental progression, with new vulnerabilities and new strengths emerging with new life
experiences (Luther, Cicchetti, & Becker, 2000, p. 543). The definition will be discussed at
length in the literature review section.
Hispanic/Latino: Defined by the U.S. Census Bureau (2012), Hispanic refers to people
whose origin is Mexican, Puerto Rican, Cuban, Spanish-speaking Central or South American
countries, or other Hispanic/Latino, regardless of race.
6

Mexican or Mexican National: A person who is of Mexican descent by birth in Mexico.
Mexican-Americans: A person who is an American of Mexican descent by ancestry or
heritage.
Economically Disadvantaged Students: Students determined to be eligible for their
schools’ free and reduced price meals (FARM) under the National School Lunch Program (2012
EDFacts, 2012, p. 4)
English as a Second Language (ESL): This is a program to teach English to non-English
students.
English Language Learner (ELL): Students who are the learners of English and have
Limited English Proficiency (LEP). These students may also be considered bilingual learners.
Mid-Atlantic System of School Assessments [pseudonym] (MSSA): This assessment
consists of standardized tests administered to students. Students are assessed in reading and
writing skills, mathematics and science at the secondary level. A Proficient or Advanced score is
considered passing. A score of Basic or Below Basic means the student did not pass and meet
the adequate yearly progress as deemed by the test. This test is now replaced by the Algebra 1,
Biology, and Literature Exams (ABL exams).
Algebra 1, Biology, and Literature Exams [pseudonym] (ABL exams): This assessment
is administered to students near the completion of courses, Algebra 1, Biology, and Literature at
the secondary level. These exams must be taken by 11th grade year. Like the MSSA, a
Proficient or Advanced score is considered passing and a score of Basic or Below Basic means
the student did not pass and meet the adequate yearly progress. These exams are aligned with
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the State Board of Education standards. Beginning with the class of 2017, the ABL exams will
be one component of graduation requirements to earn a diploma.
Grade Point Average (GPA): Grades are calculated on a weighted and non-weighted
GPA scale (Appendix J). An additional .5 quality point is awarded to passing grades earned in
labeled Honors courses. An additional 1.0 quality point is awarded to passing grades in labeled
AP courses. All courses are included in the GPA and all students are included in numerical rank.

Conclusion

It is through the collection of data on Mexican and Mexican-American students’ level of
resilience and the students’ level of acculturation that I will investigate and identify resilience
factors and define the barriers to academic achievement. Resilience is often associated with
immigrants and can be described as the ability to be successful is spite of societal and
educational barriers.
This study aims to provide a greater understanding of the comparison of Mexican-born
and United States born Mexicans’ level of resilience and level of acculturation in the United
States pertaining to multiple measures of academic achievement. One goal is to understand what
makes some Latino students successful through the lens of resilience. In addition to potentially
identifying barriers, I hope to be able to provide school counselors with the tools to remove or to
address these barriers. This study will also add to the limited body of research on Latinos and
resiliency. This study will make it possible to generalize findings particular to Mexican
immigrants and Mexican-Americans in this part of the country, and offer potential
8

recommendations to meet the needs of the fastest growing population in the United States. In
addition, this study could lead to a larger study to look at other areas of the country to compare
resiliency in Latinos in other parts of the United States.

9

CHAPTER 2
REVIEW OF THE LITERATURE
Demographics
The demography of the United States is changing rapidly and both students and educators
are often faced with challenges in the classroom due to this increasing diversity. Latino students
are often faced with some welcoming, and some not so welcoming, challenges both inside and
outside the classroom, related to their ethnicity or country of origin. It is anticipated that by the
year 2050, the Latino population in the U.S. will be 30%, with the majority being born in the
United States and not being immigrants. In the states of Delaware, Maryland and Pennsylvania,
the foreign born population has changed by respectively, 72.6%, 69.1%, and 51.3% between
2000 and 2012. The two countries with the highest foreign born population in the
aforementioned states are Mexico and India (Migration Policy Institute Data Hub [MPI], 2010).
The three states were selected to analyze as they are more heavily populated with migratory
workers than other states in the northeast part of the country. From 1995 to the present,
Guanajuato is one of the top two states in Mexico having highest migration to the United States
(Terrazas, 2010). Also, Guanajuato is the state from where a majority of the participants, or their
families, in the present study are derived. In 2008, more than half of the Mexican immigrants
did not have a high school diploma or education past 6th grade, therefore limiting opportunities
upon arrival and potentially limiting future employment and educational attainment.

10

Immigration and Residency Consideration
Immigrants are persons who are born in another country or nation and arrive in the
United States. If someone is called Mexican or Mexican National, then they were born in
Mexico; if born in the United States and identify with their heritage, they are called a MexicanAmerican. Immigrants, who obtain permanent residency, are called United States Permanent
Residents and must carry their United Stated Permanent Resident Card, formerly called Alien
Registration Card and informally called green card. This study looked to compare both Mexican
and Mexican-American students; therefore, it is important to understand the differences in
terminology.
A factor not often discussed in the literature, due to the inability to accurately cite the
data, is the number of undocumented immigrants in a study. “Undocumented, or unauthorized,”
is the preferred term; however, the derogatory terms “illegal and illegal alien” have also been
used to describe these persons and are still frequently used in the United States. Approximately
22% of young Hispanics aged 17-25 are considered undocumented immigrants. Currently, there
is little information on younger Hispanics and their citizen status. In 2010, Mexico was
considered the top country of birth for immigrants migrating to the United States at 29.3% (MPI
data hub). A significant change has occurred in immigration over time. Prior to 1980, 85.2% of
immigrants became US citizens, whereas for those who entered after 2000, only 17.8% have
become US citizens. Many undocumented immigrants enter the United States, often migrating
into agricultural or farming areas in hope for employment to send money home for families to
either cross the border at a later date, or to make ends meet in Mexico.

11

An undocumented immigrant student may aspire to attend college or gain employment,
but the citizenship barrier often creates a financial barrier (Gonzales, 2009). The financial
barrier limits their ability to attend college, due to the costs associated and the inability to apply
for financial aid. Without citizenship, it is difficult to attain employment because there are a
limited number of jobs available to someone without citizenship or a work visa. This often
means that the cycle of poverty continues, which often hinders the students’ desire to complete
high school.
Several studies suggest that newcomers, or first generation students, do not fare well due
to poor language fluency, lack of formal education or interrupted education, literacy issues in
their first language, and the pressures of high stakes testing (Capps et al., 2002). On the other
hand, other studies report Immigrant resilience as some students rise above negative factors, and
as first generation Latinos tend to outperform their parents, have better attendance, have a higher
attachment to school and better mental health (APA, 2012; Center for Mental Health in Schools
at UCLA [UCLA Center for MH], 2011). Despite the adversity immigrants face, these students
tend to do better than expected when compared to second generation, and later MexicanAmericans (APA Immigration 101, 2013). This has been called the Immigrant Paradox (North,
2009) and has, only in recent years, become a research area of interest.

This is important

because some students used in this study are examples of this paradox.

Acculturation and Cultural Expectations
Acculturation is considered a process occurring over time including modifying or
changing values, beliefs, and practices through interactions with a new culture (Roche,
12

Ghazararian, & Fernadez-Esquer, 2012). In addition, another definition, found frequently in the
literature, is change and adaption for immigrants leaving their country’s culture and moving to a
new culture in a new host country (Arredondo, Gallardo-Cooper, Delgado-Romero, & Zapata,
2014). There is a plethora of literature surrounding acculturation; however, there is little
agreement about the exact definition or concept. Acculturation has also been called assimilation,
although they are actually two different constructs that are related, but are not identical. The
three outcomes associated with acculturation are: (1) acceptance, when there is assimilation of
one group into another group; (2) adaptation, where there is a merger of the two cultures; and (3)
reaction, which results in antagonistic contra-acculturative movements (Rothe, Tzuang, &
Pumariega, 2010). This process of acculturation not only changes the person, but also impacts
the receiving culture creating what is called interculturation.
Much of the research on Latinos, and acculturation, has been methodically questionable,
because there has not been an adequate delineation between Latinos born in the United States
and Latinos born in Mexico. One critical difference is that one group knows they are citizens
while the other group knows they are not. This ultimately creates a difference in how the two
groups view themselves. Furthermore, acculturation, and the stress related to it, does impact
both Mexican-Americans and Mexicans; but to what extent is the question. The literature
suggests that the term acculturative stress has emotional, psychological and physical outcomes,
and these stressors are influenced by the place a person is in the acculturation process (Holleran
& Jung, 2007). An outcome noted frequently in the literature on acculturative stress is that
Hispanic females tended to experience more variance in gender roles as compared to Hispanic
males, and both experience more stress about this issue than their parents (Arredondo et al.,
13

2014). Youth spend most of their time in school with peers; therefore, it is not surprising that
peer influence, whether positive or negative, are critical factors in acculturation. Often, language
is one of the most noticeable forms of acculturation, depending upon what rate a student learns
the new language, if it is spoken at home, in school or the community.
Research suggests that acculturation is bidimensional, or multidimensional, in nature and
should be measured that way. One study reviewed 51 acculturation scales and determined that
bilinear, or bidimensional, scales are better able to uncover a wider range of cultural preferences
and have greater ability to identify independent variables by measuring the two orthogonal
dimensions of the new culture and culture of origin (Matsudaira, 2006). One scale used with
Latinos, and found to be reliable, is the Abbreviated Multidimensional Acculturation Scale
(AMAS-ZABB), (Zea, Asner-Self, Birman, & Buki, 2003), which is a bidimensional scale
created to measure the degree of acculturation an immigrant or nonimmigrant in the US
possesses.
Cultural expectations in Latino families are the same regardless of their stage of
acculturation, such as respeto, which is respecting parents, authority, and elders (Arredondo,
Gallardo-Cooper, Delgado-Romero, & Zapata, 2014). Males are expected to protect the family
and, in the event the father is absent or ill, the oldest male is responsible for providing for the
family. This has often been a reason why some males drop out of school as they state they need
to go to work to provide for their family. Secondly, birth order makes a difference in Latino
families, as the oldest is expected to do more when compared to his or her younger siblings. It
is expected in families where the child speaks English and parent or parents do not, that he or she
will often miss school due to translating at appointments, or where language is an issue for the
14

parent. It is important when studying a culture which is not the dominant one that researchers
need to be cognizant that behaviors perceived as maladaptive to one may be protective factors in
another (Berger, Cardosa, & Thompson, 2010). However, there are some broad-range protective
factors found in acculturation, such as familismo (family involvement), peer relationships, ethnic
identity, bilingualism, and a hopeful outlook. Taken together, this literature suggests that
acculturation and resilience are related to each other and potentially higher acculturation could
lead to higher resilience.

Mexican-Descent Identity in Adolescents
As noted earlier, the term “Latino” is often used interchangeably with “Hispanic” to
identify persons of Mexican ethnicity, or country of origin. However, it is clear in the literature
that persons of Mexican heritage have often labeled themselves something other than Latino,
Hispanic or Mexican. Ethnic identity has been called a process. Phinney (1990) suggests that
ethnic identity is a major component of self-identity and identity development, especially in
adolescence. Mexican-descent youth, who are in the later stages of the acculturation process,
often take on more labels in the identity process than Mexican-descent youth, who are early in
the acculturation process, therefore supporting Phinney and Ong’s (2007) theory that selfidentity and ethnic identity are developed and change over time. Research has indicated that
people with a greater sense of their own ethnic identity usually demonstrate a higher level of
acculturation as well (Arbona, Olvera, Rodriguez, Hagan, Linares & Wiesner, 2010).
It is also suggested that when people have a clear understanding of their own ethnicity
they are curious and have more positive attitudes towards other ethnic groups (Phinney, 1990).
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Ethnic pride has often been called a protective factor that promotes resilience, but there are still
many gaps in the literature regarding the educational successes of Mexican-descent adolescents.
Malott, Paone, Holguin-Palacios, and Wildermuth’s (2011) research on ethnic identity found that
when students of Mexican-descent were able to identify their ethnic identity it resulted in higher
self-esteem, confidence, greater ethnic pride, and improved academic outcomes. Consequently,
this supports the literature calling ethnic pride a cultural protective factor in resiliency.

Barriers to Educational Success
Over time, society has created barriers for immigrant-origin students and immigrants to
complete high school and obtain access to higher education. There are often implicit
expectations that Latinos experience school in an essentially negative way. The barriers most
often associated with poor academic success which have contributed to the gap in Hispanic
achievement as compared to White achievement are language, socioeconomic status,
acculturation, familial roles and discrimination. The power of immigrant and immigrant-origin
Latinos is often limited, due to barriers and stereotypes which are placed on them by people in
power, such as politicians, authorities on education, and others. For instance, a majority of
research on Latino achievement is normed on how Whites perform, thereby portraying Latinos in
a negative way. Despite this negative expectation there are immigrant-origin students and
immigrants who have high academic achievement and have continued their education. The fact
that such Latino students exist is not in doubt. These are empirical questions, and there is no
reason to believe that resilience in Latinos is different than in other cultures. What is in doubt
are the factors that lead to this unexpectedly high level of achievement. It is common to call this
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unexpected level of performance a demonstration of resilience. What, however, causes this
resilience is not known (Arredondo, Gallardo-Cooper, Delgado-Romero, & Zapata, 2014). This
study had hoped that one of the outcomes of this endeavor would clarify and enrich the body of
literature surrounding Latino academic achievement.

English as a Second Language
The foreign born population in the United States has exploded in recent decades, most
notably in those classified as Limited English Proficient (LEP). LEP students are most often
labeled as English Language Learners (ELL) in American public schools. The terms, LEP, ELL,
and English as a Second Language (ESL) are used interchangeably throughout the study, due to
identification changes made by state, government and educational institutions throughout the
recent years. While Latino (Mexican, Cuban, Puerto Rican, etc.) students are the highest
identified in terms of ethnicity classification in ELL programs, the majority are immigrant
students, who never enrolled in school, or had limited schooling in Mexico.
The number of Latino LEP’s has substantially increased in the Unites States. In the 10
years between 1999 and 2009, the ELL population doubled in 25 states and 66% of those ELLs
speak Spanish and are considered Latino/Hispanic (National Clearing House for English
Language Acquisition and Language Instruction Education Programs, [NCELA], 2011). Even
though many ELL’s are United States born, Spanish is the first language spoken at home. It is
expected that by 2025, one in four children will be considered ELL.
California has the largest number of public school LEP students, with 1,512,122,
followed by Texas, Florida, New York, and Illinois. Although, Delaware, Maryland and
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Pennsylvania are not considered the largest populated states, the LEP population has grown more
than 100% in each state mentioned (NCELA, 2011). There are several areas in the United States
where a high Latino population is present, especially in farming and agricultural areas where
migrant populations are found. A majority of those students are from Mexico as noted
previously.
Many Latino students are born in America, but in fact, learn English as their second
language. It is not until they reach Kindergarten that they become fully immersed in the English
language. With the inherent delay in English language skills exhibited by these students,
teachers and counselors often do not have the skills necessary to teach and to help them succeed,
like their English-speaking counterparts. Latinos are at a greater risk for dropping out of school
as compared to black students and white students. In 2000, the dropout rate for Hispanics was
28% (Lutz, 2007). In the 2011-2012 school year, there were eleven students who dropped out of
Mid-Atlantic High School (where this study was conducted), all of whom were of Mexican
descent with six students in this group being identified as English Language Learners. All had
either repeated multiple classes or grade levels at some point during high school. Consequently,
this study investigated if a student’s placement in English Language Learning is a factor in the
discrepancies of Latino academic achievement.

Discrimination
Discrimination has been considered one of the most significant risk factors for Latino
adolescents. This is an important factor to be considered in a person’s level of resilience, and the
role discrimination can play. This especially impacts persons of Mexican-descent. In 2008, for
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example, it was estimated that 50% of Mexican-Americans ages 18-24 faced some level of unfair
treatment due to their ethnicity (Berkel et al., 2010). A study with Latino (Puerto Rican) youth
speculated that the stress of worrying about, or perceiving, discrimination may lower selfesteem, and contribute to mental health issues (Szalacha et al., 2003). Furthermore, the negative
effects of discrimination and racism lead to depression, anxiety, substance abuse, gang
involvement, and suicidal ideation, and can impact one’s sense of well-being.
Often overlooked as an issue, but something that could be classified as racism of lower
expectations, is when educators consciously or subconsciously sway a student towards a certain
career path or occupational choice (Landsman, 2004). An example of swaying a student would
be when a person in power encourages a Latino student with poor grades to apply to a technical
school to learn a trade because he or she thinks the student will do better there. The clear
implication made either implicitly or explicitly is that the student does not have the capacity to
attend college (Landsman, 2004). There are many assumptions made about Latinos, and
unfortunately these assumptions continue to exist and create barriers.
Not only are Latinos often discriminated against by other ethnicities, they also often
encounter intercultural bullying or discrimination. For example, there can be discrimination
between Mexican youth on Mexican youth, or Mexican youth on Puerto Rican youth, etc.
Discrimination not only occurs in English speaking Latino students, born in the United States,
but also in Latinos, who are not English proficient born in the United States or Mexico. They are
often a greater target for intercultural bullying, which may be due to the different levels of
acculturation, between students of different Latino ethnic identities. It has been suggested that
this is due to individuals being at different stages in acculturation (Holleran & Jung, 2007).
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It has consistently been found in the literature that discrimination (or perceived
discrimination) has a negative effect on mental health, and is a contributing factor to lower
academic outcomes in Latinos (Alfaro, Umaña-Taylor, Gonzalez-Backen, Bámaca, & Zeiders,
2009). This suggests that students who are subject to discrimination may be at higher risk. At
the same time, there is limited research on how students cope with discrimination, or how
resilience may affect their ability to overcome its impact.

Socioeconomic Status
It is under the federal mandate, No Child Left Behind (NCLB), that students are
classified as “Economically Disadvantaged Students” if it is determined they are eligible for their
schools’ free and reduced price meals (FARM) under the National School Lunch Program (2012
EDFacts, 2012, p. 4). To qualify for this program, the family income must be below 185% of the
federal poverty level. According to the Department of Education, during the 2012-2013 school
year, the Free and Reduced Meal (FARM) student population for the state in which this study
was conducted was 42.94%. For the school district in which this study was conducted, the rate
was 30.75%. Research has also consistently shown a high correlation between LEP students and
poverty (Capps et al., 2002). A student from a family of lower socioeconomic status is more at
risk for dropping out and is more likely to not pursue an advanced degree or a degree at all.
More specifically, regardless of English proficiency or legal residency, it has been documented
that family income has, by far, the largest impact on high school completion (Lutz, 2007). One
study, addressing barriers to high school completion among Latinos, found socioeconomic status
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as the primary contributing factor for Mexican-American students’ lack of high school
completion (Lutz, 2007).

Assessing Academic Achievement in High School Students
Student learning is often evaluated in a multitude of ways including standardized tests,
teacher reports, and observations. The current study utilized multiple measures to assess
academic achievement. Moreover, this dissertation looked at whether a student’s placement
(enrollment in special education, enrollment in ESL classes, and enrollment in the technical
education program) is solely, or in combination, related to resilience and acculturation.
It has been suggested in the literature that students’ high school curriculum placement is the
greatest predictor for whether or not they will attend a four-year college or university. Latino
students who were enrolled in an academically rigorous curriculum were 46% more likely to
enroll in college as opposed to students enrolled in a vocational curriculum (Arredondo,
Gallardo-Cooper, Delgado-Romero, & Zapata, 2014).
The Mid-Atlantic System of School Assessments (MSSA) consists of a series of
standardized tests administered to students in the Mid-Atlantic. Students are assessed in reading
and writing skills, mathematics, and science at the secondary level in grades 8 and 11. Previous
to the time of this study, all students were required to take MSSA’s; however, this test is now
being replaced by the ABL Exams (Algebra, Biology, and Literature). Assessments like the
MSSA and ABL exams in other states are quite frequently used to identify academic successes,
and the completion of high school, in addition to the NCLB federal mandate.
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Both the Scholastic Assessment Test (SAT), and the Preliminary SAT/National Merit
Scholarship Qualifying Test (PSAT/NMSQT) are voluntary for students, but were analyzed in
the event a student had taken one or both of these standardized tests. In addition, performance
on norm referenced measures such as the SAT is often used in connection with GPA for college
acceptance and the PSAT/NMSQT for National Merit Scholarship and the National Merit
Hispanic Recognition Program consideration (The College Board, 2012). It is recommended that
all 11th graders take the PSAT and it is offered on a Wednesday in October during school hours.
Not all 11th graders, however, take the test since parents have the ability to have their child opt
out of testing. Quite often students who attend Vocational Technical High School (VTHS) do not
take the test. This is because there is a belief by some people that students enrolled in a
vocational program do not plan on attending college. At the same time, there is a large
population of Latino students enrolled in VTHS, when compared to the total population at MidAtlantic High School. There are often lower expectations placed on students who attend VTHS,
therefore suggesting they may be victims of racism of lower expectations.

Conceptual Approaches of Resilience
Resilience as a Psychological Construct
There are essentially two contrasting theoretical beliefs about resilience. One belief is
that resilience is a process or a set of skills and behaviors that allow some people to withstand
difficult circumstances. As such, these behaviors can be learned and people who are not resilient
at one point in their life could be trained to develop the skills to defend themselves against
negative life events. The contrasting belief is that resiliency is a trait or a factor that some people
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have and some people do not have, much like some people are tall and some people are short.
Researchers and writers who share this belief are much less inclined to talk about change and the
development of resiliency skills. It is evident in a review of the literature that these two ideas are
often used interchangeably even within the same piece of research.
Despite the overwhelming amount of literature on resilience in the fields of sociology,
psychology, education and nursing, there is still ambiguity or lack of consensus on terms
associated with resilience with terms such as protective, thriving, vulnerability or at-risk (Luthar
et al., 2000) being used by researchers supposedly studying the same construct. As a result, the
concept of resiliency quite frequently is found as overlapping with self-esteem, adaptive
behavior, self-discipline, motivation, grit and hardiness. To illustrate the overlap of the
resilience construct, grit or grittiness was once defined as perseverance and passion for long term
goals (Duckworth, Peterson, Matthews, & Kelly, 2007). Von Culin, Tsukayama, and Duckworth
(2014) more recently defined the term “grit” or “grittiness” as a tendency to pursue long term
goals with sustained zeal and hard work. However, there has been debate that grit, unlike
resiliency, is an epiphenomenon. Through these definitions, it is clear that grit is considered a
trait, unlike resilience where there are still inconsistences.
Masten advises that the term resilience should be used when examining the adjustment
surrounding a difficult life event, as resiliency carries the connotation of a personality trait
(Masten & Gerwitz, 2008). Luther, Cicchetti, and Becker’s definition of resilience was cited in
multiple studies in the review of the literature as, “positive adaption despite exposure to
adversity which involves a developmental progression, with new vulnerabilities and new
strengths emerging with new life experiences” (2000, p. 543). In multiple analyses of the
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literature, Luther’s definition, or a variation of this definition, was cited most often. In addition,
this definition seems most consistent with the ideas of the three most prevalent theories in this
area: resilience theory, structural organizational theory, and ecological theory (or other derivative
theories of ecological theory). They are all very similar constructs, with some major overlaps
that could be found in social stratification theory.

Metatheory of Resilience and Resiliency
Richardson (2002) has identified a metatheory of resilience and resiliency as three waves
of inquiry known as Resiliency Qualities, the Resiliency Process, and Innate Resilience. On the
other hand, Masten who has studied resilience since its inception in the 1960’s and 1970’s has
described resilience as having four waves (Masten, 2007). The first wave was described as
“descriptive but ambitious” seeking to measure the phenomenon of resilience; the second wave
was uncovering processes that could explain resilience and the variables that correlate with it; the
third wave relied on experiments testing resilience using prevention and interventions. The
fourth wave used multiple levels of analysis and incorporated theory from each of the previous
waves.
The early focus of resiliency research was on qualities such as self-esteem, positive traits,
and protective factors, and generally used a phenomenological approach for its analysis.
Norman Garmezy is cited in literature as the founding father of resiliency and resiliency theory,
which is based on the protective factors and vulnerability for at-risk factors (Masten & Cicchetti,
2012). Garmezy proposed that the protective factors are characteristics such as intelligence,
family supports, and external supports. His research is rooted in Masten’s first wave, measuring
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the phenomenon of resilience and Richardson’s first wave which focused on resiliency qualities.
In other words, there has been a psychosocial change through each wave of resilience research,
from a trait-like construct to a positive developmental process. A visual historical representation
of resilience is in included in Figure 2.1.
Figure 2.1
Conceptual Framework of Resilience
Conceptual Framework of
Resilience
Masten's Conceptual
Waves

Richardson’s Conceptual
Waves
Theoretical development of
Resilience

Measuring the
Phenomenon

Traits or Qualities
Resiliency Theory
(Garmezy)

Uncovering the Process

Process
Structural Organizational
Theory

Experiment (prevention and
intervention)

Innate Resistance
Ecological Theory
(Bronfenbrenner)

Multiple Level of Analysis

Structural Organizational Theory

A guiding theory in the construct of resilience is structural organizational theory, where
the belief is that resilience is continuity and coherence in the unfolding of competence over time.
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This theory is based upon the viewpoint that individuals structure an experience, and then
restructure the experience; therefore, adaptation happens as a result of the self-organization of
the individual (Cicchetti & Curtis, 2006). This conceptual model has roots in biology and
psychopathology as the belief is that when individuals reorganize or restructure they are using
both cognition and emotion to adapt to the event or experience. One study describes this as “a
process influenced by parts of the nervous system, neuroendocrine, neurobiological systems, and
psychosocial self-organization” (Cicchetti & Curtis, 2006, p. 22). Structural organizational
theory, when used to study resilience, is considered useful for revealing the processes between
nature versus nature, and biology and psychology.

Academic Resilience
The literature surrounding academic resilience has focused predominately on students
enrolled in K-12 educational settings, and as such relates to this study. Much of the research has
studied the factors related to academic success in isolation. Gonzalez and Padilla (1997)
completed an early study with Mexican-American students in an attempt to identify multiple
factors that contributed to academic resilience. The students were identified as either resilient or
non-resilient. The authors found that a sense of belonging to school and a supportive academic
environment in combination produced a higher GPA (Gonzalez & Padilla, 1997). Another study
found that when Latino students were exposed to high achieving white students they developed
higher academic resilience (Vargas-Reighley, 2005). Unfortunately, many studies of resilience
compared white students to Latinos or African Americans as the norm for academic
achievement, when in fact the populations are quite different.
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Morales and Troutman (2004) suggest several “spokes” in what they call the “resilience
cycle.” The authors believe that each spoke is a factor in the resilience cycle, which are
intertwined. This framework is built on the assumption that as students recognize their major risk
factors, and find protective factors that offset any potential negative effects, they will achieve
higher levels of academic success (Morales & Troutman, 2004). Once students recognize the
value of, refine, and continue to utilize factors they are more able to sustain academic success,
even in the presence of new academic challenges. However, Morales and Troutman recommend
future study of the phenomenon of academic resilience as a cycle, to focus more specifically on
the interrelatedness of students and factors in their environment. Another approach to studying
academic resilience recommends identifying the protective processes in students’ ecological
systems which have been identified as predictors for educational resilience and academic success
(Plunkett, Henry, Houltberg, Sands, & Abarca-Mortensen, 2008). Supporting the metatheory of
resilience, the literature strongly suggests that resilience is a cycle or a process that can overcome
obstacles or barriers to educational success.

Ecological Resilience
Lastly, Bronfenbrenner’s ecological theory, which is the dominating theory in resilience
research, proposes that surrounding ecosystems and the transactions that a child is part of help
shape a developing child (Luther et al., 2000). Likewise, Unger’s social ecological construct on
resilience decenters attention from the individual and focuses on the proximal processes that
make resilience more likely to occur (Ungar & Liebenberg, 2013). Both Richardson (2002) and

27

Masten (2007) found ecological theory as the most comprehensive model to investigate
resilience.
Bronfenbrenner’s ecological model consists of five inter-related subsystems as a
constellation with each level in the system creating its own protective and risk factors for the
individual. Utilizing Bronfenbrenner’s ecological theory in relation to the study of Mexican/
Mexican-American students’ resilience places them (the developing child/individual) as the
center of the system, with the next constellations as microsystem, mesosystem, exosystem, and
macrosystem (Paat, 2013). The second constellation- microsystem- consists of the environment,
such as school, peers, home, and family. The mesosystem is an extension of the microsystem
and connects two or more of the microsystems such as school, peers, home, and family. Schools
are a key part of the microsystem of the developing child; therefore school can, and does, have
an influence on resilience. Neblett, Cogburn, and Sellers (2006) suggest that it is imperative to
measure the factors at the individual level, the microsystem, to effectively identify the factors
that may account for the most variance in academic achievement of minorities, such as African
Americans and Latinos. The exosystem consists of communities and neighborhoods in which the
individual lives. The macrosytem is consistent with the larger society as a whole, relating to
culture (beliefs, traditions, and values); in this study, it would be the United States, Mexico or
both.
Shown below, Figure 2.2 is an adaption of Bronfenbrenner’s Ecological model.
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Figure 2.2
Adaption of Bronfenbrenner’s Ecological model

The roots of Bronfenbrenner’s ecological model are found in both the ecological
transactional perspective on resilience, and Unger’s social ecological construct on resilience
(Luthar et al., 2000; Ungar & Liebenberg, 2013). The ecological transactional perspective has
adapted Bronfenbrenner’s ecological model except mesosystem, but has what is called
ontogenic, which includes the individual and his or her developmental adaptation (Reyes &
Elias, 2011). Toland and Carrigan (2011) conclude that resilience is a dynamic concept,
whereby an individual adapts as a result of the interrelatedness and interactive processes between
families, schools, and communities. Hess (2009) suggests Bronfenbrenner’s ecological
framework be used as a method to foster a better understanding of how the interactions of each
system may be a contributing factor to high Latino drop-out rates. A powerful argument could
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be made using ecological theory to recognize the interrelationship of each system in resilience.
In sum, resilience is not stagnant; it can fluctuate and change as the individual develops.

Measuring Resilience
In order to truly understand how Mexican and Mexican-American students
perform across multiple measures of academic achievement, it is important to understand the
concept of resilience, and to find an assessment that not only truly measures resilience, but also
is adaptive across cultures. More recently, the theoretical focus has been to look from a strengths
based perspective identifying what a person does well, rather than focusing on dysfunction in
students. Ahern, Kiehl, Sole, and Byers (2006) researched and identified six instruments that
were identified as measuring resilience. Of the six instruments, the Resilience Scale (RS)
(Wagnild, 2009) was determined to be the most appropriate for adolescents, due to the
psychometric properties of the instrument (Ahern, Kiehl, Sole, & Byers, 2006). The scale was
originally developed using adult populations; however, it has since been used with different ages,
gender, and ethnicities. In addition, the authors found the Resilience Scale to have high internal
consistency reliability and concurrent validity. When compared to other scales in a metaanalytic review of 193 studies (Lee et al., 2013) measuring resilience for adolescents, the RS
received a high rating as a model for adolescents; it was used in 21 of the published studies for
adolescents (Ahern, Kiehl, Sole, & Byers, 2006; Lee et al., 2013).
Wagnild and Young (2009) define five characteristics of resilience as self-reliance,
meaning or purposeful life, equanimity, perseverance and extensional aloneness. The Resilience
Scale (RS) (Wagnild, 2009) or Resilience Scale-Spanish (RS-S) (G. Wagnild, personal
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communication, March 13, 2013) is divided into five sub- scales measuring each of the
characteristics previously mentioned. For this study, it is important to delineate and identify each
characteristic of resilience, and to determine if one is more prevalent than another in its
relationship to academic achievement. Comparatively, throughout the literature of previous
studies using the RS, it has been stated to often overlap with self-esteem, adaptive behavior, selfdiscipline, motivation, well-being, and hardiness.
Self-Reliance is a person’s ability to understand his or her own capabilities and
limitations, in other words resourcefulness. Self-Reliance has also been considered synonymous
with independence and self-control. Having good to excellent problem solving skills may lead to
self-reliance. The consistent determination to keep going after overcoming obstacles, dealing
with discouragement and/or disappointment and facing difficulties is often called perseverance.
Consequently, when there are times when people are faced with the option of giving up, their
stamina and tenacity are what contribute to their desire to continue on in the face of adversity.
Overlap exists between perseverance and equanimity, and both overlap with the construct of
resilience. Both perseverance and equanimity provide a person with the energy or ability to go
on, to take situations as learning experiences, where one can find the positive in a negative
situation. All of these characteristics are rooted in ecological theory.
Meaning, as defined by Wagnild, is having a purpose-- a reason for going on in life. In
other literature, meaning relates to living a rewarding life, and is often related to spirituality, not
only religion, but also from a general belief in things (Benard, 2004). In other constructs,
meaning is identified as having value, purpose, a sense of self-worth and a sense of self-efficacy
(Baumeister, 1991). According to Baumeister and colleagues, people are looking for stability in
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their lives when faced with adversity or change. “It turns to meaning to create stability. Thus
meaning can be regarded as one of humanity’s tools for imposing stability on life” (Baumeister,
Vohs, Synder, & Lopez, 2002).
Equanimity is considered a calmness, or referred to as even-keeled. People who have
equanimity do not dwell on disappointments, regret, or make things appear worse than they
really are. A person who displays low levels of equanimity often looks at life in the “what if”
factor, which leads many people into therapy for irrational thoughts and anxiety. On the contrary,
a resilient person is able to see many possibilities and find the positives. Thus, resilient people
are considered optimistic. Existential aloneness, also called “coming home to yourself,” is the
ability to live with yourself, and the choices you make or have made. “Coming home is a journey
that begins with getting to know yourself well. Along the way, you become comfortable in your
own skin” (Wagnild, 2009, p. 16). Having existential aloneness is a result of the ability to
handle challenges effectively, even with the pressure to conform to societal expectations.

Conclusion of the Literature Review
In sum, there are still gaps and inconsistencies in the literature regarding the primary
factors that predict Mexican youth’s educational attainment. In order to provide valuable and
relevant research to immigrant or immigrant origin populations, APA’s Presidential Task Force
on Immigration (2012) recommends that when researching resilience multiple variables should
be examined such as setting (school in this study), acculturation, language acquisition, identity
development, and academic performance. Throughout the literature, the study of resilience has
typically compared two groups with the same risk factors. An example of such research is
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Umaña-Taylor and Updegraff’s (2006) study of Latino adolescents’ mental health, where it was
found that using a multigroup comparison approach yielded different results between boys’ and
girls’ level of ethnic identity, discrimination and depressive symptoms.
A limitation found in several studies was that researchers often overlooked the possibility
that multiple protective, risk, and other factors may contribute to resilience. Therefore, each
factor should be looked at singly and combined. Consequently, this study looked at each factor
independently, and combined while comparing Mexican and Mexican American students. This
allowed the study to determine if resilience relates in the same way to different academic
achievement outcomes. Literature has suggested that in order to truly understand resilience in
Latinos, one must first be familiar with the seven competencies of Latino-Centered Counseling
known and outlined in the study as identity (Mexican-Origin Youth), development, language
(Spanish, ESL), acculturation, family factors (roles), stressors (socio-economic status,
discrimination, education gap), and protective factors (cultural values, help-seeking
perspectives) before counseling or measuring it as a construct (Arredondo et al., 2014). Like
Bronfenbrenner’s ecological theory, there is an interconnectedness of each competency and each
can play a pivotal role in the factors related to resilience.
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CHAPTER 3
RESEARCH METHODOLOGY
Introduction

This study attempted to determine which variables, singly or in combination, accounted
for the most variance in academic achievement over and above the variance accounted for by
resilience. The study used multiple measures of academic achievement for Mexican-American
and Mexican students. More specifically, the goal of this research was to attempt to understand
why some students who would be predicted to perform poorly and possibly drop out of school,
still manage to achieve academic success and graduate from high school.

Research Question
This study was designed to answer the following major research question:
This study is designed to answer the following major research question:
1.

Which of the following variables: Birthplace (whether the student was born in the United States
or Mexico), the student’s level of acculturation, the length of time in the United States, the
student’s level of family socio-economic status, gender, home language, educational placements
(ESL, Special Education, technical education enrollment), singly, or in combination, account for
the most variance of academic achievement in Mexican and Mexican-American students over
and above the variance accounted for by resilience?
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Contextual Background

The study was conducted at Mid-Atlantic High School [pseudonym]. The school is
considered a rural-suburban school situated in the Mid-Atlantic region, serving grades 9-12. The
district is comprised of one high school, one middle school, and four elementary schools that
include full day kindergarten. Approximately 20% of the employed people living in the school
district are involved with agriculture. The district is unique because it has an essentially bimodal
distribution in terms of SES with high percentages of both high socioeconomic status and low
socioeconomic status families.
During the school year 2013-2014, the population at the Mid-Atlantic high school was
57% White, 36% Latino, 5% African American, and 2% Asian. The Free and Reduced Meal
(FARM) student population was 32%. The enrollment total was 1,251 pupils, where
approximately 453 are Latino, or of Latino descent. The population of this rural-suburban school
district is changing rapidly. The Latino population in the high school has increased 7% in the last
eight years. The current twelfth grade class has 113 Latino students while the current eleventh
grade class has 122 Latino students. In the same school year, the kindergarten total class from the
elementary level had 307 students, where 158, approximately 51%, were identified as Latino.
Mid-Atlantic High School has received numerous accolades including being named one
of “America’s Best High Schools” by Newsweek and was ranked in “Top 100 High Schools in
the Mid-Atlantic Area.” In September 2013, several students of the class of 2014 were named
National Merit Semifinalists or National Commended students and three students were named
National Hispanic Scholars.
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Participants and Setting
Participants for this study were 12th grade Latino students (males and females) from
Mid-Atlantic High School. This particular district was chosen for its demographics and number
of students going on for higher education. Only students of Mexican descent, or who were born
in Mexico, were included in this study. Permission to conduct this study was granted by the
Temple Institutional Review Board (Appendix A). Permission to recruit students and review
educational records was provided by the Superintendent of Mid-Atlantic School District.
Permission was then granted by the Principal of Mid-Atlantic High School to utilize a conference
room to meet with participants and access cumulative records.
The sample size consisted of 117 high school students who were identified as Hispanic.
At minimum, this study should have a sample size of 50 participants for an 80% power estimate
using an alpha of .05 Cohen, 1992). Twelfth grade students were selected by demographic data
(ethnicity- Hispanic) provided by the school district. Only students who had listed their ethnicity
as 100% Hispanic were chosen. Due to ethnicity identification constraints in the information
system (solely list Hispanic, with no further ethnic breakdown), I was responsible for recruiting
students by accessing school district records to determine if they met the criteria of being either
Mexican or Mexican American. It was determined that only 86 participants met the criteria set
forth.

Procedure
Participants were given a consent form in both English and Spanish in their homeroom
period (10 minutes at beginning of day) or study hall period. At this time the study was
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explained and participants were given the option to ask questions. Students were followed up
within a month of receiving the form during scheduled study halls to determine if they were
interested in participating in study. Participants under 18 years of age were given a consent form
for parental permission and an assent form (presented in Appendices B, and D). Students over
the age of 18 were given a different consent form (presented in Appendices C) since parent
permission was not required. Participants were provided with English and Spanish consent
forms to address the language barrier. Parents received a permission form in both English and
Spanish and had the opportunity to read the study results when completed.
All consent and assent forms were translated from English to Spanish. The forms were
then back-translated to English from Spanish by a Mexican-born Spanish-speaking teacher with
a Bachelor’s degree in Spanish Education. The forms were then all checked for accuracy by two
secondary school teachers. One teacher had a Master’s degree in Education, and was certified in
both English as a Second Language and Spanish. The second teacher was of Mexican descent,
had a Master’s degree in Education and was certified in both English as a Second Language and
English (Appendix G). This was done to account for any concern about language issues.
All students were bilingual in both English and Spanish; however, they were provided
with consent forms in both languages in the event Spanish was their preferred language. In
addition, Spanish may have been the only language spoken in the home as identified by the home
language survey provided to the school district when a student registers with the school district. I
am fluent in English and conversational Spanish, if this skill was needed to explain anything in
further detail. I also had easy access to a translator. The forms were each translated and each
back-translated as suggested for bilingual research (Behling & Law, 2000).
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The consent form described the study in detail and stated that participation was voluntary.
The statement also indicated that the student could choose to withdraw from the study at any
time. Students used their student identification number, as there were some students that had the
same first and last name, and this aided in identifying the correct student. Participants were
assured that even though they provided their name and student identification number in the
process, no identifying information would be released or used in the analysis.
Demographic data included the following variables: name, student identification number,
place of birth, gender, free and reduced meal status (FARM), special education status, English as
a second language enrollment, technical education program enrollment, home language, length
of time in Unites States, and test scores, such as: Mid-Atlantic System of School Assessments
(MSSA), Algebra, Biology, Literature Exams (ABL Exams), Scholastic Assessment Test (SAT),
Preliminary SAT/National Merit Scholarship Qualifying Test (PSAT/NMSQT). All were
provided by the school district’s information systems manager. Names and student ID numbers
were removed to ensure the anonymity of the subjects when the data set was entered into the
Statistical Package for the Social Sciences (SPSS). Additionally, cumulative grade point average
(GPA) ending in the 2012-2013 school year was also included. Grades are calculated on a
weighted and non-weighted GPA scale (see Appendix A). An additional .5 quality point is
awarded to passing grades earned in labeled Honors courses. An additional 1.0 quality point is
awarded to passing grades in labeled AP courses. All courses are included in GPA. All students
were included in numerical rank. Rank is calculated at the end of the academic year.
The completed consent forms, and survey responses were locked in a file cabinet in my
locked office. All data were stored in a password protected computer. There were no foreseeable
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psychological or social risks to participating in the study. Students were not deceived in any way.
Other than legally mandated reporting of child abuse or intent to harm self and others (in the
event this was brought to my attention), the participants were at no legal risk, which has been a
fear for some families depending upon their residency status in the United States.
All 86 students were provided a pass from their homeroom teacher, with a scheduled time
to complete the surveys. There are nine scheduled periods in the day, with periods four, five, six
and seven as scheduled lunches. I reviewed all student schedules to determine if and when each
student had study hall. Students enrolled in the Vocational Technical High School (VTHS) did
not have scheduled study halls, since they were only at Mid-Atlantic High School for four
periods in the morning and at VTHS for four periods in the afternoon, with one period
considered for travel. Participants enrolled in VTHS were asked to report to the conference room
during one period in the morning. There was one student identified with Intellectual Disability
(ID) who was not able to participate in the survey due to this student’s reading level being below
the recommended reading level of the survey. I made three attempts for the remaining students to
report to the conference room to take the survey. Data were collected in the 2013-14 school
year. There was no compensation for completion of the survey.

Measures
Once the consent forms were collected, the participants were given the Resilience Scale
(RS) (Wagnild, 2009) or Resilience Scale (Spanish) (RS-S) (G. Wagnild, personal
communication, March 13, 2013) and the Abbreviated Multidimensional Acculturation Scale
(AMAS-ZABB) (Zea, Asner-Self, Birman, & Buki, 2003) during their scheduled time in the
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conference room. Students had the choice of taking the Resilience Scale in English or in
Spanish. The Abbreviated Multidimensional Acculturation Scale is not available in Spanish. It
should take approximately 20 to 25 minutes to complete the Resilience Scale-25, or the
Resilience Scale (Spanish), and the Abbreviated Multidimensional Acculturation Scale surveys.
When working with students who may be monolingual or bilingual in Spanish and English, it is
imperative to review assessments that can be given in both languages and have been translated
and back-translated. The Resilience Scale was chosen due to the aforementioned factors, the
easy readability for adolescents, and availability of the assessment in both English and Spanish.

The Resilience Scale (RS) (Wagnild, 2009)
The 25-question assessment measures the construct of resilience. This was one of the first
tools used to measure resiliency and was developed by Wagnild and Young in 1993. The scale
has been used with different ages, gender, and ethnicities. In a review of measurements for
resilience, the RS was considered multidimensional, measuring more than one factor or domain
of resilience. Multiple studies showed internal consistency reliability with Cronbach’s alpha
coefficient ranging from 0.85 to 0.94 (Wagnild, 2009, p. 33). Moreover, one study tested the
convergent and discriminate validity of the RS to the Health Promoting Lifestyle Profile (HPLP)
(Wagnild, 2009). Using Pearson correlations between the RS and HPLP, three domains, SelfActualization (r=0.62), Interpersonal Support (r=0.49) and Stress Management (r=.46) were
found to be highly correlated of the six domains in the HPLP (table 3) (Wagnild, 2009, Table
12).
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Table 3.1
Pearson Correlations between Resilience Scale and Healthy Promoting Lifestyle Profile Domains
(HPLP)
RS

SelfHealth
Nutrition
Actualization Responsibility
0.62
0.36
0.33

Exercise
0.26

Inter-Personal
Support
0.49

Stress
Management
0.46

N= 707

The scale utilizes a strength based approach measuring “resilience as a positive
characteristic that enhances individual adaptation” (Wagnild & Young, 1993, p. 167). The scale
uses a 7-point Likert scale from one (strongly disagree) to seven (strongly agree).The survey
measures these characteristics of resilience: Self-Reliance, Meaning (purposeful life),
Equanimity, Perseverance and Extensional aloneness as defined by Wagnild and Young.

Resilience Scale- Spanish (RS-S)
The Resilience Scale-Spanish was provided by the author of the English version, Gail
Wagnild. Attempts were made to learn if, and how, the Resilience Scale-Spanish version was
translated. The Resilience Scale-Spanish (RS-S) is a direct mirror of the English version and is
scored the same way. The interpretation of the RS-S is not in Spanish and therefore providing a
subject with a Spanish interpretation of their score is not possible. It can be translated, if
requested, by the participant. It is not clear if the Spanish version is a valid assessment, as there
is no research provided by the author and no studies that I found to support this Spanish version.
Heilemann, Lee and Kury (2003) created the Resilience Scale (Spanish) (SVRS) utilizing
six bilingual and bicultural translators to translate the English version of the Resilience Scale to
Spanish. This was done to address linguistic accuracy and cultural appropriateness of the
Spanish translation (Heilemann, Lee, & Kury, 2003). The authors of SVRS use a 23-item scale
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and tested the Spanish version with a sample of urban, low income woman of Mexican descent
in the United States. I was unable to obtain to copy of the Resilience Scale- Spanish (SVRS) by
Heilemann, Lee and Kury (2003). The availability of instruments measuring resilience in
Spanish is extremely limited and there is potential for future research to find an appropriate
measure for adolescents who speak multiple languages especially when English may not be their
first.

The Abbreviated Multidimensional Acculturation Scale (AMAS-ZEA)(Zea et al., 2003)
This is a 42-item assessment measuring three dimensions: cultural identity, language
competence, and cultural competence. The AMAS-ZEA is bilinear and multidimensional in
nature and was created to measure the degree of acculturation of a Latino/a person in the United
States. All three domains are assessed for culture of origin (Mexican) and host culture
(American) (Zea et al., 2003). The scale is only in English or it can be given to a participant as a
structured interview in either Spanish or English (Davidson & Cardemil, 2009). Attempts were
made to learn if a Spanish version of the assessment has since been created by contacting the
authors, but no response was received.
The dimension of Cultural Identity is measured for the United States in items 1-6 and
Country of Origin (Mexico) in items 7-12. Questions one through twelve use a 4-point Likert
scale from 1 (strongly disagree) to 4 (strongly agree). Language Competence (mastery of
English and mastery of Spanish) are identified for the United States in items 13-21 and for
Mexico in items 22-30. Lastly, the dimension Cultural Competence (knowledge of United States
and country of origin (Mexico) cultures) is measured for the United States in items 31-36 and for
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Mexico in items 37-42. Questions 13 to 42 use a 4-point Likert scale from 1 (not at all) to 4
(extremely well).
For each subscale and ethnic group, item scores are averaged to form a total subscale
score potentially ranging from 1 to 4. The total score for the US-American dimension on the
AMAS-ZABB is calculated by averaging the three US-American subscales of cultural identity,
language, and cultural competence, with higher scores indicating greater US acculturation.
Similarly, the AMAS-ZABB culture of origin dimension is calculated by averaging
the equivalent three (Latino/Latina in this study) subscales, with higher scores indicating
greater retention of one’s culture of origin.
Zea etal. (2003) examined the relevance of each scale item to determine content validity
using focus groups of 15 subjects. When originally created, criterion validity was established as
participants born in the United States scored higher on American subscales and lower on cultureof-origin (Mexican) subscales while participants born in Mexico scored higher on the culture-oforigin subscales and lower on the American subscales (Davis & Engel, 2011). The AMASZABB has been used in multiple studies and it has been found to have good internal consistency
(Davis & Engel, 2011).
During the completion of both surveys, I was in the room to record any questions or
comments during the assessment. Nonverbal language and responses to questions were also
noted, since this is a different ethnic group from my own.
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Variables in the Study
Variables in the Study
Outcome Variables
Academic Achievement
Mid-Atlantic System of School Assessments (MSSA)
ABL Exams (Algebra, Biology, Literature)
Scholastic Assessment Test (SAT)
Preliminary SAT/National Merit Scholarship Qualifying Test (PSAT/NMSQT)
Resilience Scale RS-25
Weighed and unweighted Cumulative Grade Point Average (GPA) ending in school year 20122013
Independent Variables
Gender
Place of birth
Free and reduced meal status (FARM)
Special education
English as a second language
Technical education program enrollment
Home language
Length of time in Unites States

Limitations
One potential limitation of this study was that not enough parents would agree to allow
their child to participate in the study due to their residency status and fear of deportation. This is
often the case when working with undocumented families. Research supports this fear and often
suggests that the emotional toll related to residency status is profound and plays a significant role
in their future planning (Norrid-Lacey & Spencer, 2000). At no point was a student or his or her
families’ residency jeopardized. Citizenship status was not asked, nor was it a criterion for this
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study. A major limitation when dealing with high school students is often they do not give their
parents forms for signature.
A concern taken into consideration when working with adolescents in a group setting is
social desirability. It was possible that 25% of the population would respond with socially
desirable answers due to knowing the researcher in the capacity as their school counselor with
the way students are assigned alphabetically. To account for this, students were randomly
grouped as opposed to alphabetically when completing assessments. Prior to providing students
with the scales, they were reminded about anonymity in the results as a second method to
account for social desirability. An additional limitation was the cultural and linguistic differences
between the participants and the researcher. When sampling a population where some
participants’ speak a different language from the researcher, there is a language barrier and the
potential for a loss of meaning in translation. There are limited assessments in the research for
Latino students, and it is important to note the complexities that surround assessments that are
normed for one ethnicity which may not be appropriately normed for another ethnicity. Since
this study took place in a small rural-suburban community, it may not be relevant to a researcher
in an urban setting.

Research Issues/ Researcher’s Perspective
It is important to have included this section, since my ethnic background is not the same
as the participants. I needed to be cognizant that the students may, or may not, share information
because they may already know me in the capacity as a counselor. Contrarily, utilizing my
training as a school counselor helped me in being able to understand their level of comfort and
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read body language, in addition to being skilled in multicultural counseling. Since I was not
fully bilingual, I had access to a translator, which can alter the results, partly because language is
an important factor in acculturation.
Having studied in Guanajuato Mexico, I am aware of the education system and the major
differences between the United States Educational System and Mexico’s Educational system.
This helped me in building rapport with the students, since I have a frame of reference of where
they have been educated and I have travelled to “their land.” My understanding and knowledge
of the school system in Mexico helped in interpreting transcripts, courses and educational
expectations. At the same time, my opinion of their system and the courses/schools are often
very different, and I needed to remain neutral to try to avoid skewing the outcome of my
research. All things considered, I believe that the richness that can be gained from the results
outweighs the limitations.
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CHAPTER 4
RESULTS
Introduction
The results of this study will be presented in five sections. Section I will present the
demographic data on the participants. Section II will introduce the outcome and predictor
variables used in the study. Section III will present results relevant to the major research
question. Section IV will provide additional analyses that are intended to elaborate the results of
the major research question and will present a description of the secondary research questions.
This will be followed by Section V which will present a summary of the results.
Section I:

Participant Characteristics

Data were collected from 86 Mexican and Mexican-American students in Mid-Atlantic
High School that was used for the study. Of the 86 participants, 64 students completed the
Resilience Scale-25 and the Abbreviated Multidimensional Acculturation Scale. A comparison
of the 64 students who participated in the research to the 22 who did not participate will be
presented later. One participant started the survey, but half-way through decided not to complete
it; therefore it was not included in the study. Fifty-eight students chose to complete the English
version of the Resilience Scale-25, while six chose the Resilience Scale Spanish version. Three
students did not complete one question on the Resilience Scale and were asked to complete the
item before leaving the conference room. It took approximately 15 to 30 minutes for each group
to compete the surveys. Prior to the completion of this study, there were five students who chose
to withdraw from school. All five participants (three females and two males) completed the
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surveys and have been included in the analysis. Of the six who chose the Resilience Scale
Spanish version, three of them dropped out of school.
Descriptive data on the students in the sample are presented in Tables 4.1 to 4.7.
Table 4.1
Frequency Analysis by Gender
Gender
Male
Female
Total

Frequency
38
48
86

%
44
56
100

Table 4.2
Frequency Analysis by Home Language
Home Language
English
Spanish
Total

Frequency
18
68
86

%
21
79
100

Table 4.3
Percentage of Participants by Birth Country
Birth Country
Mexico
United States
Total

N
56
30
86

%
65
35
100

Table 4.4
Frequency Analysis by Vocational Technical program
Vocational Technical
Not Enrolled in Vocational
Enrolled in Vocational
Total

Frequency
60
26
86

%
70
30
100
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Table 4.5
Frequency Analysis by Special Education Enrollment
Special Education Enrollment
Not Enrolled in Special
Education
Enrolled in Special Education
Total

Frequency
73

%
85

13
86

15
100

Table 4.6
Frequency Analysis by English as a Second Language (ESL) Enrollment
English as a Second Language
Active in ESL
Exited from ESL
Never ESL
Total

Frequency
20
31
35
86

%
23
36
41
100

Table 4.7
Frequency Analysis by Free and Reduced Meal Enrollment
Free And Reduced Meal
Enrollment (FARM)
Receives Free Meals
Receives Reduced Meals
Not enrolled in the FARM
Total

Frequency

%

61
7
18
86

71
8
21
100

It is evident from the data that the sample consists of students whose families are
predominately poor, who were born in Mexico, and whose home language is Spanish. These
demographic characteristic are consistent with the literature on Latino second-language learners
in the United States. The APA Presidential Task Force on Immigration (2012) reports that in
62% of foreign born families Spanish is the spoken language. It has also been cited that 75% of
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the agriculture industry workers were born in Mexico, and are low socioeconomic status, which
is consistent with the community in which this study was conducted (Arredondo et al., 2014).

Section II: Variables Used in the Analyses
A. Outcome Variables
One of the major outcome variables for this study is the student’s GPA. In the district
where these data were collected, GPA is computed in both a weighted and an unweighted form.
To avoid undo complexity in reporting the results, it was decided to use only the weighted GPA
since this is the way it is most typically used in the District. In addition, the correlation between
these two GPA estimates was .973 indicating that they are essentially identical. The overall
average weighted cumulative GPA for the sample as a whole was 2.707 (SD=0.689), ranging
from 1.203 to 4.441.
In addition to GPA, there were several other variables that are available as indicators of
academic success. These include the SAT scores and various content mastery scores from the
State’s testing program. As an initial attempt to reduce the number of these variables, a principal
components analysis followed by a varimax rotation was conducted. The results of this analysis
are contained in Table 4.8.
Table 4.8
Rotated Component Matrix of the Academic Outcome Variables
Components
GPA/State exams SAT/PSAT
.188
.862
.182
.839
.349
.828

ABL-Literature Best Scaled Score
MSSA Reading - Scaled Score
MSSA Math - Scaled Score
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Table 4.8, continued
MSSA Science - Scaled Score
ABL-Algebra Best Scaled Score
ABL-Biology - Best Scaled Score
MSSA Writing - Scaled Score
Weighted Cumulative GPA
SAT Critical Reading Score
SAT Writing Score
SAT Math Score

.797
.776
.705
.682
.596
.240
.221
.229

.385
.312
.158
.094
.318
.912
.899
.871

The two factors derived from the analysis accounted for 71.5% of the variance. It is evident
from Table 4.8 that the two factors consist of the SAT scores (Factor II), as contrasted to all of
the remaining variables (Factor I). Since this is an exploratory study, it was decided to analyze
the data as broadly as possible. As such, all of the variables listed in Table 4.8 as well as the two
factors derived from these variables were used in at least some of the analyses.
B. Predictor Variables
There were two predictor variables that were continuous. The average number of years
spent in a US school was 7.558 (SD=3.622) and ranged from 1 to 11 years. The distribution was
slightly negatively skewed (-.7556), with most students having spent 9-11 years in a US school.
The average Resilience Scale (RS-25) score was 141.734 (SD=13.105) and ranged from 111 to
170 points. This is important to note, as the students included in this study tend to be transient
that is, spending time going back and forth between Mexico and the United States having
interrupted schooling.
The Resilience Scale-25 (RS-25) consists of 25 questions. This scale used a 7-point
Likert format from one (strongly disagree) to seven (strongly agree).The survey measures five
characteristics of resilience: Self-Reliance (SR), Meaning (M), Equanimity (E), Perseverance (P)
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and Extensional aloneness (EA). The RS-25 had a range of 25 to 175 points with scores higher
than 145 indicating moderately high to high resilience, scores of 116-144 indicating moderately
low to moderate resilience, and scores of 115 and below indicating very low resilience. Wagnild
(2009) indicates that a score between 25 and 100 does not necessarily indicate zero resilience,
but may be indicative of an underlying issue like depression. Of the 86 students surveyed, only
64 completed the RS-25 for a response rate of 74%. The distribution of the Resilience scores
divided according to the indicated scores ranges is presented in Table 4.9.
Table 4.9
Distribution of Resiliency Scores for the Students in the Sample
Score Range
115 and Below
(Very Low Resilience)
116 – 144
(Low to Moderate Resilience)
145 – 175
(Moderate to High Resilience)

Frequency

Percent of Sample

3

4.7%

32

50.0%

29

45.3%

As shown in Table 4.9, over 95% of the students would be considered at least moderately
resilient. The Resilience scores were moderately negatively skewed with only the Meaning Score
having a value larger than 1 (-1.233). None of the distributions were skewed enough to represent
an issue with the statistical analyses.
The demographic predictor variables of interest in the study are:


Gender



Vocational/Technical enrollment



Special Education Enrollment



ESL Enrollment
o Exited from ESL, Active in ESL Never Enrolled
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Country of Birth (United States or Mexico)



Home Language (English or Spanish)



Socioeconomic Status (Free and Reduced Meal (FARM) Status)



Years in United States Schools

C. Comparing the Students who Completed the Resiliency Scale to those who did not
As mentioned previously 22 students did not complete the Resilience Scale. To ascertain
if this group was different from those who completed the scale, all of the relevant variables were
compared for the two groups. There were two significant differences: ESL status and Factor I.
The 22 students who did not complete the survey were less likely to be involved in ESL than the
completers. In addition, these students had significantly higher scores on Factor I indicating
higher levels of academic achievement. In both cases, however, the effect size was small. Thus,
some caution is required in interpreting the data since the sample on which the majority of the
analyses were conducted is a somewhat higher achieving group.
Section III:

Analyses Relevant to the Major Research Question

The major research question is: which variables, singly and in combination, account for
the variance in academic achievement in Mexican and Mexican American students? The
predictor variables of interest are: birthplace (whether the student was born in the United States
or Mexico), the student’s level of acculturation, the length of time in the United States, the
student’s level of family socio-economic status, the student’s level of resilience, gender, home
language, and educational placements (ESL, Special Education, technical education enrollment).
To answer this question at the univariate level, all of the predictor variables were analyzed
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against all of the outcome variables through Pearson correlations or one-way ANOVAs.
A summary of all of the significant relationships is presented in Table 4.10, 4.11, 4.12 and 4.13.

Table 4.10
Correlations with the Demographic Variables Relevant to the Research Question

Birth Country

DV
12-13
ACCESS
Composite
ABL examsLiterature
Score

Length of Time in
US Schools
Gender

Home Language

Special Education

Sig.

Interpretation

.682

.000

Students born in Mexico have
lower scores

.250

.021

Students born in Mexico have
lower scores

No significant correlations
SAT Math

.330

.048

PSAT (240)

.481

.027

SAT Writing

.438

.022

SAT Total

.396

.041

-.264

.026

-.368

.001

PSAT (240)

.493

.009

SAT CR score

-.338

.047

SAT Writing

-.377

.025

SAT Total

-.491

.003

-.310

.004

-.368

.001

ABL Algebra
exam score
ABL Biology
exam score
Vocational Tech

Correlation

ABL Algebra
exam scores
ABL Biology
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Girls have lower SAT Math
Scores
Students with English as
home language have higher
scores
Students with English have
higher SAT Writing scores
Students with English have
higher SAT total scores
Students with Spanish have
higher ABL Algebra scores
Students with Spanish have
higher ABL Biology scores
Students enrolled in
Vocational Tech have lower
PSAT (240) scores
Special Ed students have
lower SAT CR scores
Special Ed students have
lower SAT Writing scores
Special Ed students have
lower SAT Total scores
Special Ed students have
lower ABL Algebra scores
Special Ed students have

exam scores
ABL Literature
exam scores

-.301

.005

lower ABL Biology Scores
Special Ed students have
lower ABL Literature Scores

Table 4.11
All Significant Correlations using the Acculturation Scale
IV
United States
Cultural Identity
(CIUS)
United States
Cultural
Competence
Language
Competence
English (LCE)
United States Total
Acculturation Score
Country of OriginMexico
(CO)Cultural
Identity
Language
Competence
Spanish (LCS)

Cultural
Competence
Mexico
(CCM)

DV
12-13 Access
Composite
ABL examsAlgebra Score
12-13 Access
Composite

Correlation Sig.
-.463

.030

-.246

.025

-.464

.030

12-13
Composite

-.441

.040

12-13
Composite
12-13
Composite
ABL- exams
Literature
score
12-13
Composite
ABL examsAlgebra Score
ABL examsBiology Score
ABL examsLiterature
Score
12-13
Composite
MSSA Math
Score
MSSA Science
Score
ABL examsAlgebra Score

-.511

.015

-.529

.011

-.239

.028

-.635

.001

-.254

.021

-.246

.027

-.307

.004

-.523

.013

-.228

.049

-.228

.037

-.237

.031
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Interpretation
The higher CIUS, the lower the
ACCESS Composite
The higher the CIUS, the lower
the ABL- Algebra exam score
The higher the CCUS, the lower
the ACCESS composite
The higher the Language
Competence English, the lower
the ACCESS composite
The higher the US score, the
lower the ACCESS composite
The higher CO, the lower the
ACCESS composite
The higher CO, the lower the
ABL Literature exam score
The higher the LCS the lower the
ACCESS composite
The higher LCS the lower ABL
Algebra exam score
The higher LCS the lower ABL
Biology exam score
The higher LCS the lower ABL
Literature exam score
The higher the CCM the lower the
ACCESS composite
The higher the CCM the lower the
MSSA Math Score
The higher the CCM the lower the
MSSA Science Score
The higher the CCM the lower
ABL –Algebra exam score

Table 4.11, continued
Cultural
Competence
Mexico
(CCM)

ABL exams Literature
Score

-.319

.003

ABL examsBiology Score
Mexico Total
12-13
Acculturation Score
Composite

-.241

.030

-.622

.002

ABL examsAlgebra Score
ABL examsBiology Score
ABL examsLiterature
Score

-.227

.039

-.229

.039

-.248

.021

The higher the Mexico Cultural
Competence the lower ABL
Literature exam score
The higher the CCM the lower
ABL Biology exam score
The higher the Mexico Total
Score the lower the ACCESS
composite
The higher the Mexico Total the
lower ABL –Algebra exam score
The higher the Mexico Total the
lower ABL Biology exam score
The higher the Mexico Total the
lower ABL Literature exam score

Table 4.12
Resilience Factor Correlations Relevant to the Major Research Question
IV
Resilience:
Meaning
Resilience: Self
Reliance
Resilience:
Equanimity
Resilience:
Perseverance
Resilience:
Existential Alone
RS Total Score

DV

Correlation

Sig.

Interpretation

No significant correlations
No significant correlations
No significant correlations
ABL-Algebra
exam score

.293

.022

ABLLiterature
exam score

.268

.034

The higher the perseverance
the higher the ABL-Algebra
score
The higher the perseverance
the higher the ABL-Literature
scores

No significant correlations
No significant correlations
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Table 4.13
Significant ANOVA Results
IV

DV

F

Sig.

Family SES
(FARM)

MSSA Reading

3.36

.040

ESL

MSSA Reading
MSSA Math
MSSA Science
ABL Algebra exam
ABL Literature
exam
Factor I

14.82
8.04
6.80
4.81

.000
.001
.002
.011

Interpretation
Students who qualify for Free
Lunch are reading at a
significantly lower level.
Active<Exited<Never
Active<Exited<Never
Active<Exited<Never
Active<Exited<Never

20.19

.000

Active<Exited<Never

8.31

.001

Active<Exited<Never

While there are numerous significant relationships shown in Tables 4.10, 4.11, 4.12 and
4.13, the actual extent of significant and meaningful relationships is not great. It is evident, for
example, that Resilience which is one of the major variables of interest in this study has very few
significant relationships with any of the measures of academic achievement. In fact, the Total
Resilience Score does not have any significant correlations. However it should be noted that one
variable of interest, perseverance, did show a correlation to higher scores on both ABL Literature
and ABL Algebra exams.
Table 4.13 shows that family socioeconomic status is related only to MSSA Reading
scores with students from poorer families reading at a lower level. This table also shows that
ESL placement affects a wide range of variables with students currently in ESL scoring lower
than students who have exited this program, and with both groups scoring lower than students
who have never been in the ESL program. These results are consistent with the literature
pertaining to the Hispanic achievement gap when students are tested in a second language
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(Lopez, 2009). Detailed Pearson correlations are presented in Appendix J regarding the above
analysis.
To answer the second part of the research question, linear multiple regressions were
computed using gender, Vo Tech, special education, ESL, home language, years in the US, birth
country, FARM status, acculturation scores and the five resilience factors as the predictors and
the two factors derived from the factor analysis as the criterion variables. As an initial analysis,
the data were checked for multicolinearity. The only variable found to be problematic was ESL
status with a VIF of 3.33. As such, this variable was removed from the list of predictors. The
regression for Factor II was not significant. For Factor I, the regression equation was significant
at beyond the .01 level, with an R of .719 and an adjusted R2 of .515. It is recognized that the
sample size is too small to adequately analysis; however it was decided to include the analysis
for exploratory purposes. The results are presented in Table 4.14.
Table 4.14
Multiple Regression Results for Factor I

1

Model
(Constant)
Gender
VoTech
Sp. Ed.
Yrs. in US
School
Birth Country
FARM
Self-Reliance
Meaning
Equanimity

Unstandardized
Coefficients
B
Std. Error
32.321
17.144
.516
2.118
-1.702
2.745
-9.547
3.560

Standardized
Coefficients
Beta
.026
-.075
-.368

T
1.885
.244
-.620
-2.682

Sig.
.065
.809
.538
.010

-.189

.341

-.070

-.555

.582

-3.209
4.012
-.903
.295
-.168

2.850
2.450
.460
.363
.305

-.154
.198
-.328
.100
-.065

-1.126
1.637
-1.964
.812
-.549

.266
.108
.046
.421
.585
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Table 4.14, continued

Model
Perseverance
Existential
Alone
CCUS
CCM
Home Lang

Unstandardized
Coefficients
B
Std. Error
.606
.346

Standardized
Coefficients
Beta
.235

T
1.750

Sig.
.086

.648

.428

.229

1.514

.137

4.518
-3.157
1.260

1.337
1.346
3.697

.385
-.260
.049

3.380
-2.346
.341

.001
.023
.735

As shown in Table 4.14, students who score the highest on Factor I, which is a measure
of general academic achievement, are not in Special Education, have lower levels of selfreliance, have higher US acculturation scores, and have lower Mexican acculturation scores.

Section IV:

Additional Questions

Secondary Question # 1:

Are there differences between students born in the US and students

born in Mexico in terms of resilience and cultural competence.
To answer this research question, a two group MANOVA was computed comparing the
two groups of students in terms of resilience and cultural competency. Means and standard
deviations for the two groups are presented in Table 4.15.
Table 4.15
Means and Standard Deviations for Resilience and Cultural Competency by Birth Country
Birth Country
Resilience Scale and
Cultural Competence
Self-Reliance

United States
29.381 (2.9407)
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Mexico
27.233 (3.6829)

Table 4.15, continued
Meaning

29.857 (3.0048)

29.047 (3.5183)

Equanimity

26.619 (4.5550)

26.698 (3.4471)

Perseverance

29.238 (3.3302)

26.930 (3.8569)

Cultural Competence US
2.8253968 (.97962038)
Cultural Competence
2.4841270 (.77442588)
Mexico
Note: Unites States N=21, Mexico N=43

2.5271318(.75499241)
2.5968992(.83747586)

The omnibus Wilks’ lambda test was significant (Wilks’ Lambda = .745. p = .002; partial
eta squared = .144). The univariate results are presented in Table 4.16.
Table 4.16
Univariate Results Comparing Students born in Mexico and in the United States

Source
Birth Country

Dependent
Variable
Self-Reliance
Meaning
Equanimity
Perseverance
Existential Alone
CCUS
CCM

DF

Mean
Square

F

Sig.

Partial Eta
Squared

1
1
1
1
1
1
1

65.123
9.272
.087
75.150
16.754
1.255
.179

5.437
.821
.006
5.504
1.392
1.804
.268

.023
.369
.939
.022
.243
.184
.606

.081
.013
.000
.082
.022
.028
.004

As shown in Tables 4.15 and 4.16, students born in the United States have significantly
higher levels of self-reliance and perseverance.
Secondary Research Question # 2:

Are there differences between students born in Mexico and

students born in the US on measures of academic achievement?
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To answer this question a two group MANOVA was conducted on the various measures of
academic achievement. The overall Wilks’ lambda was not significant and none of the univariate
comparisons were significant.

Summary
The demographic data indicate that a majority of the participants in this data set were
born in Mexico, were of low socioeconomic status and predominantly spoke Spanish at home.
Pearson correlations showed that if Spanish was the primary home language, students tended to
perform more poorly academically than those living in a home with English as the primary
spoken language, which is consistent with the literature. Furthermore, results revealed students
with Spanish as the home language scored higher on ABL Algebra and ABL Biology Exams, but
not as high as their English counterparts in the ABL Literature exams. This is not consistent
with the literature, as it has been previously mentioned students who speak Spanish at home tend
to lag behind their peers who speak English at home (Lopez, 2009; Samson & Collins, 2012). On
the other hand, the finding that higher Language Competence in English is associated with lower
ACCESS composite scores is contradictory since there is also a significant negative correlation
between Language Competence in Spanish and the ACCESS composite score. This suggests that
regardless of the language, a student will not score high on the ACCESS test.
There were a few significant relationships with Acculturation. As shown in the multiple
regression, students with higher academic achievement had higher US acculturation scores and
lower Mexican acculturation scores. This was also demonstrated at the univariate level as higher
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Mexican Acculturation scores were associated with lower scores in all ABL exams, MSSA
exams and ACCESS scores.
In regard to Resilience, there are no significant correlations for Meaning, Self-Reliance,
Equanimity or Existential Aloneness. However, there was a strong correlation between
Perseverance and ABL Literature and Algebra scores: the higher the individual score for
perseverance the higher the exam scores for both. In the multiple regression it was found that
self-reliance was negatively related to Factor I scores, a surprising finding that will be discussed
in Chapter 5.
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CHAPTER 5
DISCUSSION
Summary of Findings and Interpretations

This purpose of this study was to discover the variables associated with academic
achievement among Mexican and Mexican American high school students in a small suburban
agricultural area. The study sought to answer this core research question: which variables,
singly and in combination, predict academic achievement in this group of Latino students? The
variables investigated included the following: birthplace (whether the student was born in the
United States or Mexico), the student’s level of acculturation, the length of time in the United
States, the student’s level of family socio-economic status, the student’s level of resilience,
gender, home language, educational placements (ESL, Special Education, technical education
enrollment). Of these, the variable of major interest was resilience since recent research has
indicated that resilience can play a significant role in a person’s ability not only to adapt to but to
thrive in complex and problematic circumstances. An additional variable of interest was
Acculturation, a critical component for any person whose ethnicity is different from the
dominant culture.
Barriers, such as language acquisition, socioeconomic status, discrimination and
acculturation for Latino students have existed and are considered contributing factors to the
achievement gap. Most research on academic performance has been normed on how White
students perform. This study differed from previous studies because it looked at academic
performance differences between Mexican students and Mexican American students, whereas
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other studies have not differentiated between the two groups. Rather than look at why students
perform poorly, this study had hoped to find what the strengths of Latinos are, as they continue
to demonstrate resilience in spite of adversity.
The Mexican American and Mexican students in the student were administered a selfreported questionnaire which contained measures of resilience as well as acculturation. The
Resilience Scale-25 (RS-25) (Wagnild, 2009) was the instrument used to measure resilience.
This test is one of the most commonly used measures of this construct and has been shown to
have adequate reliability and validity. As defined by Wagnild, resilience consists of five
components: self-reliance, meaning, equanimity, perseverance, and existential aloneness. The
second assessment, the Abbreviated Multidimensional Acculturation Scale (AMAS-ZABB) (Zea
et al., 2003) measured the degree of acculturation a Mexican student or Mexican American
student possesses. All other data were provided by Mid-Atlantic High School. These data
included the following measures of academic achievement: the Mid-Atlantic System of School
Assessments (MSSA), ABL Exams (Algebra, Biology, Literature), Scholastic Assessment Test
(SAT), Preliminary SAT/National Merit Scholarship Qualifying Test (PSAT/NMSQT), and
weighted and unweighted Cumulative Grade Point Average (GPA) ending in school year 20122013. Demographic data were also provided by the school district. These included place of birth,
gender, home language, length of time in Unites States, special education enrollment, English as
a second language status, technical education program enrollment, and free and reduced meal
status (FARM).
Before conducting the statistical analyses to answer the core research question, a
principal components analysis followed by a varimax rotation was conducted to attempt to
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reduce the number of academic achievement variables. This analysis produced two factors which
accounted for 71.5% of the variance. Factor I included the ABL-Literature, Algebra, and Biology
scores, the scaled scores of MSSA Reading, MSSA Math, MSSA Science, MSSA Writing, and
the weighted cumulative GPA. Factor I was interpreted as general academic achievement. Factor
II included all of the SAT scores (reading, writing, and math) and was simply interpreted as the
SAT Factor.
To answer the major research question, Pearson correlations followed by a standard
ordinary least squares multiple regression were computed. The criterion variables for all of the
primary analyses were the two factor scores derived from the factor analysis. Few of the
correlations with Factor II were significant, and the overall multiple regression was not
statistically significant. As such, it can be concluded that the predictor variables chosen for
investigation in this study do not correlate with SAT scores for this group of Latino students. For
Factor I, there were five variables that significantly correlated with the factor score. These were:
special education placement; ESL status; US Acculturation Status; Mexican Acculturation
Status; and Self-Reliance. As shown in Table 4.13 and 4.14, students with higher Factor I scores
were not in special education, were not in ESL; had higher US Acculturation Scores; had lower
Mexican Acculturation scores; and had lower levels of self-reliance. (Note: as shown in Chapter
4, ESL status was dropped from the multiple regression because it produced a significant
multicolinearity problem. By itself, however, the data show that students who had never been in
ESL achieved at higher levels than students who had participated but had exited, who in turn had
higher levels than students still enrolled.) Since this result is the major analysis answering the
research question, each of these variables will be briefly discussed.
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The results for special education status and ESL participation are not surprising as both of
these variables have been shown in numerous studies to negatively impact academic
achievement. Early research has suggested that many seasoned educators are not adequately
prepared to service students who are dual identified in both special education and English as a
Second language programs, therefore potentially creating a disproportionate representation of
students who are dual identified (Ortiz & Yates, 2001). Moreover, research has also noted that
students who have limited English proficiency and are in special education do not perform as
well as their peers when compared to others in special education (Thurlow & Liu, 2001).
The results for acculturation, while again not completely unexpected, do offer some
insight into academic achievement for this group of Latino students. The data show that the
higher the US cultural competence score and the lower the Mexican cultural competence score,
the higher is the student’s overall academic achievement. As acculturation is defined, students
high in the US score and low in the Mexican scores have probably been immersed in US culture
for a longer period of time.
One surprise finding related to resilience was a negative correlation between self-reliance
and high academic achievement. This would suggest that Latino students, who have a lower
level of self-reliance, may ultimately perform higher academically than their peers with a higher
level of self-reliance. One could ascertain from this finding that these students are not
resourceful, or aware of their own limitations, but somehow are still able to achieve at a higher
level than their peers. Since this result is counter-intuitive there is no obvious explanation.
Future research might investigate this finding in more detailed. It should be pointed out,
however, that the result was only marginally significant.
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In addition to the analyses relevant to the major research question, there were several
specific results that offer insight into this group of students. Several of these are listed below:
(1) Students who were born in Mexico had lower scores on ABL exams and ACCESS scores as
contrasted to students born in the U.S. Since the ACCESS test is a test for identified ESL
students, it is not surprising that Mexican students performed lower than Mexican American
students since they are exposed to more English.
(2) Students, regardless of birthplace, who were identified as special education students
performed lower on all ABL exams, and SAT exams. In obtaining these scores, it was not
specified if the student did or did not receive special education accommodations, such as
extended time or a person reading the exams. This was not a surprise finding, but was
important to note, as individual accommodations on standardized tests may indeed change
the outcome of the score.
(3) It was not surprising to find students who had English as their home language scored higher
on PSAT, SAT Writing and total SAT scores. On the contrary, students who had Spanish as
the home language scored higher on ABL Biology and ABL Math. This may be attributed to
math and science instruction in Mexico being superior to math and science instruction in the
United States. One caution with the finding in such a small sample is that it is not known
how much schooling was in Mexico, if it was interrupted and how much is related to
instruction in the United States.
(4) Only one correlation existed between United States Cultural Competence (CCUS), showing
the higher the CCUS, the lower the ACCESS score. This is surprising since the ACCESS
test is an English competency exam. However, questions in this part of the scale are related
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more to a person’s knowledge of American culture, such as national heroes, popular
American television shows and American history which may explain the discrepancy. When
all three dimensions were combined, the only correlation was the higher the total United
States Acculturation score, the lower the ACCESS score. It should be remembered, however,
the US cultural competence was a significant predictor of Factor I scores in the multiple
regression.
(5) The Cultural Competence-Mexico (CCM) showed the most correlations between all the
subscales. The higher the score on CCM was, the lower the scores were on all ABL exams,
the ACCESS test, and both the MSSA Math and Science scores. These scores may be
attributed to how standardized test makers often use historical or political figures that would
be known to someone who was born and has grown up in the United States. For example, the
College Board has made recent changes to the SAT to focus more on topics like the
Declaration of Independence, the Federalist Papers and "Letter from a Birmingham Jail" by
Dr. Martin Luther King, Jr. ("Collegeboard Redesign of SAT," 2014). This puts students not
born in the US at a disadvantage behind their peers who were born here and may have had
that previous knowledge, giving them an edge when taking exams such as the SAT, MSSA
and ABL exams.
(6) Scores on the AMAS-ZEA measuring the country of origin-Mexico show the higher the
Cultural Identity (CO) and the higher the Language Competence Spanish (LCS), the lower
the ACCESS score and lower the ABL Literature score. Yet, another not surprising
correlation is the higher a student scores in (LCS) the lower each of the ABL exams scores
are. This supports literature surrounding standardized test that shows if test taking is not in a
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person’s native language the person will ultimately have lower scores than their counterparts
who take exams in their native tongue.
(7) When the three dimensions are summed for a total Mexico score, it shows the higher the
Mexico total score, the lower each of the ABL exams scores are, in addition to a lower
ACCESS score. This is actually contradictory to what was previously stated that the higher
the US total score the lower the ACCESS Score. This may indicate a flaw in the design of
the AMAS-ZEA scale or that the ACCESS test is extremely difficult to pass regardless of a
person’s Cultural identity, Cultural Competence, or English and/or Spanish language skills.
The extent of the correlations for both US Acculturation and Mexican Acculturation is not
that great, and should be interpreted with caution.
(8) Results from ANOVA’s performed support the literature related to the students where
English is not their first language and academic performance (Lopez, 2009). Students who
were either in ESL classes during the time this study was completed or were once identified
as ESL, scored lower academically on Factor I, when compared to students who were never
enrolled in ESL. Additionally, results showed families with low socioeconomic status had
lower MSSA scores. Unfortunately, this information does not help us in closing the
achievement gap when students are tested in a different language from their first language.
Resilience showed few relationships with any of the measures of academic achievement.
When the RS-25 score was totaled for each participant, it showed no significant correlations.
However, one variable of interest, perseverance, which has a continued controversial definition
and multiple overlaps in other constructs, showed a correlation to higher scores on both the ABL
exams and ABL Algebra exams.
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Results from this study suggest that students who have higher US acculturation scores,
lower Mexican acculturation scores, and are not enrolled in special education, may academically
outperform peers who do not display these competencies. Consequently, most of the findings
do not relate to the construct of resilience, but relate to the concept of acculturation. Since
acculturation has been previously cited as a process, one could ascertain from this study that the
interaction of cultures and the effect of this intersection is a stronger predictor of academic
achievement than the construct of resilience. Since language is often the most obvious form of
acculturation, it supported the removal of ESL as a predictor when conducting the multiple
regressions.
Several secondary research questions were also answered. Among these questions are the
following:
Are there difference between students born in the United States and students born in Mexico in
terms of resilience and cultural competence?
A two group MANOVA was performed comparing Mexican students and MexicanAmerican students in terms of resilience and cultural competency. The five factors- selfreliance, meaning, equanimity, perseverance, and existential aloneness- from the RS-25
(Wagnild, 2009) and the two total scores Cultural Competence- US and Cultural CompetenceMexico from the AMAS-ZABB (Zea et al., 2003) were used in the analysis. Results showed that
students born in the U.S. had higher self-reliance and perseverance scores. This suggests that
students of Mexican descent who were born in the United States have a higher level of selfreliance and that they are able to identify their own limitations and have good problem solving
skills. Secondly, this suggests that students born in the United States have a higher level of
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perseverance. One perspective may be attributed to individuals knowing they have different
rights than a Mexican born person as an American, and therefore already start off with fewer
obstacles such as citizenship.
Are there difference between Students born in Mexico and students born in the US on
measures of academic achievement?
A two group MANOVA was conducted using the various measures of academic
achievement which was non-significant. This was a surprise finding in the study, since the two
groups had different outcomes on other measures such as the SAT’s.

Additional Analysis
An informal analysis was conducted regarding question #7 on the Resilience Scale-25.
The statement for question #7, “I usually take things in stride” was problematic in nature because
it is an idiom that may not be understood by adolescents or individuals of a different ethnic
background. The definition of “take something in (your) stride, is to calmly deal with
something unpleasant and not let it have a bad effect on you” ("Cambridge American Idioms,"
2003, figure 1). While this may be an appropriate idiom relating to the construct of resilience, it
did cause confusion. During the time when participants were completing the Resilience Scale25, more than half of the students asked, “What does take things in stride mean?” I responded
the same way to each student using the above definition, to have consistency and to not influence
the responses to the additional questions.

Limitations of the Study
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This study was designed for educators to have a better understanding of resilience and the
potential relationship to academic achievement in Mexican American and Mexican students in
the United States. Nonetheless, there are limitations in the scope and size that will be discussed.
This study was a correlational study and these results should not be used to infer a causal
relationship between variables.
The first limitation to be addressed is linguistic ability and comprehension. Since many
of the students were limited in their English proficiency, it is possible that students did not fully
comprehend the questions in each survey. I was unable to obtain a copy of the Resilience Scale
Spanish- SRVS (Heilemann et al., 2003) for this study, as it may have been a more appropriate
translation for the population in this study. While only six students chose the Spanish version,
nonetheless, the importance of translation and back translation may have an impact on one’s
understanding of the questions at hand. As previously noted the use of idioms in measuring
resilience is quite problematic and should be reevaluated by the author of the scale when using it
with adolescents or members of a different ethnicity or culture. This study supports ClaussEhlers’ (2008) suggestion of a need for a culturally focused resilience scale that includes SES,
race, ethnicity, and culture.
Additionally, the second assessment, the Abbreviated Multidimensional Acculturation
Scale (AMAS-ZABB) (Zea et al., 2003) was only in English and the wording of statements
proved to be difficult for some participants. For example, during one session, a participant
struggled to answer the first six questions related to being an American. This student was very
limited in English proficiency and stated, “I am not an American,” and did not know how to
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answer the questions. On the other hand it is possible that students who completed the surveys
did not ask questions due to partaking in a group setting. This created a potential for inflation in
responses for social desirability amongst peers. There was also a small possibility that students
knew me as the researcher, and had inflated responses as well. When surveying individuals,
there may be random answer selection, inflation of responses and lack of understanding,
therefore potentially compromising the reliability and validity of the measures used.
The second limitation relates to the sample size. The effect of a sample size of only 86 is
prevalent in the results. Ultimately, small sample sizes can inflate the standard error. Because pvalues are a function of standard error, large standard errors can lead to larger p-values. With
these results, the study can be replicated in the future with a more specific hypothesis in mind
(for example, the difference in average weighted GPA between males and females is [x] points)
and sample size calculations can be performed to obtain the optimal sample size necessary to
detect a statistically significant difference. Secondly, due to the small sample size of 64 and the
inability to duplicate Wagnild and Young’s (2009) factor structure, the factor analysis completed
in this study should not be considered generalizable (De Winter, Dodou, & Wieringa, 2009).
Nonetheless it supports a recommendation for further exploration on the five factors in the
Resilience Scale-25. Generalizations of Mexican or Mexican American students’ levels of
resilience should not be made from this study.

Implications for Practice
As previously mentioned, there was the potential for racism of lower expectations on
students who attend a vocational program, and this should be further investigated to see why
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these students do not score as well on standardized exams such as the PSAT and if there is a
correlation to what courses they take in high school. Students, regardless of ethnicity or race,
who attend the vocational program are often limited in their core class selection and therefore
may not have the opportunity to be as challenged academically as a student who stays in the high
school full time.
School counselors should look closer at the academic placement of Latino students when
exploring options for future planning and consider all aspects of the child, e.g. previous
education, standardized tests, and time in the United States (Cloud, Lakin, Leininger, &
Maxwell, 2010). Counselors also need to have a self-awareness of their own prejudices when
working with populations such as ESL, or students who may be of a different ethnicity from their
own. Even though most counselor education programs have multicultural counseling courses, not
all have specific courses for ELL students, nor do they address individual characteristics of each
ethnicity and culture in full detail. School counselors need to be well versed in the seven
competencies of Latino-Centered Counseling known and summarized in the study as identity
(Mexican-Origin Youth), development, language (Spanish, ESL), acculturation, family factors
(roles), stressors (socio-economic status, discrimination, education gap), and protective factors
(cultural values, help-seeking perspectives) before counseling, measuring or using resilience as a
psychological construct (Arredondo et al., 2014).

Recommendations for Future Research
As stated in Chapter 2, early research focused on resilience as a trait like factor. This
study emphasized resilience as a construct, considering adversity as the antecedent. More
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recently the literature has been exploring the idea of resilience-based interventions, defining
adversity as the feature that separates the trait from the concept of resilience (Earvolino-Ramirez,
2007). Richardson (2002) states it is the disruption that leads a person to be resilient, whereas
constructs like hardiness do not necessarily produce a positive outcome.
Latino parent input was not included in this study on purpose due to the age of the
participants. Generally speaking, parents are not as involved in the future planning of 12 th grade
students as they are in earlier years, since many students are already considered an adult legally
by being age 18 or are close to age 18. However, parents can be an integral part in the
microsystem of how one learns to cope with adversity at an early age and therefore a future study
may incorporate a parental perspective to take into consideration.
Since the Mexican education system and United States education are different in their
instructional methods, as I have seen firsthand, I would recommend further analysis in looking at
variables more in depth to ascertain what differences between the systems contribute to success.
For example, some students are in rural one or two room schoolhouses, or in an area where only
the privileged go to school. This is quite different from the typical American high schools and
the one used in this study. Secondly, a closer look at parental perceptions of the differences in
education may also be an interesting factor to consider and assist in looking at academic
achievement through the lens of a parent.
Another avenue of research supported by the American Psychological Association
Presidential Task Force on Immigration (2012) is to conduct a mixed methods approach, to
improve validity and to add to the cultural significance of this type of research. Additionally, a
more in-depth longitudinal and cross sectional study design may identify factors of risk and
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resilience across the life span. This approach may provide more insight in how acculturation,
language acquisition, identity development, familial and community roles, psychological
behaviors, and academic performance are interrelated to levels of resilience throughout different
times in a person’s life.
During the time research was being conducted, I was reviewing college application
essays for students and one student asked me to read her personal statement. I felt this essay
exemplified what my intent was in studying the concept of resilience, solidified my
understanding of the seven competencies of Latino Centered Counseling and motivated me to
continue my research and support the Latino community in attaining their personal goals. She
wrote the paragraph below in her personal essay for college which supports a study of this nature
and further highlights the need to assist Latinos in their preparations for their future:
“I am a first generation female in my family to work towards furthering my education
following high school graduation. I have seen my family go through the many adversities
of not only being a minority in this country but also raising a family here. Seeing the
struggles of my family, such as language barriers, and social discrimination has
empowered to work hard and achieve my dreams. My family has been my source of
motivation. Experiencing with them their long work hours and minimum wage jobs has
been a learning experience. I am grateful for the efforts and support they have provided
me with that continues to fuel my aspirations to further my education. I am an aspiring
minority looking for the opportunity to grow and prosper.” (D. Martinez, personal
communication, October 14, 2013)
Permission to include this statement was obtained from the student. Not only does the
above statement illustrate an example of what could be obtained from qualitative data, such as
open ended questions, focus groups and interviews, but it highlights the importance of one’s
personal journey and the value of listening. This type of data could enrich the research
community by the valuable information that may be obtained from collecting personal stories of
acculturation, discrimination and determination from an individual perspective.
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Researcher’s Perspective
Throughout the study, I listened to personal stories of success and failures and what I
found was these stories may not be the process called resilience but truly the process called
acculturation. I began this pursuit exploring the psychological construct of resilience and
realized acculturation has a greater impact on achievement than what I previously had thought.
This dissertation has enhanced my understanding of Latinos, predominately Mexican culture,
enriched my life and opened up new doors for future research in the exploration of
acculturation’s impact on academic achievement and future aspirations.

Conclusion
The findings of this study have addressed multiple issues surrounding resilience and
academic achievement within the new demography of the United States. While there were
statistically significant findings, they are not necessarily meaningful due to the small effect size.
Nonetheless, it is imperative researchers continue to explore what factors may indeed contribute
to the success of some Latinos while others do not succeed. This study did, however, bring
attention to what may be societal struggles that impede the success of Latinos in the United
States education system. The construct of resilience and the positive tendencies it may have on
psychological and academic outcomes, makes it worthwhile to continue to explore further in
depth. This study has demonstrated there is a strong need for further exploration into
acculturation, since a students’ cultural competence was a strong predictor of academic success.
Lastly, this study highlights the need for more culturally sensitive resilience measures or
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acculturation measures and ways to support Latino students in order to bridge the academic
achievement gap that exists.
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APPENDIX B
ENGLISH AND SPANISH CONSENT FORMS FOR PARENTS
Formulario de Consentimiento De Los Padres Para la Participación en Investigaciones.
Universidad de Temple-Padres
Título del Proyecto: Exploración de Resiliencia y rendimiento académico: Una comparación
entre los estudiantes mexicanos y estudiantes mexicanos
Investigadora: Diana Wildermuth, Kennett High School, School Counselor, 100 East South
Street, Kennett Square, PA, 19348. Telephone 610-444-2412; dwildermuth@kcsd.org . Dr.
Joseph Ducette, Professor and Chair of Educational Psychology Department, Temple University,
Ritter Hall 287, 1301 Cecil B. Moore Avenue, Philadelphia, PA 19122; 215-204-4998; email:
joseph.ducette@temple.edu.
El Temple Universidad Institutional Review Board ha dado permiso para este proyecto. Para
mas información sobre tus derechos como participante, llame el Institutional Review Board,
215-707-3390 por correo electrónico a irb@temple.edu.
Introducción
Su hijo/hija ha sido invitado para participar en este proyecto para comprender qué factores
motivan y resiliencia a los estudiantes en la escuela. Ella o él se le pedirá que complete una breve
encuesta durante el semestre de otoño. Por favor lee el documento y fírmalo en el fin de la forma
se usted da permiso.
Propósito de estudio
El objetivo de este estudio es ayudar a identificar los factores que motivan y resiliencia a los
estudiantes a continuar su educación y no hay una diferencia entre los Estados Unidos los
estudiantes nacidos y los estudiantes de México nacidos.
Numero de las participantes
Habrá aproximadamente 100 adolescentes en el proyecto.
El plan general de estudio
Los estudiantes participantes se le pedirá que tome un breve estudio completo en su semestre de
otoño. El investigador estudiante también revisará los estudiantes participantes expediente
académico.
Duración de estudio para cada participante
El adolescente será involucrado solo para la duración de las preguntas, como 15 minutos en la
sala de conferencias de la oficina de orientación. No será otros requeridos.
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Beneficios posibles con participación en el estudio
Los adolescentes se le proporcionará la oportunidad de evaluar el mismo y tener una mejor
comprensión de sus fortalezas y áreas que necesitan de crecimiento para el éxito futuro. Al igual
que con cualquier estudio, no hay garantía de que el estudiante experimente los beneficios de
participar en esta encuesta. Otros pueden beneficiarse en el futuro de la información que
obtenemos en este estudio. Los beneficios para los adolescentes incluyen la oportunidad de
reflejar de su herencia e identidad.
Riesgos posibles con participación en el estudio
a. Psicológico: no hay expectaciones de que tener riesgos psicológicos con participar en
la
investigación.
b. Social: no hay expectaciones de que tener riesgos sociales con participar en la
investigación. Todos
los datos serán anónimos.
c. Físico: no hay expectaciones de que tener riesgos físicos con participar en la
investigación.
d. Legal: No hay riesgo legal.
e. Economía: No hay riesgo económico.
f. Engaño de las participantes: Esta investigación no engañará en ningún forma la
participante.
Quien puede participar
Esta investigación es para las adolescentes, edades 16-18, quienes tienen herencia Mexicano.
Confidencialidad de los datos
La información recogida será estrictamente confidencial y anónima; su nombre no será usado en
ningún momento. Aunque no existen beneficios directos por participar en este proyecto, la
información obtenida en la investigación estará a su disposición, si así lo requiere. La
participación del adolescente es totalmente voluntaria y podrá abandonar el proyecto en
cualquier momento que lo desee, sin ningún penalidad. Su decisión de será respetada y aceptada.
Seguridad del los datos
La información (o datos) de la entrevista será guardado en computadora, hacemos todas
precauciones para protegerlo: solo la investigadora tendré acceso de la información.
Sus derechos como participante en el estudio
Participación en la investigación es completamente voluntaria. Su hijo tiene derecho de retirar de
la investigación en cualquier momento. Retirando desde la investigación no resultará en ningún
penalidad. Si su hijo decide no participar o decide retirar, no tendría una penalidad.
Resultados de estudio
Un informe gratis será disponible que describe los resultados de la investigación y como ayudará
en desarrollar las fortalezas de los adolescentes. El informe será disponible para todos los
participantes que tienen interés en leerlo y será enviado por correo.
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Problemas y preguntas
Si está de acuerdo en participar, por favor firme estas dos copias y conserve una de ellas.
Si tiene preguntas sobre esta estudio, por favor, póngase en contacto con: Diana Wildermuth, o
email dwildermuth@kcsd.org. Si tiene preguntas o alguna inquietud sobre la forma de selección
y tratamiento de los participantes, póngase en contacto con el Institutional Review Board, 215204-4998.
Consentimiento para adolescente
Como padre o guardián, doy permiso para mi hijo, ______________________________
(nombre del hijo) para participar en la investigación describió en esta forma. Diana Wildermuth
ha explicado la investigación, su propósito, riesgos y beneficios y ha respondido a todas mis
preguntas.
_____________________________________________
Firma de padre, madre, o otro custodia del adolescente Fecha: ________
____________________________________________
Firma de padre, madre, o otro custodia del adolescente impreso
____________________________________________
Persona que obtiene la firma el consentimiento
nombre:

Fecha: ________

___________________________________________
Persona que obtiene la firma el consentimiento
nombre impreso:
Desde ya, muchas gracias por su apoyo a esta investigación.
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APPENDIX C
ENGLISH AND SPANISH CONSENT FORMS FOR STUDENTS OVER 18
OVER 18 Years old CONSENT FORM FOR PARTICIPATION IN RESEARCH
Temple University
Project Name: Exploring Resilience and Academic Achievement: A comparison between
Mexican American students and Mexican students
Investigators: Diana Wildermuth, Kennett High School, School Counselor, 100 East South
Street, Kennett Square, PA, 19348. Telephone 610-444-2412; dwildermuth@kcsd.org . Dr.
Joseph Ducette, Professor and Chair of Educational Psychology Department, Temple University,
Ritter Hall 287, 1301 Cecil B. Moore Avenue, Philadelphia, PA 19122; 215-204-4998; email:
joseph.ducette@temple.edu.
The Temple University Institutional Review Board has given approval for this research project.
For information on your rights as a research subject, contact the Institutional Review Board at
215-707-3390 or via email at irb@temple.edu.
Introduction
You are invited to participate in a study in attempting to understand what resiliency factors
motivate students in school. You will be asked to complete a brief survey during the fall
semester.
Background and purpose of this study
The purpose of this study is to help identify what resiliency factors motivate students to continue
their education and is there a difference between United States born students and Mexico born
students.
Total number of participants
There will be approximately 100 persons participating in the total study.
General plan of this study
Participating students will be asked to take complete one brief survey in their fall semester. The
student investigator will also review participating students academic records.
Length of the study for each subject
The student will spend approximately 15 minutes completing the survey in the guidance office
conference room.
Possible benefits of participating in the study
You will be provided with the opportunity to self evaluate and have a better understanding of
your strengths and areas that need growth for future success. As with any study, there is no
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guarantee that you will experience benefits from taking this survey. Others may benefit in the
future from the information we obtain in this study.
Possible side effects and other risks of participating in the study
a. Psychological. We foresee no psychological risks to participants due to the research
process.
b. Social. We foresee no social risks to participants due to research procedures. All data
will be anonymous.
c. Physical. We foresee no physical risks to participants due to research procedures.
d. Legal. Other than legally mandated reporting of child abuse or intent to harm self or
others, we put participants under no legal risk.
e. Economic. We foresee no economic risk to the participants. In fact, participants will
benefit slightly as they will consider what strengths they have related to who they are and where
they come from.
f. Violations of normal expectations. We do not plan to deceive our participants in any
way.
Who can participate
This study is designed for adolescents, ages 16-18, who are Latino/Hispanic of Mexican Descent.
Confidentiality of the data collected during the study
All information you disclose will be kept strictly confidential. However, we cannot guarantee
absolute confidentiality. Whenever data from this study are published, your name will not be
used. Individuals from Temple University Institutional Review Boards may review research
records related to this study, both to assure quality control and to analyze data.
Data security
If information about your participation in this study is stored in a computer, we will take the
following precautions to protect it from unauthorized disclosure, tampering, or damage: only
authorized users will have access. Each participant will be given a subject number and all data
will be identified only by this number. Names matching the subject number will be kept in a
locked file in the locked research office. All records will be kept in the strictest of confidence
and stored in a locked research office to protect the confidentiality of participants. A hard copy
of data will be kept for backup. Upon completion of the study, all subject identification will be
destroyed and only a study number will be used in handling the data. All analyses and future
research proposals will utilize only these anonymous data.
Your rights as a participant in the study
The adolescent’s Your participation in this study is entirely voluntary. You have the right to
withdraw from the study at any time. Should you decide not to participate or to withdrawal,
there will not be any penalty.
Results of study
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A free report will be available for participants that describe the study and the results and how this
will help counselors assist young people in their motivational pursuit of education. The report
will be made available, via mail or in paper format, to all participants who express interest.
Problems and questions
Call Diana Wildermuth at 610-444-2412, if you have questions about the study. If you have any
questions about your rights regarding this project, call the Temple University Institutional
Review Board at 215-204-6875.
Consent
I have read the information provided in the consent form. Ms. Diana Wildermuth has explained
to me the nature of the study, its purpose, possible risks, and possible benefits and has answered
all my questions to my satisfaction. I voluntarily agree to participate in this study.
Parent or guardian’s Participant signature: _______________________________
Date:________
Participant printed name: ____________________________
Person obtaining consent signature: ______________________________ Date: ________
Person obtaining consent signature
printed name:
___________________________________
Researcher Signature
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Formulario de Consentimiento De Los Padres Para la Participación en Investigaciones.Over 18
Universidad de Temple
Título del Proyecto: Exploración de Resiliencia y rendimiento académico: Una comparación
entre los estudiantes mexicanos y estudiantes mexicanos
Investigadora: Diana Wildermuth, Kennett High School, School Counselor, 100 East South
Street, Kennett Square, PA, 19348. Telephone 610-444-2412; dwildermuth@kcsd.org . Dr.
Joseph Ducette, Professor and Chair of Educational Psychology Department, Temple University,
Ritter Hall 287, 1301 Cecil B. Moore Avenue, Philadelphia, PA 19122; 215-204-4998; email:
joseph.ducette@temple.edu.
El Temple Universidad Institutional Review Board ha dado permiso para este proyecto. Para
mas información sobre tus derechos como participante, llame el Institutional Review Board,
215-707-3390 por correo electrónico a irb@temple.edu.
Introducción
Participar en un estudio para comprender qué factores de motivan y resiliencia a los estudiantes
en la escuela. Se le pedirá que complete una breve encuesta durante el semestre de otoño.
Propósito de estudio
El objetivo de este estudio es ayudar a identificar los factores que motivan y resiliencia a los
estudiantes a continuar su educación y no hay una diferencia entre los Estados Unidos los
estudiantes nacidos y los estudiantes de México nacidos.
Numero de las participantes
Habrá aproximadamente 100 adolescentes en el proyecto.
El plan general de estudio
Los estudiantes participantes se le pedirá que tome un breve estudio completo en su semestre de
otoño. El investigador estudiante también revisará los estudiantes participantes expediente
académico.
Duración de estudio para cada participante
El adolescente será involucrado solo para la duración de las preguntas, como 15 minutos en la
sala de conferencias de la oficina de orientación. No será otros requeridos.
Beneficios posibles con participación en el estudio
Se le proporcionará la oportunidad de evaluar el mismo y tener una mejor comprensión de sus
fortalezas y áreas que necesitan de crecimiento para el éxito futuro. Al igual que con cualquier
estudio, no hay garantía de que usted va experimente los beneficios de participar en esta
encuesta. Otros pueden beneficiarse en el futuro de la información que obtenemos en este
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estudio. Los beneficios para los adolescentes incluyen la oportunidad de reflejar de su herencia e
identidad.
Riesgos posibles con participación en el estudio
a. Psicológico: no hay expectaciones de que tener riesgos psicológicos con participar en
la
investigación.
b. Social: no hay expectaciones de que tener riesgos sociales con participar en la
investigación. Todos
los datos serán anónimos.
c. Físico: no hay expectaciones de que tener riesgos físicos con participar en la
investigación.
d. Legal: No hay riesgo legal.
e. Economía: No hay riesgo económico.
f. Engaño de las participantes: Esta investigación no engañará en ningún forma la
participante.
Quien puede participar
Esta investigación es para las adolescentes, edades 16-18, quienes tienen herencia Mexicano.
Confidencialidad de los datos
La información recogida será estrictamente confidencial y anónima; su nombre no será usado en
ningún momento. Aunque no existen beneficios directos por participar en este proyecto, la
información obtenida en la investigación estará a su disposición, si así lo requiere. La
participación es totalmente voluntaria y podrá abandonar el proyecto en cualquier momento que
lo desee, sin ningún penalidad. Su decisión de será respetada y aceptada.
Seguridad del los datos
La información (o datos) de la entrevista será guardado en computadora, hacemos todas
precauciones para protegerlo: solo la investigadora tendré acceso de la información.
Sus derechos como participante en el estudio
Participación en la investigación es completamente voluntaria. Su hijo tiene derecho de retirar de
la investigación en cualquier momento. Retirando desde la investigación no resultará en ningún
penalidad. Si su hijo decide no participar o decide retirar, no tendría una penalidad.
Resultados de estudio
Un informe gratis será disponible que describe los resultados de la investigación y como ayudará
en desarrollar las fortalezas de los adolescentes. El informe será disponible para todos los
participantes que tienen interés en leerlo y será enviado por correo.
Problemas y preguntas
Si está de acuerdo en participar, por favor firme estas dos copias y conserve una de ellas.
Si tiene preguntas sobre esta estudio, por favor, póngase en contacto con: Diana Wildermuth, o
email dwildermuth@kcsd.org. Si tiene preguntas o alguna inquietud sobre la forma de selección
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y tratamiento de los participantes, póngase en contacto con el Institutional Review Board, 215204-4998.
Consentimiento para adolescente
Como He leído la información proporcionada en el formulario de consentimiento. Diana
Wildermuth ha explicado la investigación, su propósito, riesgos y beneficios y ha respondido a
todas mis preguntas. Acepto voluntariamente participar en este estudio.
_____________________________________________
Firma de estudiante Fecha: ________
____________________________________________
Firma de estudiante impreso
____________________________________________
Persona que obtiene la firma el consentimiento
nombre:
___________________________________________
Persona que obtiene la firma el consentimiento
nombre impreso:
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Fecha: ________

APPENDIX D
ENGLISH AND SPANISH ASSENT FORM
TEMPLE UNIVERSITY
AGREEMENT TO PARTICIPATE IN RESEARCH –ASSENT FORM
Exploring Resilience and Academic Achievement: A comparison between Mexican American students and Mexican
students
Investigators: Diana Wildermuth, Kennett High School, School Counselor, 100 East South Street, Kennett Square, PA,
19348. Telephone 610-444-2412; dwildermuth@kcsd.org . Dr. Joseph Ducette, Professor and Chair of Educational
Psychology Department, Temple University, Ritter Hall 287, 1301 Cecil B. Moore Avenue, Philadelphia, PA 19122; 215204-4998; email: joseph.ducette@temple.edu.

Introduction: You are invited to take part in a research study we are doing. A research study is a way to learn
more about something in education. We would like to find out more about what resiliency factors motivate
students in school. You will be asked to complete a brief survey during the fall semester.
Background and purpose of this study: We are inviting you to be in the study to help identify what factors
motivate students to continue their education and is there a difference between United States born students and
Mexico born students.
General plan of this study: If you agree to take part this study, we will ask you to complete a brief survey in the
fall semester. You will spend approximately 15 minutes completing the survey in the guidance office conference
room. The student investigator will also review your academic records.
Possible benefits of participating in the study: We do not know if being in this study will help you but it will
give you the opportunity to know what your strengths and areas for growth for your future success. We may
learn something from this study that may help other students.
Possible side effects and other risks of participating in the study: We foresee no psychological or social risks
to you because of your participation in the research process. Other than legally mandated reporting of child
abuse or intent to harm yourself or others, there is no legal risk. We foresee no economic risk to you. We do not
plan to deceive you in any way.
Your rights as a participant in the study: You do not have to be part of this study. It is up to you. You can
say yes now and change your mind later. All you have to do is tell us you want to stop. No one will be mad at
you if you do not want to be in the study. No one will be mad if you join the study now and change your mind
later. Before you say yes or no to being in this study, ask any questions about the study. You can ask questions
about the study at any time. Just tell Ms. Diana Wildermuth that you have a question. A free report will be
available if you would like a copy. The report will be made available, via mail or in paper format, if you express
interest.
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If you sign your name below, it means that you agree to take part in this research study.
________________
Date

_____________________________________________
Signature of Child/Adolescent Participant
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TEMPLE UNIVERSITY
ACUERDO PARA PARTICIPAR EN LA INVESTIGACIÓN-ASSENT FORM
Exploración de Resiliencia y rendimiento académico: Una comparación entre los estudiantes mexicanos y
estudiantes mexicanos
Investigadora: Diana Wildermuth, Kennett High School, School Counselor, 100 East South Street, Kennett Square, PA,
19348. Telephone 610-444-2412; dwildermuth@kcsd.org . Dr. Joseph Ducette, Professor and Chair of Educational
Psychology Department, Temple University, Ritter Hall 287, 1301 Cecil B. Moore Avenue, Philadelphia, PA 19122;
215-204-4998; email: joseph.ducette@temple.edu.
Introducción: Se le invita a participar en un estudio de investigación que estamos haciendo. Un estudio de investigación
es una manera de aprender más acerca de algo en la educación. Nos gustaría saber más acerca de los factores de
resiliencia motivar a los estudiantes en la escuela. Se le pedirá que complete una breve encuesta durante el semestre de
otoño.
Antecedentes y objeto de este estudio: Te invitamos a participar en el estudio para ayudar a identificar los factores que
motivan a los estudiantes a continuar su educación y ¿Hay una diferencia entre Estados Unidos los estudiantes nacidos y
los estudiantes nacidos en México.
Plan general de este estudio: Si acepta participar este estudio, se le pedirá que complete una breve encuesta en el
semestre de otoño. Usted pasará aproximadamente 15 minutos completar la encuesta en la sala de conferencias de la
oficina de orientación. El investigador estudiante también revisará sus expedientes académicos.
Los posibles beneficios de participar en el estudio: No sabemos si en este estudio ayudará a usted, pero le dará la
oportunidad de conocer cuáles son sus fortalezas y áreas de crecimiento para su éxito futuro. Podemos aprender algo de
este estudio que puede ayudar a otros estudiantes.
Los posibles efectos secundarios y otros riesgos de participar en el estudio: Prevemos ningún riesgo psicológico o
social a que, debido a su participación en el proceso de investigación. Aparte de informes por mandato legal de abuso o
intento de daño a sí mismo oa los demás, no existe ningún riesgo legal. Nosotros prevemos ningún riesgo económico
para usted. No tenemos planes para engañar de ninguna manera.
Sus derechos como participante en el estudio: Usted no tiene que ser parte de este estudio. Le corresponde a usted. Se
puede decir que sí ahora y cambiar de opinión más tarde. Todo lo que tienes que hacer es decirnos que desea detener.
Nadie se va a enojar contigo si no quieres estar en el estudio. Nadie se va a enojar si se inscribe en el estudio ahora y
cambiar de opinión más tarde. Antes de decir sí o no a participar en este estudio, hacer preguntas sobre el estudio. Usted
puede hacer preguntas sobre el estudio en cualquier momento. Simplemente dile a la Sra. Diana Wildermuth que usted
tiene una pregunta. Un informe gratuito estará disponible si usted desea una copia. El informe se pondrá a disposición, a
través de correo electrónico o en formato papel, si usted expresa interés.
Si firma su nombre abajo, significa que usted acepta participar en este estudio de investigación.
_____________
Fecha

__________________________________________________
Firma del Niño / Participante del Adolescente
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APPENDIX E
RESILIENCE SCALE LICENSE
INTELLECTUAL PROPERTY LICENSE AGREEMENT
Students & Residents of Developing Countries
This Intellectual Property License Agreement ("Agreement") is made and effective this 20 March 2013 ("Effective Date") by
and between The Resilience Center, PLLP ("Licensor") and Diana Wildermuth ("Licensee").
Licensor has developed and licenses to users its Intellectual Property, marketed under the names "the Resilience Scale", "RS",
"the 14-ltem Resilience Scale", and "the RS-14" (the "Intellectual Property").
Licensee desires to use the Intellectual Property.
NOW, THEREFORE, in consideration of the mutual promises set forth herein, Licensor and Licensee agree as follows:
1.

License.
Licensor hereby grants to Licensee a 1-year, non-exclusive, limited license to use the Intellectual Property as set forth in
this Agreement.

2. Restrictions.
Licensee shall not modify, license or sublicense the Intellectual Property, or transfer or convey the Intellectual
Property or any right in the Intellectual Property to anyone else without the prior written consent of Licensor .
Licensee may make sufficient copies of the Intellectual Property and the related Scoring Sheets to measure the
individual resilience of an unlimited number of subjects, for non-commercial purposes only.
3. Fee.
In consideration for the grant of the license and the use of the Intellectual Property, subject to the Restrictions above,
Licensee agrees to pay Licensor the sum of US$50.
4. Term.
This license is valid for twelve months, starting at midnight on the Effective Date.
5. Termination.
This license will terminate at midnight on the date twelve months after the Effective Date.
6. Warranty of Title.
Licensor hereby represents and warrants to Licensee that Licensor is the owner of the Intellectual Property or
otherwise has the right to grant to Licensee the rights set forth in this Agreement. In the event any breach or
threatened breach of the foregoing representation and warranty, Licensee's sole remedy shall be to require Licensor to
do one of the following: i) procure, at Licensor's expense, the right to use the Intellectual Property, ii) replace the
Intellectual Property or any part thereof that. is in breach and replace it with Intellectual Property of comparable
functionality that does not cause any breach, or iii) refund to Licensee the full amount of the license fee upon the
return of the Intellectual Property and all copies thereof to Licensor.
7. Warranty of Functionality.
Licensor provides to Licensee the Intellectual Property "as is" with no direct or implied warranty.
8.

Payment.
Any payment shall be made in full prior to shipment. Any other amount owed by Licensee to Licensor pursuant to
this Agreement shall be paid within thirty (30) days following invoice from Licensor. In the event any overdue
amount owed by Licensee is not paid following ten (10) days written notice from Licensor, then in addition to any
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other amount due, Licensor may impose and Licensee shall pay a late payment charge at the rate of one percent (1%)
per month on any overdue amount.
9. Taxes.
In addition to all other amounts due hereunder, Licensee shall also pay to Licensor, or reimburse Licensor as

appropriate, all amounts due for tax on the Intellectual Property that are measured directly by payments made by
Licensee to Licensor. In no event shall Licensee be obligated to pay any tax paid on the income of Licensor or paid for
Licensor's privilege of doing business.
10. Warranty Disclaimer.
LICENSOR'S WARRANTIES SET FORTH IN THIS AGREEMENT ARE EXCLUSIVE AND ARE IN LIEU OF ALL OTHER
WARRANTIES, EXPRESS OR IMPLIED, INCLUDING BUT NOT LIMITED TO, THE IMPLIED WARRANTIES OF
MERCHANTABILITY AND FITNESS FOR A PARTICULAR PURPOSE.
11. Limitation of Liability.

Licensor shall not be responsible for, and shall not pay, any amount of incidental, consequential or other indirect damages,
whether based on lost revenue or otherwise, regardless of whether Licensor was advised of the possibility of such losses in
advance. In no event shall Licensor's liability hereunder exceed the amount of license fees paid by Licensee, regardless of
whether Licensee's claim is based on contract, tort, strict liability, product liability, or otherwise.
12. Support.

Licensor agrees to provide limited, e-mail-only support for issues and questions raised by the Licensee that are not answered
in the current version of the Resilience Scale User's Guide, available on www.resiliencescale.com, limited to the Term of this
Agreement . Licensor will determine which issues and questions are or are not answered in the current User's Guide.
13. Notice. Any notice required by this Agreement or given in connection with it, shall be in writing and shall be given to the
appropriate party by personal delivery or by certified mail, postage prepaid, or recognized overnight delivery services. If to
Licensor: The Resilience Center, PLLC PO Box 313Worden, MT 59088-0313

If to Licensee Name: Diana Wildermuth
14. Governing Law.

This Agreement shall be construed and enforced in accordance with the laws of the United States and the state of Montana.
Licensee expressly consents to the exclusive forum, jurisdiction, and venue of the Courts of the State of Montana and the
United States District Court for the District of Montana in any and all actions, disputes, or controversies relating to this
Agreement .
15. No Assignment.

Neither this Agreement nor any interest in this Agreement may be assigned by Licensee without the prior express written
approval of Licensor.
16. Final Agreement.

This Agreement terminates and supersedes all prior understandings or agreements on the subject matter hereof. This
Agreement may be modified only by a further writing that is duly executed by both Parties.
17. Severability.

If any term of this Agreement is held by a court of competent jurisdiction to be invalid or unenforceable, then this
Agreement, including all of the remaining terms, will remain in full force and effect as if such invalid or unenforceable term
had never been included.
18. Headings.

Headings used in this Agreement are provided for convenience only and shall not be used to construe meaning or intent.
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IN WITNESS WHEREOF, the Parties hereto have duly caused this Agreement to be executed in its name on its
behalf, all as of the day and year first above written.
Licensee
Signature :
Printed Name: Diana Wildermuth
Title: Student
Date:15 March 2013
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APPENDIX F
QUESTIONNAIRE RESILIENCE SCALE-25
Date: ____________
Please read each statement and circle the number to the right of each statement that best indicates your
feelings about the statement. Respond to all statements.
Circle the nu mber in the appropriate column

Strongly Agree

Strongly
Disagree

l . When I make plans, I follow through with them.

l

2

3

4

5

6

2. I usually manage one way or another.

l

2

3

4

5

6

7
7

3. I am able to depend on myself more than anyone else.

1

2

3

4

5

6

7

4. Keeping interested in things is important to me.

2

3

4

5

6

7

5. I can be on my own if I have to.

1
1

2

3

4

5

6

7

6. I feel proud that I have accomplished things in life.

1

2

3

4

5

6

7

7. I usually take things in stride.

1

2

3

4

5

6

8. I am friends with myself.

1

2

3

4

5

6

7
7

9. I feel that I can handle many things at a time.
10. I am determined.

1
1

2
2

3
3

4
4

5
5

11. I seldom wonder what the point of it all is.

1

2

3

4

5

12. I take things one day at a time.

l

2

3

4

5

6
6
6
6

7
7
7
7

13. I can get through difficult times because I've experienced
difficulty before.

l

2

3

4

5

6

7

14. I have self-discipline.

1

2

3

4

5

6

7

15. I keep interested in things.

1

2

3

4

5

6

7

16. I can usually find something to laugh about.

1

2

3

4

5

6

7

17. My belief in myself gets me through hard times.

1

2

3

4

5

6

7

18. In an emergency, I'm someone people can generally rely on.

1

2

3

4

5

6

7

19. I can usually look at a situation in a number of ways.

1

2

3

4

5

6

7

20. Sometimes I make myself do things whether I want to or not.

1

2

3

4

5

6

7

21. My life has meaning.

1

2

3

4

5

6

7

22. I do not dwell on things that I can't do anything about.

1

2

3

4

5

6

7

23 . When I'm in a difficult situation, I can usually find my way
out of it.

1

2

3

4

5

6

7

24. I have enough energy to do what I have to do.

1

2

3

4

5

6

7

25. It's okay if there are people who don't like me.

1

2

3

4

5

6

7

© 1993 Gail M. Wagnild and Heather M. Young. Used by permission . All rights reserved . ''The
Resilience Scale" is an international trademark of Gail M. Wagnild & Heather M. Young, 1993
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APPENDIX G
RESILIENCE SCALE SPANISH

Resilience Scale
Spanish
Date_________________
Please read each statement and circle the number to the right of each statement that best indicates
your feelings about the statement. Respond to all statements.
Circle the number in the appropriate column.

Estoy en desacuerdo Estoy en acuerdo

1.

Cuando hago planes los llevo acabo

1

2

3

4

5

6

7

2.

Usualmente me las areglo de un modo o de otro.

1

2

3

4

5

6

7

3.

Puedo depender de mí misma máas que de otros.

1

2

3

4

5

6

7

4.

Mantenerme interesada en las cosas es importante
para mí

1

2

3

4

5

6

7

5.

Puedo valerme por mí misma si tengo que
hacerlo.

1

2

3

4

5

6

7

6.

Me siento orgullosa que he logrado cosas en mi
vida.

1

2

3

4

5

6

7

7.

Usualmente tomo las cosas como vienen.

1

2

3

4

5

6

7

8.

Soy amiga de mí misma.

1

2

3

4

5

6

7

9.

Siento que puedo manejar muchas cosas al mismo
tiempo.

1

2

3

4

5

6

7

10. Soy determinada.

1

2

3

4

5

6

7

11. Raramente me pregunto cuál es el propósito de
todo.

1

2

3

4

5

6

7

12. Tomo las cosas un día a la vez.

1

2

3

4

5

6

7

13. Puedo salir de tiempos difíciles porque he pasado
por tiempos difíciles.

1

2

3

4

5

6

7

14. Soy disciplinada.

1

2

3

4

5

6

7

15. Mantengo interés en las cosas.

1

2

3

4

5

6

7

16. Usualmente puedo encontrar algo de que reirme.

1

2

3

4

5

6

7

17. My confianza en mí misma me hace salir de
tiempos difíciles.

1

2

3

4

5

6

7

18. En una emergencia, soy alguien en quien la gente
puede contar.

1

2

3

4

5

6

7

19. Usualmente puedo ver una situación de muchas
maneras.

1

2

3

4

5

6

7
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Circle the number in the appropriate column.

Estoy en desacuerdo Estoy en acuerdo

20. A veces me ezfuerzo en hacer cosas quiera o no.

1

2

3

4

5

6

7

21. Mi vida tiene sentido.

1

2

3

4

5

6

7

22. No sigo pensando en cosas en que no puedo hacer
nada.

1

2

3

4

5

6

7

23. Cuando estoy en una situación difícil, usualmente
encuentro una salida.

1

2

3

4

5

6

7

24. Tengo suficiente energía para hacer lo que tengo
que hacer.

1

2

3

4

5

6

7

25. Está bien si hay personas que no me quieren.

1

2

3

4

5

6

7

©1993 Gail M. Wagnild and Heather M. Young. Used by permission. All rights reserved. “The
Resilience Scale” is an international trademark of Gail M. Wagnild & Heather M. Young, 1993 .
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APPENDIX H
QUESTIONNAIRE ABBREVIATED MULTIDIMENSIONAL ACCULTURATION
SCALE
Student id__________________________
Abbreviated Multidimensional Acculturation Scale (Zea, Asner-Self, Birman, & Buki)
The following section contains questions about your culture of origin and your native language. By culture of origin,
we are referring to the culture of the country either you or your parents came from (e.g., Puerto Rico, Cuba, China).
By native language we refer to the language of that country, spoken by you or your parents in that country (e.g.,
Spanish, Quechua, Mandarin).
Instructions: Please mark the number from the scale that best corresponds to your answer.
1
2
3
4
Strongly
Disagree
Agree
Strongly
Disagree
somewhat
somewhat
agree
1. I think of myself as being U.S. American. _____
2. I feel good about being U.S. American. _____
3. Being U.S. American plays an important part in my life. _____
4. I feel that I am part of U.S. American culture. _____
5. I have a strong sense of being U.S. American. _____
6. I am proud of being U.S. American. _____
7. I think of myself as being (a member of my culture of origin). _____
8. I feel good about being (a member of my culture of origin). _____
9. Being (a member of my culture of origin) plays an important part in my life. _____
10. I feel that I am part of culture (culture of origin). _____
11. I have a strong sense of being (culture of origin). _____
12. I am proud of being (culture of origin). _____
Please answer the questions below using the following responses:
1
2
3
4
Not at all
A little
Pretty well
Extremely well
How well do you speak English:
13. at school or work _____
110

14. with American friends _____
15. on the phone _____
16. with strangers _____
17. in general _____
How well do you understand English:
18. on television or in movies
19. in newspapers and magazines
20. words in songs
21. in general

ABBREVIATED MULTIDIMENSIONAL ACCULTURATION SCALE
Please answer the questions below using the following responses:
1
2
3
4
Not at all
A little
Pretty well
Extremely well
How well do you speak your native language:
22. with family _____
23. with friends from the same country as you _____
24. on the phone _____
25. with strangers _____
26. on the phone _____
How well do you understand your native language:
27. on television or in movies _____
28. in newspapers and magazines _____
29. words in songs _____
30. in general _____
How well do you know:
31. American national heroes _____
32. popular American television shows _____
33. popular American newspapers and magazines _____
34. popular American actors and actresses _____
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35. American history _____
36. American political leaders _____
How well do you know:
37. national heroes from your native culture _____
38. popular television shows in your native language _____
39. popular newspapers and magazines in your native language _____
40. popular actors and actresses from your native culture _____
41. history of your native culture _____
42. political leaders from your native culture _____
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APPENDIX I
BACK TRANSLATION CERTIFICATION

Certification of Translation Consent Form
I have translated and checked for accuracy the Consent Form from English to Spanish for a
research study Diana Wildermuth is conducting in the Kennett Consolidated School District.
Name: Wendy Kotz
Degree: Spanish/ESL Certification
Date: 3/18/2013
I have translated and checked for accuracy the Consent Form back to English from Spanish for a
research study Diana Wildermuth is conducting in the Kennett Consolidated School District.
Name: Yaneth Castro
Degree: International Studies/Native Spanish speaker
Date: 3/18/2013
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Certification of Translation Consent Form- 2nd certification
I have translated and checked for accuracy the Consent Form from English to Spanish for a
research study Diana Wildermuth is conducting in the Kennett Consolidated School District.
Name: Wendy Kotz
Degree: Spanish/ESL Certification
Date: 7/23/2013
I have translated and checked for accuracy the Consent Form back to English from Spanish for a
research study Diana Wildermuth is conducting in the Kennett Consolidated School District.
Name: Jason Cordova
Degree: English/ESL Certification Secondary/Native Spanish speaker
Date: 7/23/2013
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APPENDIX J
ADDITIONAL TABLES
Cumulative Grade Point Average including quality points
Marking Period &
Exam Letter Grades
A+: 100-97
A: 96-93
A-: 92-90
B+: 89-87
B: 86-83
B-: 82-80
C+: 79-77
C: 76-73
C-: 72-70
D+: 69-67
D: 66-60
X: 59-50
Y: Below 50

LETTER GRADE TO QUALITY POINTS EQUIVALENCIES
Advanced Placement
Honors Courses
Courses Quality Points
Quality Points
5.33
4.83
5.00
4.5
4.67
4.17
4.33
3.83
4.00
3.5
3.67
3.17
3.33
2.83
3.00
2.5
2.67
2.17
2.33
1.83
2.00
1.5
0.00
0.00
-1.00
-1.0

Regular Courses
Quality Points
4.33
4.00
3.67
3.33
3.00
2.67
2.33
2.00
1.67
1.33
1.00
0.00
-1.00

A+=100-97 (4.33 QP’s); A=96-93 (4.0 QP’s); A-=92-90 (3.67 QP’s); B+=89-87 (3.33 QP’s);
B=86-83 (3.0 QP’s); B-=82-80 (2.67 QP’s); C+=79-77 (2.33 QP’s); C=76-73 (2.0 QP’s); C-=7270 (1.67 QP’s); D+=69-67 (1.33 QP’s); D=66-60 (1.0 QP’s); X=59-50 (0.0 QP’s); Y=Below 50
(-1.0 QP’s).

Weighted Cum GPA

PSAT (240)

SAT CR Score

Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N

Correlations
CIUS
-.044
.687
86
-.069
.732
27
-.003
.984
35
115

CCUS
-.025
.818
86
-.103
.611
27
.094
.592
35

LCE
-.083
.449
86
-.106
.599
27
.044
.800
35

USA
-.055
.617
86
-.095
.638
27
.046
.794
35

Score SAT Math Score Pearson
Correlation
Sig. (2-tailed)
N
SAT Writing Skills
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
SAT total score
Correlation
Sig.
(2-tailed)
N
12-13 Access
Pearson
(Overall)
Scale
Score
Composite
Correlation
Sig.
(2-tailed)
N
12-13 Access
Pearson
(Overall)
Proficiency
Composite
Correlation
Sig.
(2-tailed)
Level
N

.057
.745
35
.071
.687
35
.063
.724
34
.
-.463
.030
22
.402
.071
21

CO
Weighted Cum GPA

Pearson
Correlation
Sig.
(2-tailed)
N
PSAT (240)
Pearson
Correlation
Sig.
(2-tailed)
N
SAT CR Score
Pearson
Correlation
Sig.
(2-tailed)
N
ScoreSAT Math Score Pearson
Correlation
Sig.
(2-tailed)
N
SAT Writing Skills
Pearson
Correlation
Sig.
(2-tailed)
N
SAT total score
Pearson
Correlation
Sig.
(2-tailed)
N
12-13 Access
Pearson
(Overall)
Scale Score
Composite
Correlation
Sig.
(2-tailed)

.003
.981
86
.039
.847
27
.003
.986
35
.103
.557
35
.044
.802
35
.075
.675
34
.
-.529
.011
116

.164
.347
35
.177
.308
35
.178
.315
34
.
-.464
.030
22
..
.549
.010
21

.116
.506
35
.120
.493
35
.140
.431
34
.
-.441
.040
22
..
.673
.001
21

.114
.513
35
.124
.477
35
.129
.465
34
.
-.511
.015
22
..
.635
.002
21

LCS

CCM

MEX

.051
.64
0 86
.143
.47
8 27
.047
.78
8 35
.06
0
.73
0 35
.02
1
.90
5 35
.03
7
.83
4 3.4
-.635
.
.00
1

.007
.952
86
-.111
.583
27
.010
.954
35
.087
.618
35
.059
.738
35
.075
.672
34
.
-.523
.013

-.015
.892
86
-.064
.749
27
-.012
.945
35
.086
.622
35
.041
.816
35
.064
.721
34
..
.622
.002

12-13 Access
(Overall)
Proficiency
Composite
Level

MSSA Rdg - Score

MSSA Math - Score

MSSA Sci - Score

MSSA Writing Score
Algebra –ABL exam
Scaled Score
Best
Biology – ABL exam
Scaled
Best Score
Literature – ABL
Scale
Score
exam Best
Factor1

Factor2

N
Pearson
Correlation
Sig.
(2-tailed)
N

Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig. (2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig. (2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N

22
.076
.743
21

2
2
.07
9
.73
22
1

22
-.242 22 .291 .027
21 .908
21

CIUS
-.129 CCUS
.06
8
.285
.57
5 70
70
-.168
.01
2
.149
.91
9 75
75
-.172
.010
.93
.142
37
74
4
-.023
.08
1
.849
.50
69
66
.
-.246
- 9
.087
.025
.43
68
83
-.065
- 3
.011
.92
.564
68
81
1
-.169
.00
3
.122
.97
68
85
-.186
- 5
.020
.087
.85
68
86
6
.058
.07
8
.593
.47
8
86
8
6

LCE
-.024
.844
70
-.089
.450
75
-.121
.303
74
-.020
.869
69
-.151
.172
83
-.129
.252
81
-.047
.668
85
-.127
.243
86
.070
.521
86

USA
-.029
.810
70
-.086
.465
75
-.107
.365
74
.011
.929
69
-.169
.127
83
-.075
.507
81
-.074
.502
85
-.118
.281
86
.072
.513
86

CO

CCM

MEX
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LCS

MSSA Reading Score

Pearson
Correlation
Sig.
(2-tailed)
N
MSSA Math - Score
Pearson
Correlation
Sig.
(2-tailed)
N
MSSA Science - Score Pearson
Correlation
Sig.
(2-tailed)
N
MSSA Writing Pearson
Score
Correlation
Sig.
(2-tailed)
N
Algebra – ABL Exams Pearson
Scaled Score
Best
Correlation
Sig.
(2-tailed)
N
Biology – ABL
Pearson
Scaled
Exams Score
Best
Correlation
Sig.
(2-tailed)
N
Literature – ABL
Pearson
Scaled
Exams Score
Best
Correlation
Sig.
(2-tailed)
N
Pearson
Factor1
Correlation
Sig. (2-tailed)
N
Factor2
Pearson
Correlation
Sig.
(2-tailed)
N

-.086
.478
70
-.138
.237
75
-.154
.190
74
-.053
.667
69
-.175
.114
83
-.184
.099
81
.
-.239
.028
85
-.197
.069
86
.092
.401
86

.181
.13
4 70
.194
.09
5 75
.228
.05
17
- 4
.068
.57
969
-.254
.
.02
1 83
-.246
.
.02
7 8.1
-.307
.
.00
4 85
- .
.269
.01
28
6
.06
0
.58
28
6

-.145
.231
70
.
-.228
.049
75
.
-.242
.037
74
-.024
.842
69
.
-.237
.031
83
.
-.241
.030
81
..
-.319
.003
85
.
-.260
.016
86
.084
.442
86

-.139
.252
70
-.189
.104
75
-.212
.070
74
-.052
.671
69
.
-.227
.039
83
.
-.229
.039
81
..
-.295
.006
85.
-.248
.021
86
.082
.452
86

RESILIENCE SCORE CORRELATIONS

Self-Reliance Meaning Equanimity Perseverance
Weighted Cum GPA
PSAT (240)

Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
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-.191
.131
64
-.051
.836

.010
.940
64
-.277
.251

-.161
.204
64
-.249
.303

.158
.213
64
.343
.151

N
Pearson
Correlation
Sig.
(2-tailed)
N
SAT Math Score
Pearson
Correlation
Sig.
(2-tailed)
N
SAT Writing Skills
Pearson
Correlation
Sig.
(2-tailed)
N
SAT total score
Pearson
Correlation
Sig.
(2-tailed)
N
12-13 Access Composite Pearson
(Overall) Scale Score
Correlation
Sig.
(2-tailed)
N
12-13 Access Composite Pearson
(Overall) Proficiency
Correlation
Sig.
(2-tailed)
Level
N

19
-.044
.842
23
-.276
.203
23
.044
.841
23
-.015
.945
23
-.303
.193
20
-.266
.256
20

SAT CR Score

19
-.120
.585
23
-.324
.132
23
-.178
.415
23
-.218
.317
23
-.093
.696
20
-.038
.875
20

Existential Alone
Weighted Cum GPA

PSAT (240)

SAT CR Score

SAT Math

SAT Writing Skills

SAT total score

Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation

-.127
.318
64
.048
.844
19
-.094
.669
23
-.142
.519
23
.005
.982
23
-.012
119

19
.191
.383
23
.098
.655
23
.201
.357
23
.181
.410
23
-.084
.725
20
-.077
.748
20

RS Score
-.084
.509
64
-.052
.834
19
.092
.677
23
-.146
.506
23
.156
.477
23
.092

19
.291
.178
23
.085
.698
23
.388
.068
23
.313
.146
23
.150
.527
20
-.138
.561
20

12-13 Access
Composite
12-13 Access
Composite

Sig. (2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig. (2-tailed)
N

.958
23
-.258
.272
20
-.224
.343
20

SelfReliance
MSSA Rdg - Score

MSSA Math - Score

MSSA Sci - Score

MSSA Writing - Score
Algebra Best Score

Biology – Best Score

Literature – Best Score

Factor1

Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)

.015
.916
50
-.050
.719
54
.036
.800
53
.093
.531
48
.093
.478
61
-.117
.375
60
.096
.453
63
.011
.930
120

.676
23
-.239
.311
20
-.201
.396
20

Meaning Equanimity Perseverance.
-.048
.738
50
-.084
.544
54
.100
.477
53
-.026
.859
48
.015
.908
61
.043
.743
60
.074
.565
63
.059
.645

.022
.879
50
-.023
.868
54
.084
.551
53
-.078
.598
48
.069
.596
61
-.051
.697
60
.084
.512
63
-.021
.869

.315
.026
50
.
.318
.019
54
.
.278
.044
53
.233
.111
48
.
.293
.022
61
-.007
.956
60
.
.268
.034
63
.
.257
.040

Factor2

N
Pearson
Correlation
Sig.
(2-tailed)
N

64
-.054
.671
64

64
-.153
.226
64

Existential Alone RS Score
Weighted Cum GPA

PSAT (240)

SAT CR Score

SAT Math

SAT Writing Skills

SAT total score

12-13 Access
Composite
12-13 Access
Composite

Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig.
(2-tailed)
N
Pearson
Correlation
Sig. (2-tailed)
N
Pearson
Correlation
Sig. (2-tailed)
N

-.127
.318
64
.048
.844
19
-.094
.669
23
-.142
.519
23
.005
.982
23
-.012
.958
23
-.258
.272
20
-.224
.343
20

-.084
.509
64
-.052
.834
19
.092
.677
23
-.146
.506
23
.156
.477
23
.092
.676
23
-.239
.311
20
-.201
.396
20

UNWEIGHTED GPA’s FREQUENCIES
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64
.065
.612
64

64
.094
.459
64

Unweighted
GPA
1.2031
1.4790
1.5028
1.5308
1.6578
1.6605
1.6647
1.8134
1.8544
1.9036
1.9280
1.9389
1.9477
1.9570
1.9771
2.0012
2.0137
2.0254
2.0600
2.1017
2.1262
2.1717
2.2214
2.2236
2.2313
2.2327
2.2692
2.2799
2.3145
2.3285
2.3855
2.4007
2.4430
2.4782
2.5107
2.5156

Frequency Percent
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1

1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2

Valid Percent Cumulative
Percent
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
122

1.2
2.3
3.5
4.7
5.8
7.0
8.1
9.3
10.5
11.6
12.8
14.0
15.1
16.3
17.4
18.6
19.8
20.9
22.1
23.3
24.4
25.6
26.7
27.9
29.1
30.2
31.4
32.6
33.7
34.9
36.0
37.2
38.4
39.5
40.7
41.9

2.5374
2.5451
2.5610
2.6164
2.6269
2.6308
2.6403
2.6538
2.6546
2.7046
2.7405
2.7567
2.7863
2.8174
2.8500
2.8561
2.8881
2.8995
2.9455
2.9673
3.0002
3.0717
3.0754
3.0809
3.1158
3.1691
3.1824
3.1849
3.1855
3.1879
3.2094
3.2462
3.2675
3.2735
3.3331
3.3386
3.3677
3.3817
3.3840

1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1

1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2

1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
123

43.0
44.2
45.3
46.5
47.7
48.8
50.0
51.2
52.3
53.5
54.7
55.8
57.0
58.1
59.3
60.5
61.6
62.8
64.0
65.1
66.3
67.4
68.6
69.8
70.9
72.1
73.3
74.4
75.6
76.7
77.9
79.1
80.2
81.4
82.6
83.7
84.9
86.0
87.2

3.3869
3.4054
3.4645
3.4812
3.6231
3.6523
3.7343
3.7692
3.7972
3.8082
3.9504
Total

1
1
1
1
1
1
1
1
1
1
1
86

1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
100.0

1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
100.0

88.4
89.5
90.7
91.9
93.0
94.2
95.3
96.5
97.7
98.8
100.0

WEIGHTED GPA’s FREQUENCIES
Weighted GPA Frequency Percent
Valid 1.2031
1.4790
1.5028
1.5308
1.6578
1.6605
1.6857
1.8134
1.8544
1.9036
1.9280
1.9389
1.9570
1.9679
1.9771
2.0010
2.0469
2.1017
2.1123
2.1262

1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1

1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2

Valid Percent Cumulative
Percent
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
124

1.2
2.3
3.5
4.7
5.8
7.0
8.1
9.3
10.5
11.6
12.8
14.0
15.1
16.3
17.4
18.6
19.8
20.9
22.1
23.3

2.1746
2.1896
2.1941
2.2214
2.2236
2.2313
2.2327
2.3145
2.3425
2.3855
2.4042
2.4782
2.4880
2.5156
2.5307
2.5326
2.5374
2.5451
2.5610
2.5661
2.6164
2.6519
2.6538
2.6546
2.6938
2.7046
2.7577
2.7863
2.8174
2.8197
2.8367
2.8561
2.8995
2.9205
2.9455
3.0002
3.0132
3.0809
3.1153

1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1

1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2

1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
125

24.4
25.6
26.7
27.9
29.1
30.2
31.4
32.6
33.7
34.9
36.0
37.2
38.4
39.5
40.7
41.9
43.0
44.2
45.3
46.5
47.7
48.8
50.0
51.2
52.3
53.5
54.7
55.8
57.0
58.1
59.3
60.5
61.6
62.8
64.0
65.1
66.3
67.4
68.6

3.1632
3.1849
3.1855
3.1879
3.1916
3.2283
3.2735
3.2812
3.2910
3.3241
3.3817
3.3935
3.3990
3.4288
3.4645
3.4830
3.4851
3.5369
3.5500
3.5690
3.6231
3.7692
3.9221
3.9340
4.0761
4.0933
4.4109
Total

1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
86

1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
100.0

1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
1.2
100.0

126

69.8
70.9
72.1
73.3
74.4
75.6
76.7
77.9
79.1
80.2
81.4
82.6
83.7
84.9
86.0
87.2
88.4
89.5
90.7
91.9
93.0
94.2
95.3
96.5
97.7
98.8
100.0

APPENDIX K
FACTOR ANALYSIS OF THE RESILIENCE SCALE
Since the construct of resilience was measured by the questionnaire, a factor analysis of
the Resilience Scale-25 was performed. The questions on the Resilience Scale-25 were
designed to assess the five characteristics of resilience, which are self-reliance, meaning,
equanimity, perseverance and extensional aloneness. The two overriding factors of these
characteristics as defined by Wagnild and Young (2011) are Personal Competence and
Acceptance of Self and Life. A principal component analysis followed by a varimax rotation
was used to answer the additional secondary research question, “does the factor structure of the
responses to the Resilience Scale 25 correlate with the author’s factor structure of the Resilience
Scale 25?” De Winter, Dodou and Wieringa (2009) state that 50 participants is considered an
adequate sample size to complete a principal component factor analysis; however, there does not
appear to be consistency among researchers that a sample size of less 100 is an adequate sample
size to complete a principal component factor analysis (Gaskin & Happell, 2014). An
exploratory principal components factor analysis with varimax rotation produced nine factors
with eigenvalues greater than one, which accounted for 71.29%% of the variance. The results are
presented in the following table
Summary of Exploratory Factor Analysis with Varimax Rotation of the Resilience Scale-25 (N =
64)
a

Rotated Component Matrix
I usually take things in stride.

Components
1
2
3
4
5
6
7
8
9
.710 .161 .028 .060 .319 -.030 -.039 .113 -.132

127

I usually manage one way or
another.
I am able to depend on myself
more than anyone else.
I can be on my own if I have to.
When I'm in a difficult situation,
I can usually find my way out of
it.
I have enough energy to do what
I have to do.
I am determined.
I feel proud that I have
accomplished things in life.
I am friends with myself.
I feel that I can handle many
things at a time.
Keeping interested in things is
important to me.
I keep interested in things.
When I make plans, I follow
through with them.
I can usually find something to
laugh about.
I can usually look at a situation
in a number of ways.
I do not dwell on things that I
can't do anything about.
My life has meaning.
It's okay if there are people who
don't like me.
My belief in myself gets me
through hard times.
I have self-discipline.
In an emergency, I'm someone
people can generally rely on.

.633 .092 .267 -.099 .113 .266 .070 -.045 .032
.632 .126 -.099 -.013 -.042 -.137 .168 -.297 .338
.569 -.062 .016 .036 -.258 .347 .238 -.079 -.059
.485 .484 .007 .150 .181 .083 -.005 .286 .255
.452 .275 .411 .184 -.246 .021 -.029 -.037 .156
-.034 .800 .215 -.010 .005 .012 -.043 -.016 .200
.222 .665 .021 -.004 .138 .198 -.170 -.024 -.152
.089 .605 -.151 .387 .061 -.043 .071 -.077 -.126
.500 .517 .285 .123 -.168 -.300 .093 .121 .163
.251 -.214 .796 .136 .176 -.215 -.092 -.137 -.100
-.072 .259 .770 .122 .047 .205 .130 .080 .043
.163 .136 .612 -.223 -.002 .482 .203 .014 -.195
.005 .229 .058 .726 -.084 .248 .022 .206 -.103
-.026 .095 .346 .689 .209 -.224 .277 -.167 .150
.326 -.111 -.093 .551 .294 .110 -.140 .367 -.190
-.072 .106 .076 .546 .497 .295 -.128 .095 .228
.046 .052 .085 .066 .776 -.148 .245 -.010 .005
.236 .513 .074 .194 .578 .113 .210 .107 .152
.139 .095 .087 .219 -.033 .762 .005 .041 .024
-.029 -.001 .067 .196 .189 .020 .865 -.085 -.141

128

Sometimes I make myself do
things whether I want to or not.
I take things one day at a time.
I seldom wonder what the point
of it all is.
I can get through difficult times
because I've experienced
difficulty before.

.310 -.104 .057 -.170 .092 .034 .689 .176 .159
-.151 -.040 -.083 .100 -.085 .238 -.007 .796 -.011
.102 .073 .068 .059 .172 -.391 .091 .707 -.076
.084 .046 -.049 -.027 .067 .003 -.022 -.062 .902

Since the authors of the scale believe there are two factors, an additional exploratory principal
components factor analysis was performed with a varimax rotation that forced a two-factor
solution. Table 4.16 shows the 25 items in the Resilience Scale-25 using the two factor solution,
Personal Competence and Acceptance of Self and Life, to replicate the results of the authors of
the Resilience Scale-25.

Summary of Exploratory Factor Analysis of the Resilience Scale-25 (N = 64) Using Two
Factors
Factor I
Factor II
Items in Resilience Scale-25
Adaptation
Perseverance
My life has meaning.
-.089
.699
My belief in myself gets me through hard times.
.365
.686
I can usually find something to laugh about.
-.052
.657
I do not dwell on things that I can't do anything about.
-.096
.614
I can usually look at a situation in a number of ways.
.143
.539
When I'm in a difficult situation, I can usually find my way
.470
.521
out of it.
I am friends with myself.
.146
.493
It's okay if there are people who don't like me.
.068
.420
I seldom wonder what the point of it all is
-.093
.391
I feel proud that I have accomplished things in life.
.342
.358
I have self-discipline.
.193
.298
In an emergency, I'm someone people can generally rely on.
.143
.237
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I usually manage one way or another.
I feel that I can handle many things at a time.
I am able to depend on myself more than anyone else.
I have enough energy to do what I have to do.
I can be on my own if I have to.
When I make plans, I follow through with them.
I usually take things in stride.
Keeping interested in things is important to me.
Sometimes I make myself do things whether I want to or not.
I am determined.
I keep interested in things.
I take things one day at a time.
I can get through difficult times because I've experienced
difficulty before.

.101
.279
-.088
.168
-.065
.060
.330
.091
.011
.334
.346
.337
-.015

.666
.648
.632
.615
.499
.496
.488
.382
.376
.373
.365
-.347
.246

Factor I included questions related to how one adapts to a situation (#21, 17, 16, 22, 19,
23, 8, 25, 11, 6, 14, and 18). However, there are overlaps with six questions (# 21, 16, 22, 8, 25,
and 11). Factor II included questions related to how a person overcomes obstacles (#2, 9, 3, 24,
5, 1, 7, 4, 20, 10, 15, 12, and 13). Overlaps were identified in all questions for this factor except
for two questions (#7 and 12). There are inconsistences in the findings using this sample and the
authors’ two-factor solution. Since this was a small sample size, these results are not conclusive
and should be interpreted with reservation. It is recommended that a larger sample be used to
investigate the factors identified and the potential overlap of other traits, such as perseverance,
adaption or grit.
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